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Students and Teachersô Points of View on Code-Switching in EFL Classes: A Balance 

or Imbalance Paradigm? 

 

Ķslam YILDIZ
1 

Amasya University 

Ayfer SU-BERGĶL
2 

Amasya University 

Abstract 

This study aims to clarify whether the implementation of language alternation in the teaching of 

English as a foreign language (EFL) has strengths or limitations from both teachers and students' 

points of view. By making use of both qualitative data which was conducted through structured 

interviews with 23 teachers in one of the provinces of Turkey as well as applying structured forms to 

92 teachers from 34 cities in Turkey and quantitative data containing five-point Likert scale 

questionnaire collected from 226 students, the current research reports studentsô stances towards 

teacher code-switching in EFL classrooms in Turkish secondary and high school context, and 

teachersô language choice causes with inferable results. The data from the questionnaire were 

collated, and the SPSS program was used to calculate the descriptive calculations involving 

percentages and frequencies. The results of the study reveal that students and teachers tend to agree 

on the majority of questions. While students welcomed the teachersô code-switching efforts in English 

lessons, the teachers advocated the balanced conduct of language switching, especially in terms of 

communication skills. 
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Introduction  

From time to time, bilingual or multilingual people switch back and forth between two or 

more different languages and that is called Code-Switching (CS). Even though there has recently been 

much attention on the reasons for EFL teachersô code-switching in their lessons there are few studies 

that shed light upon whether the use of mother tongue or only English in the classroom has facilitating 

or debilitating effect from the perspective of studentsô feelings, thoughts, and beliefs. The technical 

examination of bilingualism with both improved technology and novel approaches on language 

teaching in educational areas have led to a new perspective towards language learning and teaching 

phenomenon. When the Bilingual Education Act (BEA) was enacted in the 1960s, the term code-

switching, shifting between two or more languages in the classroom, appeared as a controversial issue 

in the United States. While some of the scholars (Akkaya & Aydin, 2019; Auer, 2016; Eldridge, 1995; 

Rezvani & Rasekh, 2011; Sert, 2005; Yao, 2011) were in the opinion that the use of mother tongue in 

foreign language teaching classrooms has a facilitating effect on the learning and teaching process, 

the others (Hua, 2008; Jingxia 2010; Moore, 2002; Sridhar, 1996) asserted the contrary. Krashenôs 

(1987) comprehensible input theory had a significant effect on some researchers, and they argued that 

total immersion is favorable for language learning and its acquisition. Nurhamidah et al. (2018) 

concluded that the minimization of the first language from language classrooms may have a hindering 

outcome and a systematic principle for obtaining mother tongue to ease language learning was 

proposed by them. When these approaches are taken into account, there are strong views backing up 

the usage of English as a medium of instruction or both employment of target language and L1 in the 

EFL context. The findings of most studies that investigate the alternation of language in English 

teaching classrooms indicate that code-switching is a prevalent circumstance in bilingual and 

multilingual educational environments (Enama, 2015; Paradowski, 2008; ¦st¿nel, 2016). Not only 

teachers but students alternate between languages for some reasons as well (Akkaya & Aydin, 2019). 

Mother tongueôs proper use does not disrupt the educational process but, on the contrary, it paves the 

way for a welcoming environment both for studentsô language comprehension and teachersô way of 

conducting their lessons (Miles, 2004). So, the proponents of bilingualism in language teaching agree 

that code-switching is a natural process for the acquisition of a second language, and it is also a 

fundamental part of this process for teachers to teach language. (Sridhar & Sridhar, 1986). The 

bilingual approach also professes that a lot of learners of EFL desire to keep up the linguistic and 

cultural identities of themselves in using and mastering English. 

As Ataĸ (2012) states, there have been numerous methods and ways handling English, being 

multinational language, in a broad perspective for its teachable purposes all around the world as well 

as in Turkey. It is an undeniable fact that the globalization of English in the whole world has aroused 

the interest of some linguists for its appropriate practices in the classrooms. And the significance of 

foreign language education in every country has emerged according to the countryôs own needs. 
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Lambert (1999) has a classification of countries into three groups: homogeneous countries most 

citizens of which speak the same language; pairwise ones like Canada, where two or three languages 

have equal existence; and various ones such as Russia, in which many different groups use a lot of 

kinds of languages. Turkey is an example of the former mentioned country since Turkeyôs formal and 

most used language is only Turkish for many purposes. 

Having an intersection location, Turkey holds the role of a bridge between Asia and Europe as 

well as taking on a considerable presence in the Middle East. Itôs being a prominent member of 

NATO and exerting for full membership in European Union (EU) are some other factors that make 

the country quite essential for some reforms. Along with its geographical importance, in todayôs 

world, the cultural aspect of Turkey is certain to be undeniable. Therefore, when these circumstances 

are taken into consideration it can be pointed out that both to catch up with the developments taking 

place in the world and to meet the needs of foreign language learning and teaching in the country, 

Turkey has gone for educational reforms. The enactment of compulsory education, which is 

completed in 12 years, in 2012 and reducing English teaching level from 4
th
 grade to 2

nd
 grade in 2013 

were some of the important steps taken by the government to contribute both learning and teaching of 

English, which is used as a lingua franca all over the world, in the Turkish state school system (¥zen 

et al., 2013). At all stages of education, it is the only compulsory subject among other languages such 

as French and German which are given as elective ones. The curriculum of the Ministry of National 

Education (MoNE) specifies English as a compulsory subject from primary to tertiary level of 

education. 

Rather than conducting out of date teaching methods such as Grammar Translation Method 

(GTM) and Audio-Lingual Method (ALM), the current design adopts a mostly student-centered way 

of learning along with Communicative Language Teaching (CLT) which sets interaction as means of 

learning. That being so, it can be concluded that English is the most in-demand foreign language in 

the country. In addition to the governmentôs reforms and peoplesô intense interest in English learning 

around the country, there have also been so many methods, principles, and practices tried to be 

applied in the classrooms not only by teachers but also by researchers. 

Conceptual Framework  

Code-switching occurs when the speaker and listener converse in more than one language, 

and this occurs because the speaker feels more comfortable speaking in another language. Across the 

globe, bilinguals use code-switching to organize their communication, which is a regular occurrence 

(Narasuman et al.). According to Bullock & Toribio (2009) a bilingualôs ability to seamlessly move 

between two languages is known as code-switching. It can be said that switching codes basically 

allows people who can speak more than one language to switch in different contexts and adapt to new 

contexts easily. Azlan & Suthagar (2012) point out that there are certain reasons for switching 
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between languages in the classroom environment. First, this is due to a lack of vocabulary in the 

target language among students who are learning the second language. Secondly, code-switching is 

needed to make communication effective in the classroom and to encourage class participation. On 

the other hand, Narayan (2019) draws attention to the fact that teachers utilize code-switching in order 

to bridge the language gap between them and their students. From this point of view, it can be stated 

that code-switching is a necessity rather than an obstacle for both teachers and students in the 

classroom context. 

Due to the ease of communication and acculturation necessity, it has currently been quite vital 

to bring up bilingual and multilingual individuals all around the world. Therefore, demands and 

attitudes towards language learning have become more common than ever. Thatôs why it would be 

useful to touch on the nature of code-switching and what it stands for the researchers of this era. The 

term code or variation in a language can be described as a selection of words and utterances that may 

change from one to another. On the other hand, code-switching refers to the process in which a 

multilingual or bilingual person shifts between languages that s/he knows or the others may be 

familiar with in a context or conversation. According to Gumperz (1982), ñthe juxtaposition within 

the same speech exchange of passages of speech belonging to two different grammatical systems or 

subsystemsò (p.59) is defined as code-switching. Lowi (2005) asserts that researchers shouldnôt focus 

on CS only as a speaking instrument, conversely it might play a major role in identity formation and 

cultural interaction. So, as well as its being a physical way of articulation it also combines the 

components of culture and personal bonds. Holmes (2013), on the other hand, defines it as an 

alternation of language that is shifted for a clearer interpretation by the listener within a specific 

context. Within a language or two languages code-switching may happen in morphological structures 

as it does in syntax and the speakerôs utterances namely, words or sentences switched, depending on 

the listenerôs competence.  

Types of Code-Switching 

Inter-sentential code-switching mainly occurs after the completion of the first language and 

then the speaker starts to the next sentence with L2. Both sides share the same topic, but the switching 

takes place a bit more in complexity. The speaker usually sets his/her sentences in two different 

languages such as ñCoronavirus is spreading all over the world, there is a huge death toll as people 

donôt care about the social distance. Bu anlamda sosyal mesafeyi korumak b¿y¿k ºnem arz ediyor.ò 

(For this reason, following social distance rule is of vital importance.) 

In Intra-sentential code-switching, the person who speaks, shifts between two codes such as 

Turkish and English in the middle of the sentence or clause. Switching from English to Spanish, from 

Urdu to Arabic or from English to Turkish are common examples of intra-sentential code-switching. 

For instance, ñChapter seven bu haftaki ºdeviniz.ò (For this week, chapter seven is your homework.) 
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Tag switching is more common because during the conversation the speaker adds tags which are one 

or two phrases into his or her statements. Expressions like óyou knowô, óI meanô are common English 

examples. 

As Al-Qaysi (2016) proposes, to be able to pin down the merits and limitations of the 

implementation of CS, learnersô and educatorsô perspectives towards CS remain open to careful 

investigation. For those who claim that first language should be prohibited in the classrooms, the main 

point is that the teacher is the only facilitator for students, and they should interact more often in L2 as 

much as possible. Luo (2019) expresses that there has been an agreement between officials and 

parents about the ban of Chinese in EFL classrooms, especially in listening and speaking classrooms. 

He also asserts that the teacherôs use of the first language can be considered bad, as this may cause 

hindrance in practicing English. On the other hand, the othersô approach to CS is pretty calmer 

because they believe that without the use and comprehension of the mother tongue, the learning 

process becomes incomplete. According to Garc²a and Lin (2017), besides being an effective teaching 

instrument for teachers to convey meaning better, code-switching also contributes to the academic use 

of L2. CS taking place in the classroom might be useful for the comprehension of new vocabulary, 

checking learnersô understanding and giving feedback to students (Zacharias, 2003). The heating 

debate among researchers, teachers, or educators has long been going on and the deadlock of L1 

practice in foreign language classrooms has its extensiveness even today. Thus, that is the focal point 

of this study to clarify whether the use of the first language in EFL classrooms is facilitating or 

adopting a full use of English is inhibiting in view of both students and teachersô aspects. Therefore, 

this study aims to give possible answers to these research questions: 

1- What attitudes and beliefs do students have on CS? 

2- Do the students attitudes and beliefs differ regarding the variables of sub-section of the 

scale, gender, and grade? 

3- What are the perceptions of teachers on CS based on the structured-form?  

4- What are the CS manners of teachers in their classrooms? 

5- What is the interview-based thoughts and opinions of teachers on CS? 

Method  

Design 

In this study, the mixed-method design (Explanatory Sequential Mixed Methods Design was 

carefully tried to collect data both from students who were quantitatively administered by a 5-point 

Likert scale and teachers who were not only employed by close-ended questions with structured 

forms, but also 8 open-ended questions were asked to unravel their manners towards teachersô 
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switching between Turkish and English in the classrooms. As Creswell (2014) asserts, quantitative 

and qualitative research designs both have strong and weak points, to formulate a more effective 

insight into the research questions and tackle the limitations of both design methods, a combination of 

the two data forms is of vital importance for better results.  

Participants 

To investigate the related issues, the sequential mixed methods sampling was selected as it 

includes both probability sampling for quantitative process and purposive sampling for qualitative one 

(Teddlie & Tashakkori, 2009). The questionnaire was designed by the researcher and put into practice 

with the consent of the participating students and teachers. As Israel and Hay (2006) point out, the 

protection of the contributors is of vital importance in order not to come up against any challenges 

and giving them a sense of trust is morally much noteworthier. Consequently, great importance was 

attached to the anonymity of the participants. As participants, 226 students ranging from 5
th
 grade to 

the 12
th
 grade were selected from 11 cities of Turkey. Likewise, teachers working at the secondary 

and high schools, voluntarily participated in the survey. Totally 92 teachers 55 of whom work in 

secondary schools and 37 are in the high schools partook in structured forms. Additionally, 23 

teachers from Kocaeli were structurally interviewed to boost the qualitative part. On account of the 

world-affecting outbreak, namely, coronavirus which forced the whole world to quarantine, it was 

impossible to reach the participants in person, and an online way of communication was held with 

both their and their institutionsô assent. Thus, demographic information of the participants is 

presented in the following. 

During the survey process, 106 secondary school students and 120 high school students 

voluntarily took part in this research. 10.4% (f=11) of secondary school students stated that they are at 

the beginning level, 77.4% (f=82) are at the intermediate level and 12.3% (f=13) are at the advanced 

level. On the other hand, 29.2% (f=35) of the high school students were beginners, 65.8% (f=79) of 

them were intermediates, and 5% (f=6) had C1-C2 levels of language proficiency. 

In general, 226 students in 11 cities of Turkey willingly contributed to the survey about code-

switching. As it is noticed, most of the participants with 53.1 percentage (f=120) were from Kocaeli 

due to the researcherôs dwelling there. 15.5% of the respondents with the frequency of 35 participated 

in Siirt. Sakarya was the third city with the highest number of participants with 11.1% (f=25) and 

Erzincan with 7.1% (f=16) was the fourth one. This was followed by Ķstanbul with 6.2% (f=14) 

students and by Hakkari with 4% (f=9). The number of participants from Batman and Malatya was 

equal with .9% (f=2). In Ardahan, Bartēn, and Kērklareli only .4% students took part in the study 

(f=3). 
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The total number of the participants for teachers is 92. While males constitute 31.5% (f=29) 

of the group, the rate for girls is 68.5% (f=63). Only 1 male has a masterôs degree, this number is 8 

for females. Meanwhile, 79.3% (f=73) of teachers have ELT graduation degree, 18.5% (f=17) of the 

whole graduated from English Language and Literature, and 2.2% namely 2 teachers have Linguistics 

diplomas. Secondary school teachers make up 59.8% (f=55) of the group and high school ones are 

40.2% (f=37). 

Teachers taking part in this survey were from all regions of Turkey and they contributed to 

this study from 34 cities. As it is clear, 30.4 of the participants (f=28) work in the Southeast Anatolian 

Region and 18.5% of them (f=17) are from the Eastern Anatolian Region. For the Marmara Region, 

the percentage is 19.6 which corresponds to 18 teachers while teachers from Black Sea Region are 15 

(16.3%). These are followed by the Mediterranean Region with 7.6% (f=7) and Central Anatolian 

Region with 4.3% (f=4). Finally, the Aegean Region with 3 attendants constitutes 3.3% of the total 

population. 

Data Collection 

Before the data collection procedures were implemented, as code-switching had ethical 

dimensions, the institutional consent and approval were obtained for the current study. Afterwards, 

the participants were informed about the purpose of the study, the protocols of interview, the detailed 

procedures, duration, and voluntary participation or withdrawals.  

The data were obtained from both teachers and students ranging from 5
th
 to 12

th
 grades in EFL 

classrooms across the country through a four-week study. The instruments for data collection were 

two questionnaires one for students and the other for teachers. A five-point likert questionnaire was 

devised for students to gauge (a) code-switchingôs impact on their language learning (b) their attitudes 

to language shifting, and (c) its motivating effect on studentsô classroom participation. It included a 

total of 24 questions. On the other hand, a structured questionnaire consisting of 8 questions was 

prepared for 92 teachers. Meanwhile, 8 open-ended questions via video conference interviews were 

asked to 23 teachers from Kocaeli to elicit teachersô thoughts, stances, and approaches to code-

switching in their classes. The questionnaires began with background information such as age, gender, 

years of experience, city of teaching/learning, etc. 5-point Likert scale of studentsô questionnaire 

included items like strongly agree, agree, neutral, disagree, strongly disagree with each statement. 

Studentsô questionnaire was created in Turkish to avoid any ambiguity. For total items of studentsô 

questionnaire (n=24) the reliability Cronbach alpha level was calculated as .82, which is accepted as 

feasible to collect data. 
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Data Analysis 

In the current study, both quantitatively and qualitatively analyzed research methods were 

used to have a better interpretation of teachers' code-switching in view of students and teachersô 

answers. Through SPSS usage, quantitatively analyzed results were compared with open-ended 

questions of teachers to obtain appropriate critical analysis about why teachers alternate between 

languages in the classroom and what their and studentsô perceptions are about this situation. To 

calculate the percentages and frequencies in the Likert-scale and structured forms, descriptive 

statistics were chosen. Meanwhile, One-Sample T-Test was applied to reveal if there was any 

statistically significant difference among subsections of the students' questionnaire regarding code-

switching. Independent Samples T-Test was aimed to find out whether gender makes a difference or 

not. One-Way ANOVA was administrated to see if any variance was in terms of grades or not. In 

addition, Miles and Huberman's (1994) model for qualitative data analysis was utilized.  

Results 

The descriptive and statistical results of students and teachers' questionnaires were 

categorized according to the tables below. Furthermore, the questions and answers of the conducted 

interview were presented to the reader with analysis. 

Studentsô Attitudes and Beliefs on Teachersô Code-switching 

Table 1. One Sample T-test Results for Sub-sections of Scale  

Sections of Scale N xↄ S SD t P 

Code-switchingôs impact 226 23.20 5.86 225 59.48 .000 

      

Attitudes to language shifting 226 26.99 6.12 225 66.27 .000 

      

Motivating effect on studentsô classroom 

participation 

226 12.20 3.49 225 52.54 .000 

      

 

Table 1 illustrates that the coding of the data was statistically calculated under three sub-

sections. In analyzing the studentsô questionnaire regarding the impact of CS on studentsô language 

learning, studentsô attitudes to CS, and its motivating effect on studentsô classroom participation one-

sample t-test was employed to investigate if there was any statistically significant difference among 

these sub-sections. The mean values reveal that studentsô attitudes and beliefs on language shifting is 

higher than other categories (xↄ= 23.20). As, the p-values were .000 (p<0.05) for all categories it 

showed that there was a statistically significant difference among three sub-sections. 
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Table 2. Independent Samples T-test Results for Sections of Scale in terms of Gender 

Sections of Scale Gender N xↄ S SD t p 

Code-switchingôs impact Male 61 21.70 7.12 224 2.35 .020 

Female 165 23.25 5.24    

Attitudes to language shifting Male 61 25.67 7.78 224 1.98 .049 

Female 165 27.47 5.33    

Motivating effect on studentsô 

classroom participation 

Male 61 11.61 4.57 224 1.58 .116 

Female 165 12.43 2.98    

 

As presented in Table 2, the p-values for both genders reveal that there are statistically 

significant differences in code-switchingôs effect on studentsô language learning (p = .020, p < 0.05) 

and their attitudes to code-switching (p = .049, p < 0.05) sections in view of gender. On the other 

hand, it is clearly seen in the table that there is no significant difference in terms of gender in the last 

section (p = .116, p > 0.05). Considering the first part (code-switchingôs impact), it is understood that 

the mean values of the females (xↄ= 23.25) are a bit higher than the malesô (xↄ= 21.70). In ñattitudes to 

language shiftingò part, the mean value for females (n= 165) is xↄ= 27.47 and for males (n= 61) is xↄ= 

25.67. While the mean values of females are xↄ= 12.43, those of males are xↄ= 11.61 in the last part. 

Table 3. Descriptive Results of One-way ANOVA in terms of Grades 

Grades/Levels N Mean SD 

5th 10 51.60 17.22 

6th 20 60.80 13.92 

7th 33 66.45 15.52 

8th 46 59.96 14.63 

9th 40 62.03 10.44 

10th 29 61.38 13.15 

11th 29 64.90 8.86 

12th 19 67.11 8.59 

Total 226 62.39 13.16 

 

Table 3 shows the mean and standard deviations score values from 5th to 12th grade to find 

out if there is any statistically significant difference between the grades of the students. In addition, a 

one-way analysis of variance (ANOVA) was conducted to determine the significant difference among 

the mean scores. As can be seen in table 3, the mean score of the 5
th
 grade students (n= 10) were xↄ= 

51.60 and the standard deviation reported for them was 17.22, for 6
th
 ones (n= 20) xↄ was 60.80 while 

the standard deviation was 13.92, for 7
th
 grade students (n=33) mean score was xↄ= 66.45 and standard 

deviation was 15.52, for 8
th
 ones (n=46) was xↄ= 59.96 and standard deviation was 14.63, for 9

th
 grade 
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(n= 40) t was xↄ= 66.45 and standard deviation was 10.44, for 10
th
 level students (n=29) mean value 

was xↄ= 61.38 and standard deviation was 13.15, for 11
th
 ones (n=29) the mean score was xↄ= 64.90 

and standard deviation was 8.86, lastly for 12
th
 grade students (n= 19) the mean value was found as 

xↄ= 67.11 while standard deviation was reported as 8.59. It is clearly illustrated in the table that, as the 

grade level increases, the mean values go up in direct proportion. 

Table 4. One-way ANOVA Statistics in terms of Grades 

Source of 

Variation 

SS df MS f p Significant 

Difference 

Between 

groups 

 

2671.975 7 381.711 2.291 .029  

Between 

Pairs of all 

grades 
Within 

groups 

 

36321.977 218 166.615   

Total 38993.951 225    

 

According to one-way ANOVA results, there is a significant difference between studentsô 

scale scores in terms of grade level, F (7, 218) =2.291, p<.05. In other words, studentsô scale scores 

change significantly according to the grade level. 

Teachersô Reasons and Points of View on Code-Switching 

Table 5. Descriptive Statistics of Teachers Questionnaire 

Items Answer f % 

(1) Do you switch codes in your classes? Yes 87 96.6 

No 5 5.4 

(2) Language shifting during English classes is good 

for studentsô understanding. 

Yes 82 89.1 

No 6 6.5 

No idea 4 4.3 

(3) Does language shift affect educational process? Yes 78 84.8 

No 10 10.9 

No idea 4 4.3 

(4) Using Turkish in the classroom is a motivating 

factor. 

Yes 68 73.9 

No 24 26.1 

(5) Using only English is a motivating factor. Yes 28 30.4 

No 64 69.6 

(6) Do you agree with the idea that teachers code-

switch because they are not familiar with the exact 

expressions in the target language? 

I agree 

 

36 39.1 

I disagree 

 

45 48.9 

I have no idea 11 12.0 

(7) How often do you think that you switch from 

English to Turkish in the class? 

Always 11 12.0 

Usually 42 45.7 

Sometimes 27 29.3 

Rarely 12 13.0 
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(8) When do you especially alternate between 

English and Turkish? 

Teaching Grammar 65 70.7 

Teaching Vocabulary 37 40.2 

Teaching Unknown structures 57 63.0 

If students have difficulty in 

understanding 

75 81.5 

 

When adding emphasis 14 15.2 

When I sum up topic 25 27.2 

When I feel insufficient 13 14.1 

Other 2 2.2 

 

As for item 1, 96.6% of the teachers (f=87) switch codes in their lessons whereas few of them 

say no that constitutes the percentage of 5.4%. This indicates that almost all of them alternate between 

English and Turkish during their EFL classes. For the second item, 89.1% of the teachers are in the 

opinion that language shifting is good for studentsô understanding while only 6.5% of them say no 

and 4.3% have no opinion about the situation. Likewise, most teachers (84.8%) think that language 

shifting directly affects the educational process. According to 73.9% of the teachers (f=68) usage of 

Turkish in the classroom is a factor for motivation. However, 26.1% of them (f=24) claim otherwise. 

As the table indicates for item 5 ñUsing only English is a motivating factor.ò, 69.6% of the 

participants (f=64) stated that they disagreed with only English usage. Regarding items 4 and 5, most 

of the teachers, support the claim that using Turkish is a motivating factor though few accept English 

as a motivating factor. When they were asked: ñDo you agree with the idea that teachers code-switch 

because they are not familiar with the exact expressions in the target language?ò, 48.9% of teachers 

(f=45) expressed disagreement, 39.1% (f=36) agreed, and 12% (f=11) did not state an idea to this 

question. The frequency of teachers switching from English to Turkish is as follows; 45.7% óusuallyô, 

29.3% ósometimesô, 13% órarelyô, and 12% óalwaysô. From these results, it can be proved that the 

majority of them switch from English to Turkish. In the 8
th
 item, the purpose of teachers alternating 

between English and Turkish was asked. They were also informed that they could pick more than one 

option. Most of the teachers (81.5%) stated that they (f=75) used code-switching when the students 

were having difficulty in understanding what was taught. Approximately three-quarters of the 

participants also added that to óteach grammarô they needed to code-switch between English and 

Turkish. As the third, language shifting reason for óunknown structuresô was 63% while 40.2% of the 

attendants pointed out they used CS for óvocabularyô teaching. As can be seen, when teachers ósum up 

the topicô, only 27.2% of them (f=25) benefit from code-switching. On the other hand, the total 

number of those who consider themselves as óinsufficient in transferring informationô is 13 (14.1%). 

Finally, teacher 41, expressed his opinion on the reasons of his CS during EFL classes mostly related 

to ócultural issuesô, and teacher 46 marked óotherô option by saying that he used code-switching for 

óclassroom managementô. As a result, the percentage for those who specified other statements on their 

reasons for CS was 2.2% (f=2).  
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Interviewed Teachersô Points of View on Code-Switching during Their Classes 

The comments and answers of 23 teachers who were interviewed via video conference in 

Kocaeli are as follows: 

1-Do you switch codes in your classes? (Do you switch from English to Turkish or vice versa?) 

The answer of 20 teachers (87%) to this question was óyesô, and just 3 of them (13%) 

responded with ónoô. The interview group is also of the opinion that it is useful to switch codes 

between English and Turkish during the course. 

2-How do you teach English? (Only in English language, by mostly using Turkish or benefiting 

from both etc.) You may give some details. 

Teacher 9: Mostly, I use English, however if I teach grammatical topics that are hard to understand 

such as relative clauses, passive voice, etc. I explain in Turkish first, then I go on my lesson in the target 

language.  

Teacher 3: I teach English by mostly using the Turkish language because when I start to speak English 

some students donôt understand what l say. On the other hand, I sometimes try to speak English in some 

situations and If I feel that my students donôt understand even if I give many examples, pictures or objects, then 

I use Turkish again. 

In response to question 2, those surveyed indicated that their reasons for code-switching were 

various. Teacher 9 conducted mostly English-only lesson while teacher 3 used Turkish most of the 

time. However, it is clear that both, to some extent, benefited from Turkish for different reasons such 

as to teach grammar, to communicate, or to be understood by the students. 

3- Do you think that teaching English via Turkish is useful for students to learn a language? 

Teacher1: I donôt think this is true. As far as I have experienced through time (17 years of 

experience), this is only good if you are preparing them for a specific grammar examination, or else 

this doesnôt contribute to their English. 

Teacher11: Sometimes it may be useful especially for some grammar topics, but of course, for 

skills lessons, only English should be used. For example, I make a summary of personal pronouns, 

tenses in Turkish then I teach English versions. But for communication purposes, by no means should 

Turkish be used. 

As these quotes indicate, teachersô expressions for Turkish usage in English teaching context 

are mainly due to grammar topics that they assert are impossible to give in the target language on 

account of studentsô incompetence in that language. The participants, on the whole, demonstrated that 

as a language teaching method, fully taking advantage of Turkish in English teaching is not the proper 

way to teach the target language. This view was echoed by other informants as well. They added that 
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usage of Turkish in EFL classrooms facilitates learning grammar, but it has no use in speaking or 

communication. 

4- How do you agree or disagree with the statement that ñForeign language is best taught by using 

only target language.ò 

Teacher7: Most of the languages may be suitable to teach a foreign language by using only 

the target language but when it comes to Turkish, it is a bit difficult as Turkish and English are from 

different roots and different language families. It is also really hard because of the crowded classes in 

Turkey, especially in state schools. 

Teacher5: Yes, thatôs true but not always. It changes depending on situations like your 

studentsô level, background, context. But our students have no chances to speak with somebody 

speaking English outside the classroom. 

When the fourth question was asked to participants, the majority commented as, there are 

many factors affecting the need for the first language in EFL settings. They listed them as the 

differences between studentsô language levels, their backgrounds, crowded classrooms, limited time, 

language structure differences, clarification of some issues, and classroom management. Over half of 

those surveyed (f=13) reported that they agree with that statement; however, most of them put forward 

the reasons mentioned above, and 10 teachers stated their disagreement. 

5- When do you especially alternate between English and Turkish? 

Table 6. When Teachers Alternate between English and Turkish 

                Answer                                                                                   f % 

 

 

 

Teaching grammar 17 73.9 

Teaching vocabulary 5 21.7 

Teaching unknown structures 9 39.1 

If students have difficulty in understanding 12 52.2 

When adding emphasis 4 17.4 

When I sum up the topic 1 4.3 

When I feel insufficient 6 26.1 

Other 3 13.0 

 

This question was also asked in the questionnaire of 92 teachers across Turkey. The 

frequencies and percentages in table show that the main reason why teachers (73.9%) attempt to CS is 

óTeaching grammarô. The second majority of teachers (52.2%) say that it is better to code-switch óIf 

students have difficulty in understandingô, and 39.1% are in the opinion that there appear some 

óUnknown structuresô when we convey the lesson and most of the students canôt understand so we 

switch to Turkish to make it clear. 6 teachers (26.1%) stated that they ófeel insufficientô in some cases 



Educational Policy Analysis and Strategic Research, V16, N4, 2021 

É 2021 INASED 

21 

and therefore they apply to CS to compensate the gap. On the other hand, 21.7 percent of teachers 

(f=5) switch codes when they óTeach vocabularyô. óWhen adding emphasisô 17.4% of them think that 

it is useful to CS. In addition, 3 of the teachers (13%) put forward other reasons for their code-

switching apart from the options researcher directed. Teacher 10 expressed that she mostly uses 

Turkish to óGive instructionsô, teacher 13 prefers to CS when time is limited, and Teacher 17 

specified that óI switch codes when there is a need or else, I donôt doô. Finally, only 1 teacher (4.3%) 

stated that he used CS while summarizing a subject. 

6- Does usage of Turkish in EFL classes facilitate or debilitate learning of L2? (You may share 

your experiences.) 

Teacher19: It debilitates because students can learn a second language easily by speaking it, 

preparing dialogues, acting roles, singing songs in the target language. Especially using the 

communicative approach is the best method (In this method communication in the target language is a 

primary factor for learning) 

Teacher 21: If studentsô level is low or cannot understand what you teach, speaking Turkish 

facilitates their target language learning. As an example, students sometimes force me to speak in 

Turkish once I speak in English. They do not bother themselves to get the point and just wait for you 

to explain in Turkish. 

The number of those who thought Turkish facilitates the (f=12) learning of L2 and those 

(f=11) who thought the contrary were close to each other. However, those who thought that the 

existence of the Turkish language in the EFL context had a positive effect also pointed out that 

Turkish should be used in a balanced way. As is clear in the excerpt of teacher 19, some argued that 

L1 use in the L2 environment impedes the pace of target language, thus claiming that L2 is best 

learned by practicing it in the classroom creating an attractive setting for L2. On the other side, some 

argued that there was no choice for the teacher other than using L1 due to studentsô levels as teacher 

21said. Another teacher (10) supported this statement by adding that ñwith limited time and many 

forms to teach you have no choice but to switch from l2 to l1ò. 

7- How does code-switching affect the education process? Is it good or bad for learning? Could you 

please clarify with some examples or with your experiences? 

Teacher7: To some extent, code-switching makes my students much more confident, and they 

acquire positive attitudes towards English. You must balance it very well. If you use only English and 

they canôt understand you, they get demoralized and they are afraid of it as if it were a monster. On 

the contrary, if you use mostly Turkish, in the course of time they forget the main function 

ñcommunicationò of the lesson and they see it as an ordinary theoretical subject to learn. 
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Teacher5: I think thatôs useful. I use code-switching, so my students not only understand me 

but also hear the target language. I mean, it depends on what you teach. If you want to teach a 

difficult unknown structure, itôs good to switch the language. For example, while we are learning 

idioms, we try to find out the same expressions in Turkish which helps a lot to arouse studentsô 

interest. 

Two excerpts above reflect the general opinion of the teachers on this subject very well. 

Almost all the teachers interviewed mentioned the importance of a balanced use of mother tongue in 

the classrooms. Teacher 7 also draws attention to students' attitudes towards L2. Using only the target 

language can have negative effects on the student, she says. The teacher also emphasizes that this 

adverse condition may result from the overuse of Turkish as well. Here the balance between L1 and 

L2 plays an important role. 

8- ñSpeaking Turkish in EFL classes is one of the main reasons for students not to be able to learn 

English at the expected level in Turkey.ò Do you agree or disagree with this statement? Can you 

give some details, please? 

Teacher9: I donôt agree. I teach in Science High Schools (best-qualified schools in Turkey) 

for more than 10 years (14 years of experience in total). My students always claim that their English 

level is B1 or more and they generally graduate from private middle schools which means that their 

English level should be higher as they got more English lessons in their schools. However, when we 

apply the placement test, we notice that the level is generally not as advanced as they claim. When we 

start to use native language especially for the expression of sentence structures, they learn and use 

the target structure much more easily. Thatôs why, I disagree. 

Teacher10: Yes, I completely agree. They(students) do not want to try to speak in basic (easy) 

forms. They donôt feel relaxed during speaking and they feel bad because they are afraid of their 

friends, they think that their classmates will laugh at them if they fail in speaking. Half of the students 

have the same problem. They didnôt experience the communication environment in the L2 during their 

previous years (middle school). So, they come to high school with anxieties and prejudices towards 

English. I think, speaking mostly Turkish in the lessons cause these problems. It would be more 

beneficial to reduce Turkish or to use it at a certain rate. 

As regards the 8
th 

question, while 15 (65%) teachers agreed with this statement, 8 (35%) 

expressed their belief of disagreement. Those who agreed and disagreed also explained the reasons for 

their answers during the interview. Interestingly, the teachers who favored the use of Turkish in the 

lesson also added that the use should be at a certain level. They implied that over or underuse of L1 

could trigger some problems in learning environments. Therefore, they stated a balanced L1 use is 

more secure and better in language acquisition. 
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Discussion 

Based on the 5-point Likert scale applied to the secondary and high school students and semi-

structured interviews with the teachers, this study was conducted to shed light on the attitudes, 

language choice reasons and experiences of the two groups about code-switching in the EFL context. 

In this respect, the results of the studentsô and teachersô data were expressed below under two separate 

headings with the principle suitable for the study. 

Discussing Studentsô Results 

The results of this study showed that the majority of students think, teachersô alternating 

between English and Turkish in EFL classes contributes significantly to their understanding of the 

lesson. It was also noticeable that the teacher's benefiting from L1 or L2 during the lesson did not 

affect studentsô attitudes towards the lesson negatively. On the contrary, code-switching as a positive 

contributor created a more comfortable atmosphere for them during the class because they were not in 

a stressful environment to keep up with the teacherôs usage of only English in the classroom. The 

parallel studies in this area were the works of Ahmad & Jusoff (2009) and Selamat (2014). Their 

findings depending on CS were that it did not cause a hindering effect on studentsô language learning 

but had a facilitating aspect in classroom settings. Considering the speaking skill, most of the students 

(74%) agreed with the statement that transition from English to Turkish in the lesson has a beneficial 

impact on their communication attempts in the target language. Therefore, the teacherôs use of CS as a 

communication tool was welcomed by the students. This result was in line with the studies of Bhatti 

et al. (2018), as their study proved that due to incompetency of students regarding English in speaking 

classes, the use of CS was both helpful and effective. 

As the study revealed in terms of gender, the mean values in all three sections of the survey 

were higher in favour of female students compared to male ones (see Table 2). In CS's impact on 

studentsô language learning section, the mean values of girls were higher by 1.55, this ratio was 1.8 in 

the second section of the questionnaire and 0.82 in motivating effect of CS on their classroom 

participation part, in favour of female students. Although there were statistically significant 

differences based on gender in the first two sections, a statistically significant difference based on 

gender wasnôt noticed in the last section (p = .116, p > 0.05). Considering the grade levels, the mean 

values in all grades from the 5
th
 grade to the 12

th
 grade went up as the grade level increased. In 

addition, it was realised that there was a statistically significant difference in the scale scores of the 

students depending on the grade level. In this respect, the study parallels with the results obtained by 

Horasan (2014) in terms of facilitating language teaching in the classroom and activating learning. 

Simasiku et al. (2015) addressed the findings of 12 teachers from different schools that revealed the 

alternation of languages in the English teaching domain contributes to the academic success of 

students. 
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With respect to the second section of the questionnaire, which was based on studentsô 

attitudes towards code-switching, it was found that students looked with favor on their teachersô 

shifting from English to Turkish if particularly they have difficulty in understanding. The overall 

response to the question ñI find it right when our teacher explains it in Turkish when we don't 

understandò was very positive. Of the 226 participants, 152 responded with óstrongly agreeô and 57 

of them marked óagreeô. Regarding the positive responses of participants about the use of L1 in 

English classrooms, this proportion adds up to 92.4% of the total group. As in Atkinsonôs (1993) 

previous studies, learning a new language can be difficult for students especially those who are 

beginners and that makes learning rather disturbing, so the immersion of L1 to EFL classrooms both 

may be fruitful and supportive. 

One interesting finding of this study was that, although the impact of CS on students 

ólanguage learning (1
st
 section of the questionnaire) and studentsô attitudes towards CS (section 2) 

were found positive with the higher percentage by the students, the results of the effect of CS on 

studentsô classroom participation as a motivating factor (section 3) were not the same. In the third 

section of the questionnaire, the óagreeingô and ódisagreeingô answers given by the students towards 

using CS as a motivating element in the classroom in terms of increasing their interest in the lesson 

were very close to each other in percentage. These results corroborate the findings of Simasiku 

(2016), who found that participantsô beliefs about the effect of CS on studentôs classroom engagement 

were not only promising but unfavorable as well. The promising findings were that students could 

understand the vocabulary and grammar at an expected rate. As for communication in the target 

language, the results were undesirable as students even didnôt know how to respond to basic questions 

in English. 

Discussing Teachersô Results 

In general, both teacher groupsô (92 teachers from 34 cities and 23 teachers from Kocaeli) 

attitudes on code-switching during English classes were almost the same. Most of the teachers 

supported the idea that code-switching is a necessity for clarity and comprehensibility. When asked 

both groups ñDo you switch codes in your classes?ò, out of 92 teachers 87 (96.6%) answered óyesô, 

and 20 (87%) of the 23 teachers in Kocaeli responded with óyesô as well. In a similar study conducted 

by Yana and Nugraha (2019) on the use of CS in English education, they emphasized that CS is a 

necessity to facilitate the studentsô vocabulary acquisition, to enable them to focus on the subject, to 

keep the message in their memory with confidence and to give them the opportunity to learn the 

language quickly. Considering its advantages in the classroom environment, it has also been revealed 

in other studies (Azlan & Narasuman, 2013; Paramesvaran & Lim, 2018; Wu et al., 2020) that CS is a 

tool that facilitates learning rather than making it difficult and is needed as a connecting bridge 

between the target language and the native language. A possible explanation for these results is that 



Educational Policy Analysis and Strategic Research, V16, N4, 2021 

É 2021 INASED 

25 

nearly most of the teachers in secondary and high schools in Turkey benefit from code-switching in 

their lessons for some reasons. These results are consistent with the findings of Nurhamidah et al. 

(2018), as they found out that code-switching was a facilitator for both students and teachers to 

accomplish some targets in language classrooms. Uys & van Dulmôs (2011) results also showed that 

CS plays an important role for teachers not only in teaching practices but also in classroom 

management strategies. 

This study has revealed that teachers code-switched owing to many reasons which were 

usually intentional and sometimes unintentional (Gulzar, 2010; Raschka et al., 2009).  Regarding the 

same question (when do you especially alternate between English and Turkish?) addressed to both 

groups of teachers, most of the respondents based their reasons for CS on óteaching grammarô and 

óstudents having difficulty in understandingô. These results agree with Yuvayapan's (2019) findings 

which showed that shifting from L2 to L1 in terms of teaching grammar and defining the subject 

clearly for a better understanding is the ultimate purpose of code-switching. Interestingly, while the 

students welcomed the teachersô benefiting from CS in the speaking classes, the teachers did not find 

it completely correct. The teachersô idea was that students werenôt struggling to speak English despite 

teachersô use of Turkish to keep the conversation in L2 up.  

Conclusion and Recommendations  

The speculations about the use of the first language in foreign language classrooms have been 

a long-standing subject for researchers. Accordingly, the main goal of the current study was to 

unearth both teachersô and studentsô points of view on teachersô code-switching in EFL classrooms 

across Turkey. In general, both students and teachers supported the use of code-switching in lessons. 

However, this situation also revealed a significant difference between the perspective of teachers and 

students.  

One of the salient findings that made this research special was that while the students 

approved the teachersô use of code-switching regardless of whether it was used to teach grammar, 

vocabulary, unknown structures, etc. or for speaking purpose, the teachers who switched between 

Turkish and English in the lessons concluded that the process of code-switching should be handled in 

balance, even if it is a necessity or a compulsion. They pointed out the importance of this balance, 

especially in the communication of target language. Therefore, how and where code-switching should 

be used is the key point of the foreign language classrooms (Akkaya & Aydin, 2019). 

In this study, it was clearly revealed that there is more than one factor affecting teachersô use 

of the mother tongue in a foreign language learning setting. Both the readiness level of the students 

and the teachersô efforts to make the lesson simpler and more understandable are only two of these 

factors. The fact that grammar rules pose difficulties for students, the difficulty of learning vocabulary 
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in the target language, and the inability to practice the language due to the exam-oriented language 

teaching curriculum are some other reasons forcing teachers to use Turkish in lessons. 

Whether the inclusion or exclusion of the L1 in L2 settings is an obstacle or assistance is 

likely to continue to be explored in the light of science. The scope of this study was limited in terms 

of a quantitatively conducted questionnaire for students, so a face-to-face interview with students 

would also contribute to the quality of the research undoubtedly. A big sample size in view of all 

cities of Turkey can make research more effective in respect of generalizability. And finally, although 

the effects of CS on foreign language learning have been the core investigations of many studies, its 

motivating outcomes for studentsô classroom participation is still open to further research. 
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Abstract 

The aim of this study was to comparatively examine in-service physical education teachersô and pre-

service physical education teachersô levels of belief in education. This study, which was carried out 

with the participation of physical education teachers (n=266) employed in various cities of Turkey, as 

well as first grade (n=73) and fourth grade (n=64) pre-service physical education teachers studying at 

Balēkesir, Manisa Celal Bayar and Muĵla Sētkē Ko­man Universities, was conducted using a survey 

model. The ñScale of Teachersô Levels of Belief in Educationò developed by Akēn and Yēldērēm 

(2015) was used as the data collection tool in the research. For the data analysis, descriptive statistics, 

independent samples t-test, one-way analysis of variance, and Scheff®ôs test were utilised. As a result 

of the research, it was determined that physical education teachers and pre-service teachers partially 

believed that the general aims of education were achieved, while they believed that the aims of 

education related to socialisation and all-round development were achieved more than the aims of 

education regarding individual differences. In the study, it was found that pre-service teachers 

believed in education more than in-service teachers, and that teachersô professional seniority was an 

important factor affecting levels of belief in education. In future research, qualitative studies and 

mixed design studies should be conducted in order to obtain more in-depth information related to 

revealing the reasons for in-service teachersô and/or pre-service teachersô partial and low levels of 

belief in education and to suggesting solutions. Furthermore, future studies with a correlational design 

aimed at determining the relationships of teachersô levels of belief in education with their levels of 

organisational commitment, professional burnout, motivation and alienation and with their 

perceptions towards the profession will contribute to better understanding of the phenomenon of 

belief in education. 
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Introduction   

All planned activities related to education are intended to achieve the specified goals and to 

carry out the functions of education (ķiĸman, 2018), and are the general goals and basic principles that 

guide a countryôs education system and reflect that societyôs education philosophy and policy. The 

curricula and activities of education institutions based on the education system are organised within 

the framework of these goals and principles. Teachers are obliged to carry out these duties in 

accordance with the goals and basic principles of Turkish national education (Erden, 2017). In this 

regard, the teacher, who is the main element of the system due to his/her position, assumes the most 

important role in achieving the goals specified in the education system and curricula.   

In realising the goals of education, the importance of well-trained teachers with personal and 

professional qualifications (Eskicumalē, 2015) who have internalised the goals, principles and values 

of the education system is undeniable (Cemaloĵlu, 2017). Furthermore, the road to serving such an 

important field as education and achieving efficiency in this service passes through teachersô belief in 

the job that they do, in other words, in education (Akēn & Yēldērēm, 2015). Belief in education is 

expressed as belief in whether or not the goals of education are realised, and beliefs related to whether 

or not the products produced in the functioning of the education process and at the end of the process 

are of the desired quality (Yēldērēm & Akēn, 2017). The general goals of Turkish national education 

have been expressed in the Basic Law of National Education no. 1739. These goals, which are 

grouped under three main headings, can be summarised as follows: i) to raise good citizens who know 

their duties and responsibilities towards the State of the Republic of Turkey, ii) to raise individuals 

with compete all-round development in physical, intellectual, moral, spiritual and emotional terms, 

and iii) to ensure that individuals have a profession that will make themselves happy and also 

contribute to the happiness of society. In this way, the goal is for the Turkish Nation to achieve a 

contemporary level of civilisation. The objectives of the curricula (MoNE, 2018) prepared in line with 

the general goals of education included in the Basic Law of National Education are presented in Table 

1. 

Table 1. General Goals of Curricula (MoNE, 2018) 

Stage of Education Goal 

Preschool 
ñTo support the healthy development of studentsô in physical, intellectual and 

emotional areas by taking their individual development processes into account.ò    

Elementary School 

ñWithin the framework of studentsô moral integrity and self-awareness, in 

accordance with their levels of development and their own individuality, to ensure 

that they become healthy life-oriented individuals through the effective use of the 

self-confidence and self-discipline that they possess, and the acquisition of the 

verbal, numerical and scientific reasoning skills, social skills and aesthetic 

awareness that they will need in daily life.ò 

Secondary School 
ñBy developing the skills that students have acquired in elementary school, to 

ensure that they become individuals who have adopted national and moral values, 

who use their rights and fulfil their responsibilities, and who have acquired the 
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basic skills and competences finding their expression in the óTurkish National 

Qualifications Frameworkô and in areas specific to other disciplines.ò     

High School 

ñBy developing the skills that students have acquired in elementary and secondary 

school, to ensure that they become individuals who have adopted national and 

moral values and transformed these into a lifestyle, who contribute as productive 

and active citizens to the economic, social and cultural development of our 

country, who have acquired the basic skills and competences finding their 

expression in the óTurkish National Qualifications Frameworkô and in areas 

specific to other disciplines, and who are prepared for a profession, higher 

education and life in line with their interests and abilities.ò  

It is argued that the extent to which teachersô believe or do not believe in the importance of 

their profession and education will have a positive or negative effect on their discipline, work 

performance and motivation for teaching in their professional lives (Argon & Cicioĵlu, 2017), that 

teachers who do not believe in education will become more alienated from their professions (Sular, 

2020), and that on the other hand, belief will be accompanied by commitment, loyalty and motivation 

towards their professions. Therefore, there is a relationship between teachersô levels of belief in 

education and their organisational commitment (Akēn & Yēldērēm, 2015). DeCotiis and Summers 

(1987) stated that individuals who have committed themselves to their organisations have four likely 

common characteristics. These are asserted to be: (1) internalisation of the organisationôs goals and 

values; (2) involvement in an organisational role related to these goals and values; (3) a desire to stay 

in the organisation for a long time in order to serve these goals and values; and (4) a willingness to 

make an effort towards these goals and values beyond what is required. According to Mayer and 

Schoorman (1992) and Yousef (2000), committed individuals are more likely to remain in the 

organisation, work towards organisational goals and make more effort in their jobs. As stated by 

Somech and Bogler (2002), it is expected that teachers who are highly committed to their schools will 

exhibit behaviours that contribute to achieving the goals of the organisation, make important efforts 

that go beyond minimum expectations, and continue to remain in the organisation. As reported by 

Dee et al. (2006), a significant study group showed that a higher level of organisational commitment 

resulted in more effort and commitment towards achieving organisational goals that were closely 

related to the effectiveness of organisation. As Hulpia et al. (2009) reported, the conducted studies 

revealed that teacher commitment is a critical determinant of work performance and quality of 

education. From this perspective, it can be understood that teachersô strong belief in the aims of the 

education system will be accompanied by their commitment to the organisation.  

It is also argued that belief in education and alienation are related concepts and that the degree 

of belief in education can be seen as a consequence of alienation (Yēldērēm & Akēn, 2017). Besides 

the feeling of disappointment regarding career and professional development, alienation from oneôs 

work reflects disillusionment related to breach of professional norms (Aiken & Hage, 1966). 

Alienation from work is defined as a socio-psychological phenomenon involving an employeeôs 

boredom, weariness, apathy and frustration towards work (Kurtulmuĸ & Karabēyēk, 2016). The 
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thought that whatever they do, they will not be able to change anything can also pave the way for 

teachersô alienation (Yēlmaz & Sarpkaya, 2009). Alienation prevents teachers from being a role model 

for their students and for the society they live in, and from developing themselves in a professional 

sense, and hinders their efforts towards social development, their productivity in the teaching-learning 

process, and their collaboration with the school management and with their colleagues. It is not 

possible for teachers who are alienated from their profession to contribute to their studentsô learning 

and personal development at school (Yēldēz et al., 2013).   

The extent of a teacherôs belief in education is also correlated with the teacherôs motivation 

(Yēldērēm & Akēn, 2017). Teachersô lack of belief in the job that they do negatively affects the 

motivation of both the student and the teacher (Akbaba, 2006). When the teacher enters the teaching-

learning environment, he must first himself believe that his lesson and the activities he is to carry out 

in the lesson serve a specific purpose. This belief will provide the teacher with motivation and he will 

then be able to motivate his students to take part in the lesson and activities. In the opposite case, it is 

difficult for a teacher who does not believe in the importance of his job to persuade his students and 

create a positive teaching-learning climate (Yēldērēm & Akēn, 2017). The idea that the level of respect 

for the teaching profession has decreased, teachersô lack of belief in the work that they do, teachersô 

feeling of worthlessness and the thought that what they do will be of no benefit comprise some of the 

intrinsic factors that decrease teachersô motivation (Ada et al.,2013). As stated by Uĵraĸ and Dindar 

(2019), it can be said that teachers with a high degree of belief in and motivation for the profession 

will have greater career satisfaction.   

When the studies conducted in Turkey related to the case of physical education teachers and 

physical education lessons are examined, it is known that physical education teachers encounter 

problems in a number of areas, principally lesson practices and quality, insufficient course time, in-

school assignments, lack of facilities, and levels of interest of studentsô parents and school 

administrators in sports activities (Kaya et al., 2015). Again, in the conducted studies, there are 

research findings to the effect that course time is insufficient for achieving the general and specific 

aims of the physical education and sport course (Taĸmektepligil et al., 2006; Y¿z¿ak, 2006). In the 

previous studies, it was determined that physical education teachers, the school management and 

other subject teachers did not give importance to their lessons, that studentsô parents and female 

students were not interested in the subject of physical education and had negative attitudes towards it, 

and that parents considered that they did not want their children to steer towards physical education 

and sport due to a number of academic concerns (Demirhan et al., 2014; Yēlmaz et al., 2018; Kul & 

Herg¿ner, 2018; Uĵraĸ et al., 2019). As a result of the study by Kul and Herg¿ner (2018) on the 

problems of physical education teachers, teachers expressed the view that they could not achieve all 

the goals and behaviours specified in the curriculum created by the Ministry of National Education in 

physical education lessons. In studies carried out by Ayan and Tamer (2010) examining the state of 
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implementation of physical education lessons according to their goals, and by Taĸmektepligil et al. 

(2006) examining the views of teachers on the extent to which physical education lessons achieved 

their goals, some of the problems experienced in achieving goals were revealed to be insufficient 

weekly lesson time, and inadequacy of sports gym, facilities, technology and equipment. When all 

these research results are examined, and the structure and nature of physical education lessons are 

taken into consideration, it is likely that the problems experienced by physical education teachers in 

their professional lives, and also the current and past educational experiences of pre-service physical 

education teachers, will have an effect on their levels of belief in education.  

When studies conducted on the levels of belief in education of teachers in other branches are 

examined, it is seen that there is a negative relationship between teachersô levels of belief in education 

and their levels of alienation from work (Sular, 2020), whereas belief in education is positively 

correlated with work engagement (G¿n, 2017), teaching motivation (Argon & Cicioĵlu, 2017), 

emotional labour behaviours (Erg¿n & Argon, 2017), and self-efficacy beliefs (Kabakaĸ, 2019). 

Moreover, in the conducted studies, it is seen that teachersô levels of belief in education are generally 

low. However, in the literature, no study can be found that examines in-service and pre-service 

physical education teachersô levels of belief in education. 

Considering the role played by physical education lessons -in which learning by doing and 

experiencing is predominant as opposed to lessons mainly conducted in a classroom environment in 

which academic concerns are mainly at the forefront- in studentsô psychomotor development as well 

as in their intellectual and affective development, their socialisation, their personality development, 

and their acquisition of social values, physical education teachersô and pre-service teachersô believing 

that the job they do, principally as educators, achieves its aim, in other words, the degree of their 

belief in education, is an important issue that needs to be emphasised. Therefore, it is thought that this 

study will contribute to the literature. Based on this thought, the aim of this study is to comparatively 

examine levels of belief in education in in-service and pre-service teachers of physical education. 

Method  

Research Design 

This study, in which in-service and pre-service physical education teachersô levels of belief in 

education were comparatively examined, was conducted according to a survey model, which is one of 

the quantitative research designs. According to Karasar (2017), survey models are arrangements made 

in a universe consisting of many elements on the whole of the universe or a group, example or sample 

to be taken from the universe in order to make a general judgement about that universe. In survey 

studies, an attempt is made to define the event, individual or object that is the subject of the study as it 

is without making any effort to change or affect it. 
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Participants 

Physical education teachers employed in various regions of Turkey, and pre-service physical 

education teachers studying at Balēkesir, Manisa Celal Bayar and Muĵla Sētkē Ko­man Universities 

took part in the research during the 2020-2021 academic year (n=403). The research data were 

collected by way of an online questionnaire. Information related to the participants is presented in 

Table 2. 

Tablo 2. Participants 

Variable  Group Frequency (f) Percentage (%) 

Gender 

Female 116 28.8 

Male 287 71.2 

Total 403 100 

Grade Level of Pre-Service Teachers 

First Grade 73 53.3 

Fourth Grade 64 46.7 

Total 137 100 

School Level of Teachers 
Secondary School 124 46.6 

High School 142 53.4 

Professional Experience of Teachers 

1-10 Years 99 37.2 

11-20 Years 77 28.9 

Over 20 Years 90 33.8 

Total 266 100 

Employment Regions of Teachers 

Mediterranean 33 12.4 

Eastern Anatolia 45 16.9 

Aegean 71 26.7 

Southeastern 

Anatolia 

39 14.7 

Inner Anatolia 31 11.7 

Marmara 47 17.7 

Total 266 100 

Status 

In-Service 266 66.0 

Pre-Service 137 34.0 

Total 403 100 

When the information about the participants in Table 2 is examined, it is seen that 28.8% 

(n=116) of the participants were female, while 71.2% (n=287) were male. Among the pre-service 

physical education teachers, 53.3% (n=73) were studying in first grade, while 46.7% (n=64) were 

studying in fourth grade. As for the in-service physical education teachers, 46.6% (n=124) were 

employed at secondary school level, while 53.4% (n=142) were employed at high school level. When 

the teachersô years of professional seniority are examined, it is seen that 37.2% (n=99) had 1-10 years, 



Educational Policy Analysis and Strategic Research, V16, N4, 2021 

É 2021 INASED 

36 

28.9% (n=77) had 11-20 years, and 33.8% (n=90) had over 20 years of professional experience. 

According to regions of employment, 12.4% (n=33) of teachers worked in the Mediterranean region, 

16.9% (n=45) were employed in Eastern Anatolia, 26.7% (n=71) worked in the Aegean region, 14.7% 

(n=39) served in Southeastern Anatolia, 11.7% (n=31) were employed in Inner Anatolia, and 17.7% 

(n=47) worked in the Marmara region. On the other hand, there were no physical education teachers 

participating in the research who worked in the Black Sea region. Among the participants of the 

research, 66% (n=266) consisted of in-service physical education teachers and 34% (n=137) 

comprised pre-service physical education teachers. 

Data Collection Tool 

Scale of Teachersô Levels of Belief in Education 

The ñScale of Teachersô Levels of Belief in Educationò developed by Akēn and Yēldērēm 

(2015) was used to examine the in-service physical education teachersô and pre-service physical 

education teachersô levels of belief in education. In the scale, not only have goals contained in the 

legislation been included, but also, behaviours expected to be fostered in individuals by education in a 

contemporary sense in the literature have been converted into statements. The scale consists of four 

subdimensions, namely ñsocialisationò, ñindividual differencesò, ñall-round developmentò and 

ñpreparation for upper educationò, and a total of 25 items. It is stated that the four subdimensions 

explain 65.9% of the total variance. For each item and subdimension, the teachersô beliefs are scored 

according to the extent to which the goal included in the relevant dimension of education is achieved. 

For example, the statement ñI believe that positive personality characteristics are fostered in studentsò 

is included in the ñsocialisationò subdimension, the statement ñI believe that equality of opportunity is 

provided to studentsò is placed in the ñindividual differencesò subdimension, the statement ñI believe 

that students are each raised as physically healthy individualsò is included in the ñall-round 

developmentò subdimension, while the statement ñI believe that students are prepared in the best way 

for upper educationò is placed in the ñpreparation for upper educationò subdimension. Participants are 

required to respond to the questionnaire items on a scale ranging from (1) ñI completely disagreeò to 

(5) ñI completely agreeò. In the scale development study, the Cronbach alpha internal consistency 

coefficients were found to be .94 for the socialisation dimension, .88 for the all-round development 

dimension, .87 for the individual differences dimension, and .69 for the preparation for upper 

education dimension. Within the scope of this study, the values obtained for the subdimensions were 

.93, .89, .89 and .79, respectively, while a value of .96 was found for the overall scale. 

Data Analysis 

The data obtained within the scope of the research were analysed using the SPSS 26 

(Statistical Package for the Social Sciences) software program. In the study, the data set was 



Educational Policy Analysis and Strategic Research, V16, N4, 2021 

É 2021 INASED 

37 

examined using Ñ2 skewness and kurtosis values (George & Mallery, 2010) to determine whether or 

not it showed normal distribution for parametric tests, and it was decided that the data set did not 

deviate excessively from normal. Homogeneity of the data set was examined with Leveneôs test, and 

it was found that the variances for the groups were homogeneous. For comparison of levels of belief 

in education according to participantsô status (in-service teacher-pre-service teacher) and according to 

the pre-service teachersô grade levels, independent samples t-test was used. For comparing levels of 

belief in education depending on the physical education teachersô professional seniority, one-way 

analysis of variance was utilised. When differences were found between groups, Scheff®ôs test was 

used to determine the source of the difference. In addition, Cohen's d value was calculated for 

independent samples t-test results to determine the size of the detected difference. In the one-way 

analysis of variance, the effect size of the difference was determined by means of eta-square (ɖ2) 

calculation. The significance level was set at p<0.05 in the analyses. 

Results 

This section includes descriptive statistics regarding the participantsô levels of belief in 

education and findings related to whether or not the in-service physical education teachersô and pre-

service physical education teachersô levels of belief in education differed. 

Table 3. Descriptive Statistics of In-Service Teachersô and Pre-Service Teachersô Levels of Belief in 

Education 

Levels of Belief in Education M Ñ SD Skewness Kurtosis Alpha 

Socialisation 3.08 Ñ .87 .206 -.163 .93 

Individual Differences 2.68 Ñ 1.03 .345 -.587 .89 

All -round Development 3.00 Ñ 1.00 .212 -.568 .92 

Preparation for Upper Education 2.87 Ñ .94 .225 -.223 .79 

Levels of Believe in Education 2.96 Ñ .87 .322 -.232 .96 

When the findings included in Table 3 are examined, it is seen that the participants had 

partial/moderate beliefs that the goals of education were achieved with regard to socialisation 

(M=3.08Ñ0.87), individual differences (M=2.68Ñ1.03), all-round development (M=3.00Ñ1.00), and 

preparation for upper education (M=2.87Ñ0.94). Furthermore, it was determined that the participants 

also had partial/moderate beliefs that the goals of education were achieved according to their general 

mean scores (M=2.96Ñ0.87) for levels of belief in education. 
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Table 4. Comparison of Pre-Service Physical Education Teachersô Levels of Belief in Education 

according to Grade 

Levels of Belief in Education 

1
st 

Grade 

(n=73) 

M Ñ SD 

4
th
 Grade 

(n=64) 

M Ñ SD 

t (135) p Cohen's d 

Socialisation 3.10 Ñ .79 3.46 Ñ .95 -2.339 .02 .41 

Individual Differences 2.84 Ñ 1.12 3.10 Ñ 1.13 -1.356 .18 .23 

All -round Development 3.17 Ñ 1.03 3.40 Ñ 1.17 -1.206 .23 .20 

Preparation for Upper Education 2.89 Ñ .92 3.14 Ñ 1.18 -1.341 .18 .23 

Levels of Belief in Education 3.04 Ñ .84 3.33 Ñ 1.00 -1.876 .06 .31 

 

The findings in Table 4, in which the pre-service physical education teachersô levels of belief 

in education were compared in terms of their grade level, show that there was no significant 

difference in mean scores for individual differences [t(135)=-1.356; p>0.05], all-round development 

[t(135)=-1.206; p>0.05], preparation for upper education [t(135)=-1.341; p>0.05], or general belief in 

education [t(135)=-1.876; p>0.05]. On the other hand, in terms of the socialisation subdimension, a 

significant difference was determined in favour of pre-service teachers studying in fourth grade 

[t(135)=-2.339; p<0.05]. In addition, it was determined that the grade level of pre-service teachers had 

a small-medium effect on their beliefs that the goals of education were achieved with regard to 

socialisation (d=0.41). Accordingly, it was found that final-year pre-service teachers had stronger 

beliefs that the goals of education related to socialisation were achieved compared to first-year pre-

service teachers.   

Table 5. Comparison of In-Service Physical Education Teachersô and Pre-Service Teachersô Levels 

of Belief in Education 

Levels of Believe in Education 

In-Service 

Teachers 

(n=266) 

M Ñ SD 

Pre-Service 

Teachers 

(n=137) 

M Ñ SD 

t (401) p Cohen's d 

Socialisation 2.99 Ñ .85 3.27 Ñ .88 -3.085 <.01 .32 

Individual Differences 2.55 Ñ .95 2.96 Ñ 1.13 -3.619 <.01 .39 

All -round Development 2.86 Ñ .91 3.28 Ñ 1.10 -3.811 <.01 .41 

Preparation for Upper Education 2.81 Ñ .88 3.00 Ñ 1.05 -1.853 .07 .19 

Levels of Belief in Education 2.85 Ñ .82 3.18 Ñ .93 -3.575 <.01 .37 

Examination of the participantsô levels of belief in education in Table 5 reveals that pre-

service physical education teachers had significantly stronger beliefs that the goals of education were 

achieved with regard to socialisation [t(401)=-3.085; p<0.01], individual differences [t(401)=-3.619; 

p<0.01], and all-round development [t(401)=-3.811; p<0.01] compared to in-service physical 
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education teachers. Moreover, it was determined that pre-service physical education teachers had 

significantly stronger beliefs that the goals of education were generally achieved in comparison with 

in-service physical education teachers [t(401)=-3.575; p<0.01]. The effect size of the difference 

determined in socialisation (d=0.32), individual differences (d=0.39), all-round development (d=0.41) 

sub-dimensions, and levels of belief in education (d=0.37) is small-medium. On the other hand, a 

significant difference was not found in the participantsô beliefs as to whether the goals of education 

were achieved with regard to preparation for upper education [t(401)=-1.853; p>0.05].   

Table 6. Comparison of In-Service Physical Education Teachersô Levels of Belief in Education 

according to Professional Experience 

Levels of Belief in Education 

1-10 

Year
a
 

(n=99) 

MÑSD 

11-20 

Year
b
 

(n=77) 

MÑSD 

>20 

Year
c
 

(n=90) 

MÑSD 

F 

(2, 

263) 

p Scheffe 

 

ɖ2 

Socialisation 
3.14 Ñ .85 3.03 Ñ .84 

2.79 Ñ 

.83 
4.388 .013 

a-c  .032 

Individual Differences 
2.75 Ñ .93 2.56 Ñ 1.01 

2.32 Ñ 

.88 
4.783 <.01 

a-c  .035 

All -round Development 
3.06 Ñ .87 2.97 Ñ .93 

2.54 Ñ 

.87 
9.029 <.01 

a-c, b-c  .064 

Preparation for Upper 

Education 
2.91 Ñ .87 3.00 Ñ .88 

2.54 Ñ 

.82 
6.961 <.01 

a-c, b-c  .050 

Levels of Belief in Education 
3.02 Ñ .79 2.92 Ñ .84 

2.61 Ñ 

.78 
6.385 <.01 

a-c  .046 

According to Table 6, in which serving physical education teachersô levels of belief in 

education were compared in terms of their professional experience, significant differences were found 

in the socialisation [F(2, 263)=4.388; p<0.05], individual differences [F(2, 263)=4.783; p<0.01], all-

round development F(2, 263)=9.029; p<0.01] and preparation for upper education [F(2, 263)=6.961; 

p<0.01] subdimensions, as well as in their general levels of belief in education [F(2, 263)=6.385; 

p<0.01]. The effect size of the difference determined in socialisation (ɖ2=0.032), individual 

differences (ɖ2=0.035), preparation for upper education (ɖ2=0.050) sub-dimensions, and levels of 

belief in education (ɖ2=0.046) is small-medium. On the other hand, The effect size of the difference 

determined in all-round development (ɖ2=0.064) is medium. 

According to the results of Scheff®ôs test, which was performed to determine between which 

groups there were differences, it was revealed that physical education teachers with 1-10 years of 

professional experience had stronger beliefs that the goals of education were achieved with regard to 

socialisation, individual differences, all-round development and preparation for upper education than 

teachers with 20 or more years of professional experience; whereas teachers with 11-20 years of 

professional experience had stronger beliefs that the goals of education were achieved in terms of all-
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round development and preparation for upper education than teachers with 20 or more years of 

professional experience. Moreover, it was found that physical education teachers with 1-10 years of 

professional experience had higher levels of belief that the general goals of education were achieved 

than teachers with 20 or more years of professional experience. 

Discussion 

Participantsô Levels of Belief in Education in General 

In this study, it was found that in-service physical education teachers and pre-service physical 

education teachers partially/moderately believed that the general goals of education were achieved 

(Table 3). Moreover, it was found that the participants believed that the goals of education related to 

socialisation were achieved the most, while they believed that the goals of education related to 

individual differences were achieved the least. Accordingly, it can be said that both the in-service 

physical education teachers and the pre-service physical education teachers believed that through 

education, positive personality characteristics were fostered in students, students were made into 

happy individuals, and students were raised as citizens who benefit society relatively more. On the 

other hand, when studentsô individual differences in education are considered, it can be stated that the 

participants believed that an education suited to studentsô abilities was given and that equality of 

opportunity was provided in education relatively less. In the results of the studies carried out on 

teachers by Argon and Cicioĵlu (2017), Erg¿n and Argon (2017) and Nacar (2019), it was determined 

that in general, teachers believed that the aims of education were achieved at a low level. On the other 

hand, as in this research, in the studies conducted by G¿n (2017) and Kabakaĸ (2019), it was found 

that teachersô levels of belief in education were partial/moderate. According to the results of studies 

carried out with the participation of teachers from different branches, it is seen that similar to the 

results obtained in this study, teachers believed less that the goals of education related to individual 

differences were achieved (Erg¿n & Argon, 2017; G¿n, 2017; Kabakaĸ, 2019; Nacar, 2019; Yēldērēm 

& Akēn, 2017). It is stated that a stereotyping approach subsists in todayôs education conception by 

ignoring studentsô individual differences and their age-related developmental characteristics and 

needs (Yapēcē, 2005). Each individual who enters the education system also brings the accompanying 

differences into the education environment. The aim of education is to facilitate all-round 

development in these individuals according to their own individual qualities. The convergence of 

various differences that exist among students in a class can cause various problems in the education 

environment (Ocak & Olur, 2018). As a result of a study examining teachersô views related to 

equality of opportunity in the Turkish education system, it was revealed that the majority of teachers 

were of the view that equality of opportunity was not provided in education. In the study, problems 

emerged such as regional differences, familiesô financial situation, differences in schoolsô physical 

structure and equipment, insufficient numbers of teachers, differences between private schools and 

state schools, the fact that girls did not receive the required education, a low schooling rate, 
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insufficient income set aside for education, and inadequate numbers of classrooms (Polat & Boydak 

¥zden, 2020). In a study by Kutlu Abu et al. (2016), pre-service teachers reported that among the 

features they wished to exist in the education system was guidance of students in line with their 

interests and abilities. In the current curricula in Turkey (MoNE, 2018), although emphasis is placed 

on matters such as the need to consider the fact that students have individual differences, the 

inappropriateness of using a standardised measurement and evaluation method, and the need to take 

account of studentsô age levels, readiness, interests and expectations, examples of the most important 

factors preventing these from being put into practice can be given as the fact that classes are still 

crowded in schools in certain regions, the fact that the education system has become exam-centred, an 

education conception that is predominantly based on memorisation, and the consecration of obtaining 

high marks in standardised exams that are focused only on cognitive measurement rather than all-

round development. All these reasons constitute some of the obstacles preventing the realisation of 

goals related to individual differences in education. 

Comparison of Pre-Service Physical Education Teachersô Levels of Belief in Education 

According to their Grade Level 

In this study, although it was determined that pre-service physical education teachers studying 

in the final grade believed more strongly that the goals of education were achieved when compared 

with first-grade pre-service teachers, the difference was significant only in the socialisation 

subdimension. In other words, it can be said that in the study, final-grade pre-service teachers had 

stronger beliefs than first-grade pre-service teachers that the goals of education related to socialisation 

were achieved. This result obtained in favour of final-grade pre-service teachers is a desired situation. 

Considering the fact that todayôs pre-service teachers will be the physical education teachers of 

tomorrow, it can be expected that pre-service teachers who believe that the aims of education are 

realised, and in the importance of their profession and the work that they do, will devote themselves 

more to the profession, have higher motivation and make more effort towards achieving the goals of 

the curriculum in the future. In the literature, pre-service teachersô levels of belief in education have 

not been previously examined. For this reason, there is a need for further study in order to make an 

interpretation of this issue. Furthermore, it is considered important to utilise research findings in 

which views about the education system in terms of its relationship with belief in education are 

examined. In a study by ¥zt¿rk ¢alēkoĵlu and Baĸar (2019) named ñProspective Teachersô 

Metaphorical Perceptions Regarding Turkish Education Systemò, it was reported that in general, 

prospective teachers mostly produced negative metaphors related to the education system. In the 

study, while pre-service teachers stated that education was a difficult process full of obstacles and 

requiring effort, they also criticised the fact that not everyone was happy due to the exam-focused and 

competition-based system and its contribution to individuals. Therefore, it was stated that the 

education system did not satisfy individualsô expectations and needs. As one of the reasons preventing 
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the goals of education from being realised, the pre-service teachers stated the changes that were 

frequently made in education policies, which had a negative effect on the continuity of the education 

system. In another study in which perceptions of the Turkish education system were examined by way 

of metaphors, Kasapoĵlu (2016) reported that a significant percentage of pre-service teachers 

perceived the Turkish education system as a frequently changing, irregular (complicated) structure. In 

a study by Yeĸil and ķahan (2015), prospective teachers stated that the most important problems 

experienced in the education system stemmed principally from teachers and from deficiencies and 

errors in education planning. It was revealed that for solving the most important problems 

experienced in the education system, they primarily recommended that revisions should be made in 

relation to the curriculum and education planning.  

Comparison of In-Service Physical Education Teachersô and Pre-Service Physical 

Education Teachersô Levels of Belief in Education 

According to another finding obtained in the study, pre-service physical education teachers 

had stronger beliefs than in-service physical education teachers that the goals of education were 

achieved in terms of socialisation, individual differences and all-round development, as well as with 

regard to education in general. On the other hand, no difference was found in participantsô beliefs that 

the goals of education were achieved in terms of preparation for upper education. In the literature, no 

study has been conducted in which in-service teachersô and pre-service teachersô levels of belief in 

education are compared. In this respect, the present study fills a gap in the related literature. Another 

study, which is thought to be related to this research, was conducted by Aslan (2020) and the subject 

of "professional belief" was discussed. In the research, as a result of the focus group interview with 

pre-service teachers who have low teaching profession belief, the disappointment caused by the 

department, insufficient salary, counting on the spot, negative perception towards physical education 

teachers in the society, working conditions, insufficient field education, and the difficulty of being 

appointed to the teaching profession negatively affect professional belief has been reported. On the 

other hand, as a result of the focus group meeting with pre-service teachers with high level teaching 

profession beliefs, the themes of my dream job, love working with children, being beneficial for the 

society, being intertwined with sports and effect of physical education teacher has emerged as the 

themes that positively affect belief. In our study, there may be more than one factor that causes the 

differences in the beliefs of in-service and pre-service teachers. In particular, the theory-based pre-

service education conception that has increased in recent years, and the fact that the theoretical 

knowledge acquired in courses is not supported with practical knowledge, prevents pre-service 

teachers from establishing a connection between theory and practice. Many prospective teachers learn 

the real meaning of teaching in their career years. In the study carried out by Uĵraĸ et al. (2019) with 

physical education teachers who were just starting their careers, they drew attention to the problem of 

compatibility between the physical education and sport teaching undergraduate curriculum and the 
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conditions of National Education. In the study, it was reported that the physical education teachers 

considered that prior to service, they had not received training in accordance with school conditions. 

A similar emphasis was made by Korkmaz et al. (2004). The researchers stated that however effective 

pre-service teacher training was, when beginning the profession, teachers would face the difficulties 

of the world. The findings of the study conducted by Kozikoĵlu and Senemoĵlu (2018) are such as to 

support this. Consequently, when teacher candidates begin their careers, they experience important 

problems in the first years both in school and out of school. In the study, the difficult situations most 

often encountered by teachers in the first years emerged as classroom management, relations with 

parents, relations with the community, adaptation to the physical environment, etc. Based on these 

findings, it is thought that there is a need for further studies conducted with pre-service teachers to 

determine the possible reasons why pre-service physical education teachers believed more strongly 

than in-service physical education teachers that the goals of education were achieved. 

Comparison of Physical Education Teachersô Levels of Belief in Education According to 

their Professional Seniority. 

Another finding made in this study was that teachersô levels of belief in education differed 

according to their professional experience. In the study, it was found that that physical education 

teachers with 1-10 years of professional experience had stronger beliefs that the goals of education 

were achieved compared with teachers with 20 or more years of professional experience in terms of 

both the subdimensions and regarding education in general. Furthermore, it was revealed that teachers 

with 11-20 years of professional experience had stronger beliefs that the goals of education were 

achieved in comparison to teachers with 20 or more years of professional experience in terms of goals 

related to all-round development and preparation for upper education. Accordingly, it can be said that 

professional seniority is an important factor related to belief in education. The fact that as teachersô 

professional seniority increased, their levels of belief in education decreased, in other words, that 

experienced teachers had lower beliefs that the aims of education were realised, is an issue that needs 

to be particularly emphasised. One interpretation of this finding is the fact that experienced physical 

education teachers may also be experiencing professional burnout and alienation. In a study by the 

Turkish Education Association (2014), it was reported that a section comprising half of the teachers 

stated that the longer they worked as teachers, the more their beliefs in the prestige of their profession 

decreased. In the literature, the findings of studies conducted with teachers from different branches 

show both similarities and differences with the findings obtained in this study. In Nacarôs (2019) 

study, it was also determined that experienced teachers with longer periods of service in the 

profession believed to a lesser extent that the goals of education related to preparation for upper 

education were achieved when compared to teachers with 1-5 years of experience. On the other hand, 

studies by G¿n (2017) and Kabakaĸ (2019), it was reported that teachersô levels of belief in education 

did not differ depending on their lengths of professional service. In contrast to the results of this 
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study, however, in the study by Yēldērēm and Akēn (2017), it was found that compared to teachers 

with 11-15 and 16-20 years of experience, teachers with over 20 years of experience had stronger 

beliefs that the goals of education regarding all-round development were achieved. Furthermore, in 

the same study, it was found that teachers with over 20 years of experience believed more than other 

teachers that by means of education, individuals were prepared for upper education. These studies, 

which were made previously in the literature, were conducted with the participation of pre-service 

teachers from different branches. Therefore, it is thought that one of the main sources of the 

conflicting results stems from the discipline in which the teachers were employed. Due to the 

structure and nature of physical education and sport courses, it may be necessary to deal with them 

differently from other courses. The teaching-learning environment, the materials used in lessons, the 

clothes worn by teachers and students, and similar factors can be given as examples of characteristics 

that distinguish the subject of physical education and sport from other subjects (Demirhan et al., 

2014). In a study by Gen­ay (2007) examining physical education teachersô professional burnout and 

job satisfaction, it was reported that teachers who were optimistic about their future careers had higher 

levels of job satisfaction, while those who were pessimistic about their future careers had higher 

levels of emotional burnout. Discussing an important problem in modern physical education courses, 

Temel et al. (2013) stated that due to academic concerns created by the desire to enter a good 

university, the importance of physical education and sport courses in high schools was decreasing. 

The researchers argued that this situation could lead to feelings of isolation and insignificance 

experienced in physical education teachers. In another study carried out by Pehlevan et al. (2019), 

which examined the extent to which the acquisitions included in the secondary school physical 

education and sport curriculum were realised according to the views of graduate students, a section 

comprising about half of the participants stated that the skills of speaking Turkish correctly, 

effectively and eloquently, and of using information technology were not acquired, whereas general 

and specific movement knowledge and skills, and personal development and healthy living skills and 

values were acquired. The graduate participants in the study reported that in general, the degree of 

realisation of the acquisitions included in the curriculum was low. 

Conclusion and Recommendations 

In this study, it was determined that in-service teachers and pre-service teachers of physical 

education partially believed that the goals of education in general were achieved, and that they 

believed that the goals of education related to socialisation and all-round development were achieved 

more than they believed that the goals of education related to individual differences were achieved. In 

addition, it was found that final-year pre-service teachers believed in education more than first-year 

pre-service teachers, and that pre-service teachers believed in education more than in-service teachers. 

Lastly, it was determined that teachersô professional seniority was an important factor affecting their 

levels of belief in education and that experienced teachers believed in education to a lesser extent.  
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This study, which was carried out with the participation of in-service and pre-service teachers 

of physical education, shows similarities and differences with previous studies. Moreover, in terms of 

the participant group, this study has filled the gap that existed in the literature. However, in order to 

obtain more in-depth information, the number of studies related to belief in education in the field of 

physical education should be increased. 

This study, and previous studies on the subject of teachersô levels of belief in education, were 

conducted with a quantitative research design. However, with the aim of obtaining more in-depth 

information related to the reasons why in-service teachersô and/or pre-service teachersô levels of 

belief in education are partial or low, and regarding solution suggestions for preventing this situation, 

qualitative and mixed design studies should be conducted. Furthermore, in future studies, 

correlational design studies that investigate the relationship of teachersô levels of belief in education 

with their levels of organisational commitment, professional burnout, motivation and alienation, and 

with their perceptions towards the profession, will contribute to better understanding of the 

phenomenon of belief in education. 
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Introduction  

Language is important to individuals as it constitutes the primary means of communication 

and social order in society. It clarifies situations and enables people to maintain interaction in both 

their personal and professional li ves. 

Consequently, good language education is critical for people to be able to interact with one 

another in society. In this context, providing adequate language education is a crucial component of 

the goal of basic education in contemporary countries. The primary goal of language education is to 

develop ñunderstanding and tellingò skills (¥zbay, 2013). And undoubtedly, this development is  

carried out within the framework of Turkish teaching. This is parallel to Severôs (1993)  argument that 

the process of teaching Turkish, which begins in primary school and continues throughout the 

studentôs education life, is based on the interaction of four language skills and their direct and indirect 

relationships. It is expected that these skills will be supported by various implementations in the 

process (Sever, 1993).In other words, language skills should not be thought of as distinct skills; 

rather, they should be viewed as complementary skills that advance one another.   

When language skills are examined, it is possible to conclude that while reading, speaking, 

writing and other skills may be sufficient to improve language proficiency, listening has a greater 

influence on the maturation process. Furthermore, listening is the first comprehension skill And 

hence, listening makes it easy to learn a language through awareness and to improve language skills. 

Because once a language is understood, it is significantly easier to improve other language skills. All 

studies, including those on language acquisition skills, have demonstrated that language proficiency is 

acquired through listening (45%), speaking (30%), reading (15%), and writing (10%) while we 

communicate. Apart from serving asa primary mode of communication, listening enables learners to 

appreciate the beauty of the language (Renukadevi, 2014). These rates are significant because they 

demonstrate the priority and importance of listening during the communication process. For all of 

these reasons, it can be said that listening serves as the foundation for language learning.  

Blewett (1951) defined listening as the process of interpretations of verbal images; ¥zbay 

(2013) described it as all of the phones which individuals perceive voluntarily according to their 

preferences; Mart²nez-Florand Us·-Juan (2006) depicted it as communicative issue necessary to be 

taught various communicative abilities to the listeners and let listeners behave according to the 

specific situation. Briefly, listening is a skill that encompasses comprehension and thinking skills 

(Kapanadze, 2019).Listening should not be considered a single process. On the contrary, it would be 

more convenient to think of listening as identifying the sounds produced by speaker, perceiving 

intonation patterns, and interpreting the level of relation between spoken words (Lynch & 

Mendelsohn, 2013).It should be noted that listening and comprehension are two distinct skills. This is 

consistent with  Hasanôs (2000) findings that listening is necessary to receive the message rather than 
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interpreting the text during the process is different from comprehension required for meaningful 

interaction with the text. Consistent with Hayrapetyan, the listener retains the sounds  and makes 

sense of the text by observing signs such as vocabulary knowledge, intonation and ability to express 

(Hayrapetyan, 2016). In a nutshell, listening and listening comprehension refer to the ability to make 

sense of external stimuli through a series of mental processes, as well as the state of being able to 

show reaction based on the interpretation process. 

According to this perspective, individuals listen for the purpose of gathering information, 

sharing, understanding the environment, providing personal development and possessing power 

(G¿neĸ, 2016). In addition, listening is practiced for the purposes of pleasure, persuasion, perception 

and comprehension (Hayrapetyan, 2016). Listening is a skill that is enables people to demonstrate 

their existence personally and socially, to transfer the world of the thought and to make sense of 

human existence. Considering the negative events and potential problems associated with this skill 

that enables people to connect with the world, the importance of listening becomes clear once more. 

The listening skill begins to develop systematically in the scope of the Turkish curriculum. In 

the Turkish curriculum for 2019, expressing and interpreting concepts, ideas, opinions, feelings, and 

phenomena in written and oral form (listening, speaking, reading and writing) is referred to as 

communication in the mother tongue, as is engaging in appropriate and creative linguistic interaction  

in a variety  of social and cultural contexts such as education and training, the workplace, home and 

entertainment (MEB, 2019). The importance of listening is emphasized in this curriculum by stating 

that studentsô listening, speaking, reading and writing skills should be improved; in addition to taking 

pleasure in what they read and listen to, and their imaginary world should also be fostered (MEB, 

2019). In the same program, listening acquisitions were included at each grade level, and a 

development process was followed in these acquisitions as the grade level progressed. The learning 

outcomes are designed to enhance listening skill and to successfully teach listening techniques. 

Improved listening skills benefit people both individually and socially. The importance of 

listening skills, which enable an individual to communicate with their environment, serve as the 

foundation of learning, and aid in  the development of language skills, are well established and should 

be given the appropriate weight in the educational process. Listening skill develops as a result of 

social learning and is reinforced in educational settings through planned and programmed activities. 

Furthermore, it occupies its own place and maintains its significance as a complement to the 

educational process. When the studies on listening skills are examined, it can be observed that 

Renukadevi (2014) discovered the importance of listening in language acquisition, as well as  the 

difficulties associated with acquiring listening skills. In his study focusing on listening comprehension 

strategies and problems, Hasan (2000) made suggestions for the listening process for the solution of 

these problems. Imhof, Henning & Kreft (2009) emphasized the effect of external sounds on attention 

during the listening process and the significance of external sounds in the listening process. Emiroĵlu 
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(2013) interviewed Turkish prospective teachers to determine their problems during their experiences 

with listening and their views on the solutions of these problems. Baĸkan and Deniz (2015), on the 

other hand, worked with high school students to determine their in-class listening difficulties. Keray 

Din­el (2018) conducted interviews with secondary school students to determine their listening 

difficulties and expectations in this area. On the other hand, in his study, Bayram (2019)placed an 

emphasis on the difficulties faced by Turkish teachers in their classroom listening practices and the 

solutions of these problems. Bayram (2019) examined listening problems in the context of three 

stages: pre-listening, during listening and post-listening and conducted interviews with teachers to 

determine how to solve these problems. In addition, there are studies examining various aspects of 

listening skills (Sonmez, 2019; Carkit, 2020; Kapanadze, 2019). 

As these studies demonstrate, listening skill is critical for language learning. The studies also 

show that there are problems involving this important skill as well. Studies with students at different 

education levels are critical for explaining these problems. In addition, it is seen that some these 

studies have suggested alternative solutions. These suggestions are crucial; however, it is exceedingly 

difficult to achieve the desired level of awareness and proficiency in listening without first identifying 

the source of the problems and implementing a fundamental solution to these problems. Therefore, it 

is important to identify the source of the problems and determine the appropriate course of action. The 

purpose of this study is to determine the listening problems of secondary school students by utilizing  

the experiences of Turkish teachers, to get to the source of these problems, to ascertain how teachers 

address these problems, and to make recommendations for resolving these problems. In a nutshell, the 

aim of this study is to examine listening skill through emphasizing on its problems and solutions. This 

study conducted with this point of view, will provide an important perspective for future research and 

will be a significant step toward minimizing the problems related with listening skills. 

Method 

Research design 

The purpose of this qualitative study is to determine teachersô perceptions of barriers and 

suggestions for improving secondary school studentsô listening skills. The current study was 

conducted in the form of a case study. As Yin (2009) and Creswell (2014) indicate, case studies are 

particularly useful for describing social phenomena in their its various dimensions within a particular 

context. In other words, a case study requires a search for everyday concepts in real life. Prior to 

beginning this study, it was recognized that there were some problems with listening skills as a result 

of field studies and pre-interviews with Turkish teachers. A case study was conducted in order to 

determine the problems, trace the sources of the problems, and to determine which alternatives might 

be used to address the problems that people experienced. Therefore, a case concerning the listening 
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skills of secondary school students was discovered and analyzed in detail through teachersô 

perceptions and observations. 

The participants 

The participants of this study consisted of 10 volunteer teachers from five different public 

secondary schools in Vanôs Tusba and Ķpekyolu provinces. As the goal was to obtain detailed 

information, experience was a significant factor. Due to the fact that criterion sampling was used, two 

main criteria were applied. One of them was that the teachers must have  at least three years of 

experience; the other was that the teachers had to teach each grade in secondary school (5th, 6th, 7th, 

8th grades) and observe the studentsô listening skills. 

Data collection instrument 

The data for this case study were collected using an interview technique. The researchers 

collaborated to develop semi-structured qualitative interview forms that focused on teachersô 

perceptions of secondary school students. To begin, we consulted with a Turkish teacher about 

listening problems in order to prepare these questions. Secondly, research in literature was examined. 

The interview questions were developed as a result of pre-interviews and literature research by 

selecting effective ones from a question repository. Moreover, expert opinions from four academics of 

the Turkish education department were gathered to ensure the studyôs quality and intended results. 

The number of questions were reduced as a result of expert opinions. Four basic questions and sub-

questions depending were selected accordingly. Finally, pilot interviews were conducted and as there 

were no issues in this step, the data collection process continued. Consent was obtained from teachers 

during the data collection process, and anonymity was ensured. Interviews with the teachers were 

conducted at the scheduled location and time, and all interview sessions were recorded. The sessions 

lasted approximately 30 minutes each. Additionally, the ethics committeeôs approval was obtained, 

which certifies that the study is ethically appropriate. 

Data analysis 

Data were analyzed through content analysis. Content analysis is a detailed analysis that aids 

researchers in their decision-making process when it comes to selecting themes and categories from 

the data. The process begins with the coding of data, followed by the classification of codes and the 

creation of themes that best explain the codes, and finally, the organization and interpretation of data 

using the codes and themes (Yēldērēm & ķimĸek, 2011). The first stage of data analysis involved two 

researchers coding interviews with three teachers. Codes were identified for each interview, and a 

code list was created after discussing the differences and similarities in the  researchersô coding. After 

that, the interview data for two different teachers were coded separately and compared. 
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Almost all of the codes worked with no issues. A few ambiguous codes were discussed and 

resolved. The remaining data were coded by one researcher and then double-checked by the other. 

Following the completion of the data coding process, codes with the same or similar meanings were 

combined by bringing them together. Thus, the reliability of the data analysis was ensured. After the 

data was coded, themes and sub-themes emerged, and the findings were presented in a meaningful 

structure. To ensure the validity of the data collection instrument, the study examined the literature 

and developed questions in conjunction with teachers during a brainstorming session. Furthermore, 

expert opinions were consulted regarding the interview formôs suitability for the purpose, and the 

comprehensibility of the questions was confirmed via the pilot interview. 

Results 

Analysis of the interview transcripts revealed seven themes regarding secondary school 

studentsô listening problems: family, environment, education, readiness, listeners, speaker and 

listening materials. At first, results demonstrating studentsô listening problems were displayed, 

followed by detailed explanations of the sources of these problems, problem-solving strategies, and 

alternative suggestions made by teachers for each problem. 

Findings regarding listening problems of secondary school students are presented in Table1. 

Table 1.Listening Problems of Secondary School Students from the Perspective of Teachers 

Listening problems N  

Not being aware of listening rules 8 

Being bored with listening 7 

Not listening to the lesson 7 

Not comprehending what one listens to 6 

Having low motivation for listening 5 

Making an effort to express oneself 5 

Not listening to the speaker 4 

Ignoring to useless information  4 

Not obeying the rules of listening 3 

Focusing on speaking rather than listening  3 

Appearing to be a listener 3 

Thinking that what one listens to at school is unimportant 3 

Being unable to adapt to listening in the first and last lessons 3 

Not wanting to listen 3 

Distracting factors (environmental) 3 

Being closed minded towards the course 2 

Ignoring what one listens to 2 

Reducing the time for listening 2 
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Lack of attention (personal) 2 

Failing to understand the phenomenon of listening 2 

Not attending listening activities  1 

Putting listening on the back burner 1 

From Table 1, it can be seen that not being aware of listening rules, being bored with 

listening, not listening to the lesson, not understanding what one listens, having low motivation for 

listening, making an effort to express oneself, not listening to the speaker, not listening to useless 

information are primary issues among listening problems of secondary school students. A few of 

secondary school teachers explain the problem below: 

ñéthe child sometimes does not listen during listening activity in the classroom. When 

we ask why you don't listen, he says he doesn't understand or doesn't know that he should 

listen, he doesn't understand the phenomenon. This is due to the attitude at home, 

probably he does not listen at home.ò (T6). 

ñWe have students who have listening problems. First of all, students have attention 

deficits. This is because of their individual differences.ò (T4). 

After analyzing listening problems, sources of these problems, teachersô problem-solving 

approaches and their suggestions were examined and explained under seven themes. 

Theme 1: Family 

Table 2.Teacher Perspectives on Family Theme 

 Sub-theme Code N 

 

 

Source of 

the problems 

 

General 

structure 

Traditional family structure 6 

Familiesô lack of education 2 

Familiesô lack of cultural development 1 

 

Attitude & 

Behavior 

 

 

Families not having enough time to practice the essential listening 

process with the students 

8 

Indifference of the family 8 

Families not being the correct role model for  the students 4 

The students not being listened to by their families 3 

The studentsô ability to express themselves in the family 

environment being difficult 

2 

The familiesô disregard  of what students say 2 

Problem-

solving 

approaches 

Awareness Raising familiesô awareness  about listening 2 

Arranging meetings with families 1 

Collaboration Cooperation with families 1 
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Alternative 

suggestions 

 

Awareness 

Informing parents about the importance of listening to students 4 

Hosting seminars for families on topics including listening  by 

experts of the field 

2 

 

Attitude & 

Behavior 

Families should give listening education  to the students from early 

ages 

3 

Families should be a good role-model for the students 1 

Families should create listening environments  at home where 

students rest 

1 

 

Collaboration 

School-family cooperation should be established 3 

A healthy environment should be created with school-family 

cooperation 

3 

Table 2 illustrates that the majority of the teachers claimed that traditional family structure 

and familiesô lack of education are the most frequently expressed codes among listening problems. 

Besides, indifference of the family, families not having enough time to practice the essential listening 

process with students and families not being the correct role model for the students are the other 

codes that inhibit attention according to the teachers. One of the teachers expressed her opinion as 

written below: 

ñWe have a problem with the family. If a democratic environment is not created at 

home, and if the children do not feel precious themselves, if the children's wishes are not 

taken into account, then what the child will do is not to listen, namely, he will not be able 

to have this habit.ò (T4). 

Teachers carried out some problem-solving approaches to resolve secondary school studentsô 

problems related to families. These approaches fell into two main categories: awareness and 

collaboration. Informing parents about the importance of listening to students is the most repeated 

code among the others.  

According to the suggestions, informing parents about the importance of listening to students, 

providing listening education to the students in the family from early ages and also creating a healthy 

environment based on school-family cooperation are the most repeated codes in the sub-theme of 

awareness, in the sub-theme of attitude and behaviors, and in the sub-theme of collaboration 

respectively. One of the teachersô striking perception is below: 

ñIf possible, studies related to majority can be conducted in the triangle of family-

teacher-student. A situation that may be positive in such a study / studies will also affect 

the other parties. Raising awareness of the family in these ways, having continuous 

communication with the school, being motivated of such interactions by the schools, 

administration and teachers will enable us to make good progress in education process. 

All stakeholders must take responsibility.ò (T10). 
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Theme 2: Environment  

Table 3.Teacher Perspectives on Environment Theme 

 Sub-theme  Code N 

 

Source of 

the problems 

 

Social 

environment 

Lack of environments which students may spend their energy 3 

Negative audience profile 2 

Lack of social environments for students to participate 2 

 

Educational 

environment 

Noise and mobility in the class 2 

Lack of a listening-appropriate environment (in exams)  2 

Mobility in the class 1 

Crowded classes 1 

 

Technological 

environment 

 

Spending a lot of time on technological devices 1 

Gradual loss of patience due to of speeding up the life through 

internet 

1 

Increasing negative examples through technology 1 

Using technology from early ages  1 

Problem-

solving 

approaches 

 

Environment 

Offering students a wide range of extracurricular activities 1 

Enabling all students to maintain mentally active through technology 

in the classroom 

1 

 

 

 

 

 

Alternative 

suggestions 

 

Social and 

artistic 

activities 

Students should be taken to the theatre 5 

Suitable listening environments should be created for students 4 

Artistic and literary environments should be created for students 2 

Listening environment funded by the government should be 

provided 

2 

Students should be taken to the cinema 2 

 

Technological 

environments 

Families should limit studentsô time of using technological devices 2 

Controlled use of internet should be ensured 1 

Lessons should be given students on proper use of media 1 

 As indicated in Table 3, the environment is one of the reasons of the listening problems of 

secondary school students. Three sub-themes such as social, educational and technological 

environment emerged under the theme of environment. When the codes were examined, it could be 

said that lack of environments which students may spend their energy, noise and mobility in the class 

and gradual loss of patience due to speeding up the life through internet are the most outstanding 

codes. Teacherôs opinion about this subject is below: 

ñé the listener cannot completely focus on listening because of external environmental 

factorsé When there is some noise outside, children immediately focus on this noise.ò 

(T5). 
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Problem solving approaches which teachers have applied are offering students a wide range of 

extracurricular activities, and enabling all students to maintain mentally active through technology in 

the classroom. 

When teachersô alternative solutions regarding the source of environmental problems were 

examined, some prominent codes such as students should be taken to the theatre, suitable listening 

environments should be created for students, artistic and literary environments should be created for 

students in the category of social and artistic activities emerged. In addition, families should limit 

studentsô time of using technological devices is the other noticeable code in the sub-theme of 

technological environments. An example of a solution suggestion for the environment is given below: 

ñParents may restrict the use of technological devices for children, such as being busy for 

1 hour or 40 minutes in social life, during that time, the children might play game or do 

their homework, get up and when they get up, they might continue their life completely 

away from that device. In this way, their time should be restricted. Otherwise, the 

children cannot listen very well by walking around with the phone in his handò (T5). 

Theme 3: Readiness 

Table4.Teacher Perspectives on Readiness Theme 

 Sub-theme Code N 

 

 

 

 

Source of 

the problems 

 

Developmental 

characteristics 

Not being able to adapt to the beginning and ending hours of 

the class 

3 

Student naughtiness because of their age (5
th
 grade) 2 

Inability to adapt to the transition from primary school to 

secondary school 

1 

Physical needs No prepared breakfast for students (being hungry) 3 

Not paying attention to studentsô sleeping time 2 

Course hours Excessive course hours (5
th
 and 6

th
 grades)  5 

Beginning of the lessons at early hours 3 

 

Learning 

Lack of vocabulary (listening and comprehension) 5 

Differentiation of given importance to the knowledge 

according to grade levels (5
th
 and 8

th
 grades) 

1 

 

Problem-

solving 

approaches 

Preliminary 

preparation 

Motivation for listening 4 

Organization activities suitable for student age 1 

 

Education 

Preparing activities which improve student vocabulary 2 

Doing dictionary exercises 1 

 

Alternative 

suggestions 

Appropriateness 

of level 

Listening activities appropriate for age of the students should 

be planned 

2 

Listening topics should be arranged according to student age 2 
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Education 

Exercises which improve student vocabulary should be done 2 

Empathy skills should be developed 2 

Class size should be ideal (not crowded) 2 

  

 Table 4 presents that there are different sub-themes under the themes of readiness. Not being 

able to adapt to the beginning and ending hours of the class is the prominent code in the sub- theme 

of developmental characteristics. No prepared breakfast for students (being hungry) and not paying 

attention to studentsô sleeping time are striking codes in the sub- theme of physical needs. Excessive 

course hours (5th and 6th grades) and beginning of the lessons at early hours are the most repeated 

codes in the sub-theme of course hours. Lack of vocabulary (listening and comprehension) is an 

important code in the sub-theme of learning.  An example opinion of a teacher is: 

ñApart from that, the lack of vocabulary is a serious problem. It is noticed that while the 

students who read books have a much better vocabulary, listen to the lesson carefully, 

focus on the lesson and contribute to the lesson, it is seen that the students who have 

difficulties in expressing themselves also have difficulties in the lesson, and they get busy 

with other tasks instead of listening to the lesson.ò (T3). 

Preliminary preparations and education are sub-themes emerged under the theme of readiness 

as teachersô problem-solving approaches. Preparing activities which improve student vocabulary is 

the most repeated code among them.  

As alternative suggestions for problems, in the sub-themes of appropriateness of level and 

education some codes emerged according to the perspectives of teachers. These are listening activities 

appropriate for age of the students should be planned, listening topics should be arranged according to 

student age; and exercises which improve student vocabulary should be done, empathy skills should 

be developed, class size should be ideal (not crowded).The opinion of the teacher on this subject can 

be given as an example: 

ñStudents should read good qualified books to improve their vocabulary. Furthermore, 

one or two idioms can be learned daily. In addition, the use of idioms in sentences is 

learned and by starting to use it in daily life, so students develop their vocabulary. 

Hence, they can understand what they listen to and do not get bored of listening.ò (T3). 
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Theme 4: Speaker 

Table5. Teacher Perspectives on Speaker Theme 

 Sub-theme Code N 

 

 

 

 

Source of 

the 

problems 

Voice and 

body 

language 

Lecturing with a monotonous tone of voice 2 

Using less or more body language than enough 1 

Lacking the skill of making powerful and effective speeches 1 

 

Content of 

the topic 

Not informing students about the benefit of the topic 2 

Not being interesting of the content for students 1 

Not enriching the topic (speech) with anecdotes, idioms, etc. 1 

Not being familiar with the subject (speaker) 1 

General  

characteristics 

of teachers 

Teachersô clothing preferences 2 

Good manners of teachers (easygoing) 1 

Unprepared courses for teachers 1 

Problem-

solving 

approaches 

 

Drawing 

attention 

Speaking empathetically (to support listening) 2 

Addressing multiple senses 1 

Paying attention to stress and intonation 1 

 

 

 

 

 

Alternative 

suggestions 

Voice and 

Body 

language 

Gesture and mimics should be used effectively 3 

Teachers should give importance what they wear 3 

Teachers should not speak monotonically  1 

 

 

Content of 

the topic 

Teachers should explain the topics according to student level  3 

Anecdotes, idioms, etc. should be used while speaking 2 

Teachers should come to the lesson with different materials 1 

Appropriate class environment should be created for students 1 

 

Personal 

development 

Teachers should be contemporary 1 

Teachers should be friendly  1 

They should follow the publications which improve themselves 1 

 In Table 5 the findings show that voice and body language, content of the topic, and general 

characteristics of teachers are the sub-themes which emerged as the source of problems in the theme of 

speaker. Lecturing with a monotonous tone of voice, not informing students about the benefit of the 

topic and teachersô clothing preferences are the most striking codes among these themes. The opinion 

of the teacher on this subject is below: 

ñThe personôs speaking skill is really important, especially for students in the class. If 

the person in front of you is ready to listen to something, your monotonous speech can 

bore him and completely removes him from the environmentò (T10). 

Teachers mostly mentioned the codes of speaking empathetically (to support listening), 

addressing multiple senses and paying attention to stress and intonation as problem-solving approach. 
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Alternative suggestions to solve listening problems related to speaker are offered by the 

teachers. Among these suggestions gestures and facial expressions should be used effectively and 

teachers should give importance what they wear are the most noteworthy ones. On the other hand, 

teachers should explain the topics according to student level and anecdotes, idioms, etc. should be 

used while speaking are the striking codes in the sub-theme of content of the topic. Furthermore, there 

are some other codes such as teachers should be contemporary, teachers should be friendly and be 

role model for students in the theme of personal development. Example of teacher opinions are as 

follows: 

ñThe attitude of the lecturer, his behavior, his manner of speaking, his dressing, briefly 

everything is so important. It is very effective on the student's attention. The teacher 

should be interesting from every aspecté The speaker should pay attention to his dress, 

his tone of voice, and anecdotes he will use in order to make the subject interesting.ò (T2)

 

Theme 5: Listener 

Table 6. Teacher Perspectives on Listener Theme 

 Sub-theme Code N 

Source of 

the problems 

 

Listening 

awareness 

Not listening to speaker 9 

Not having listening awareness 8 

Making an effort to show yourself 2 

 

 

Problem-

solving 

approaches 

 

Education 

 

Making students active while listening 3 

Involving listening activities based on empathy 3 

Finding correct and meaningful examples for students 1 

Awareness Making students realize the importance of listening 2 

Leading students through listening activities 1 

 

Concern 

Dealing with students individually  2 

Listening students patiently 1 

Knowing the students well 1 

 

 

Alternative 

suggestions 

Listening 

awareness 

Making students realize the importance of listening 3 

Making students realize the usefulness of knowledge 2 

 

Having 

experience 

Environments which help students develop empathy should be 

created. 

6 

Drama techniques should be used 5 

Students should feel mutual respect for each other 1 

Table 6 shows that the source of problems appears on the bases of listening awareness. 

Numerous teachers explained the codes of not listening to speaker and not having listening awareness 

in this category. One of the teachersô mindset about this subject is below: 
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ñIf the students are not conscious, they do not want to listen to the lesson. When they do 

not listen to the lesson, they can lose their interest to the lesson, and they can be 

interested in some things outside the lesson.ò (T10). 

Problem-solving approaches used by teachers to solve listening problems based on listeners 

are clarified in the categories of education and awareness. Making students active while listening and 

involving listening activities based on empathy; making students realize the importance of listening 

are the prominent codes in these sub- themes.  

Alternative solutions which teachers emphasized stated that teachersô attention was focused 

on the issue of listening awareness and having experience problems. The codes such as making 

students realize the importance of listening and making students realize the usefulness of knowledge 

are important codes in the sub- theme of listening awareness, and besides environments which help 

students develop empathy should be created and drama technique should be used are the most 

repeated codes in the sub- theme of having experience. The opinion of one of the teachers can be 

given as an example in this regard: 

ñéWhen the students do not listen to each other or have negative attitudes towards each 

other, the teacher can make them think or learn the subject with challenging questions 

that lead to empathy. By asking some questions such as ñHow would you feel if you were 

in such a situation or how does this attitude make your friend feel right now?òé they can 

help their friends to express their feelings and solve these kinds of problems with 

activities such as drama techniques.ò (T9). 

Theme 6: Education 

Table 7. Teacher Perspectives on Education Theme 

 Sub-theme  Code N 

 

 

 

 

 

Source of 

the 

problems 

 

 

Program  

Lack of appropriate activities for active listening 5 

Difficult content of curriculum for student level 3                 

Fewer Turkish courses in the curriculum 1 

Intensive grammar topics in the curriculum 1                 

 

Educational 

environment 

Crowded classes 3 

Lack of course materials 2 

Inadequate school facilities 1 

Inadequate physical conditions of the school 1 

 

Learning 

Lack of vocabulary 6 

Not having basic language skills in primary school 2 

Lack of studies about listening skills in primary schools 2 
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Problem-

solving 

approaches 

 

 

 

 

Learning 

environment 

Using materials which appeal to more than one sense organ 2 

Creating environment for students to listen to one another 2 

Organizing listening activities according to studentsô active 

listening time 

1 

Benefiting from the activities that make students active in listening 

activities 

1 

 

Awareness 

Explaining the listening rules before the listening activity 1 

Helping students comprehend about how to listen effectively 1 

Creating listening rules 1 

 

 

 

 

 

 

 

Alternative 

suggestions 

 

 

Student 

The activities which make students active should be prepared 3 

Shorter and more attractive activities should be organized 2 

Games should be in activities (5
th
 grades) 2 

Duties and responsibilities should be given to the students 2 

Listening activities should be appropriate for student level 1 

 

 

Program 

Course hours should be lessened (6 hours for secondary schools 

and 5 hours for primary schools) 

1 

Grammar topics should be excluded from the curriculum (5
th
 

grade) 

1 

Turkish lesson should be built entirely on reading comprehension 1 

A curriculum should be prepared to increased listening activities 1 

 

Physical 

environment 

Turkish classes should be created 2 

Class size should be reduced 1 

Physical conditions of the school should be appropriate for 

education 

1 

 

 

Learning 

environment 

Methods that maintain studentsô attention should be used 2 

Visual materials should be used in order to enable student 

participation 

2 

Environments for learning by doing should be created 2 

Activities appropriate for the theory of multiple intelligence should 

be designed 

1 

Listening rules should be constantly repeated in listening 

environments 

1 

The teacher should give feedback before, during and after listening 

activity 

1 

Table 7 shows the findings related to listening problems based on educational setting. Lack of 

activities appropriate for active listening and not being appropriate of curriculum for student level are 

the most repeated codes in the sub- theme of program. While crowded classes and lack of course 

materials are noteworthy codes in the sub- theme of education, lack of vocabulary is crucial in the 

sub-theme of learning. The opinion of T9 on this issue is as follows: 
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ñListening activities are obviously not activities that students can actively participate in, 

but these are not completely excluded from them. We try to add themò (T9). 

Problem-solving approaches of teachers about listening problems based on education are 

using materials which appeal to more than one sense organ and creating environment for students to 

listen to one another in the sub- theme of learning environment. Besides, explaining the listening 

rules before the listening activity, helping students comprehend about how to listen effectively and 

creating listening rules are the other codes emerged in the sub-theme of awareness. 

Alternative solutions of teachers for studentsô listening problems are based on some codes 

such as the activities which make students active should be prepared; Turkish classes should be 

created; methods that maintain studentsô attention should be used, visual materials should be used in 

order to enable student participation and environments for learning by doing should be created. 

These are the codes which teachers mostly mentioned in the category of student, physical 

environment and learning environment respectively. In addition to these codes, course hours should 

be lessened (6 hours for secondary schools and 5 hours for primary schools), grammar topics should 

be excluded from the curriculum (5th grade), Turkish lesson should be built entirely on reading 

comprehension and a curriculum should be prepared to increased listening activities are the other 

codes emerged in the sub- theme of program. An example of a teacher's view on this issue is as 

follows: 

ñéIn my opinion, schools should have listening rooms. Even, there should be real rooms, 

there should be lecture rooms, such as Turkish classrooms, mathematics classrooms. The 

teacher will remain stationary in the classroom and provide student circulation like in a 

workshop room. Turkish lesson workshop will be organized accordinglyò (T6). 

Theme 7: Listening materials 

Table 8. Teacher Perspectives on Listening Materials Theme 

 Sub-theme Code N 

 

 

Source of 

the problems 

 

 

Structure of 

the text 

Not being interesting of the content 4 

Not being appropriate of selected texts for student level  2 

Not being interesting of listening text 2 

Not being related to topic with real life  1 

Having too long texts 1 

 

Activities 

Having few listening activities in course books 1 

Not being interesting of the activity 1 

Having many, long, boring activities 1 
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Problem-

solving 

approaches 

 

 

Topic 

Involving topics which students are interested in 2 

Informing the students about the benefits of the topic that they 

listen 

1 

Using texts including useful information in real life 1 

 

 

Alternative 

suggestions 

 

 

 

Content 

Topics should be related to daily life 3 

Listening text should be interesting 3 

Different activities related to topic should be preferred   2 

Listening texts should be listened to throughout the process 1 

The importance of knowledge should be explained to the students 

(8
th
 grade) 

1 

Lessons should be taught entertainingly (5
th
 grade) 1 

 

The findings presented in Table 8 indicate that not being interesting of the content, not being 

appropriate of selected texts for student level, not being interesting of listening text are noteworthy 

codes in the sub- theme of structure of the text as a source of problems. In addition, having few 

listening activities in course books, not being interesting of the activity and having many, long, boring 

activities are the codes which teacher focused on in the category of activities. The opinion of the 

teacher on this subject is below: 

ñéSome texts are too difficult. I am reading the text, I say ñlisten to me, I will stop and 

you will summarize.ò. The children could not summarize, they could not listen. Because when 

there are unknown words in the text, their attention gets distracted. Thus, they don't want to 

listen. They cannot think of the subject in a context, and consequently I could not get feedbackò 

(T1). 

Involving topics which students are interested in, informing the students about the benefits of 

the topic that they listen and using texts including useful information in real life are the codes which 

teachers thought as a problem-solving approach in the category of topic.  

Alternative suggestions for listening materials are seen really important by teachers. Listening 

text should be interesting and different activities relating topic should be preferred are some of these 

suggestions in the sub- theme of content. Besides, listening texts should be listened to throughout the 

process the importance of knowledge should be explained to the students (8th grade) and lessons 

should be taught entertainingly (5th grade) are the other prominent codes in the same category. One 

of the teachersô mindset about this subject is below: 

ñFor instance, preparing visual materials related to the topic, preparing games, doing 

activities related to the subject or explaining the events in daily life can be some of the 

suggestions.ò (T10). 
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Discussion, Conclusion and Recommendations  

The results of this study indicated that secondary school students have a variety of listening 

problems. The most prominent ones are being unaware of listening rules, being bored with listening, 

not listening to the lesson, not understanding what one listens to, having low motivation for listening, 

making an effort to express oneself, not listening to the speaker, not listening to useless information. 

Emiroĵlu (2013) concluded that, these problems primarily stem from speakers in prospective 

teachersô opinions regarding listening problems. According to listening problem studies, other factors 

affecting listening include the listener, the topic and the environment. According to Keray Din­elôs 

(2018) findings, the problems encountered by secondary school students during Turkish lessons are 

the environment, listening texts, listening activities, Turkish teachers and students. On the other hand, 

Bayram (2019) discovered that the majority of listening problems occur during the pre-listening stage 

and can be discussed under the titles of students, teachers, texts, environments, among others. 

According to Underwood (1989), the main listening problems are inability to control of speakerôs 

speaking rate and repetitive listening, listenersô limited vocabulary, failure to recognize signs 

correctly, interpretation problems, inability to concentrate, and established learning habits. Parallel to 

this, Underwood (1989) believed that there is a direct link between these problems and the studentsô 

differences in background. Students whose culture and education are centered around story-telling 

and oral communication are generally more competent at listening comprehension than students 

whose culture and education are centered around reading and book-based education (as cited in Chen, 

2005). According to Hasanôs (2000) research, listening comprehension difficulties are related to task 

and activity, message, speakers, and listeners. Moreover, Renukadevi (2014) stated that despite 

advancements in technology in the field of education, students continue to struggle with the act of 

listening. These problems stem from a lack of time spent on improving studentsô listening skills, as 

well as from the use of ineffective strategies in the learning environment, listening materials and 

physical environment. 

There are several prominent results in the family-related aspects of studentsô listening 

problems, including ñtraditional family structure, familiesô lack of education, families not having 

enough time to practice the essential listening process with students, indifference of the family, 

families not being the correct role model for the students, not being listened of the students by their 

families. The most frequently repeated code among the approaches used by teachers to solve these 

problems is raising awareness of the families about listening. The most prominent alternative 

suggestions are; Informing parents about the importance of listening to students, providing listening 

education to the students in the family from early ages, ensuring school ï family cooperation and 

creating a healthy environment with school-family cooperation. As suggested by Maden (2013), it 

might be beneficial to provide families with trainings on intra- family communication, raising 

children and the importance of listening. 
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Lack of environments in which students can expend their energy, noise and mobility in the 

class, crowded class, and gradual loss of patience due to speeding up the life through internet are 

significant codes that stem from listening problems in the theme of environment. Baĸkan and Deniz 

(2015) reminded us that physical deficiencies of the classroom and the noise in the classroom 

environment have a negative effect on studentsô ability to  listen to the course. Consistent with this, 

Keray Din­el (2018) reported that noise caused by environment is one of the most serious listening 

problems. This is parallel to the argument of Emiroĵlu (2013) that prospective teachers who 

participated in the study stated that being hot, stuffy, noisy of the environment and also being lots of 

stimuli and disorder in the environment where the speech was made caused listening problems. Imhof, 

Henning & Kreft (2009) asserted that if the external noise became soft or loud in the natural 

environment, attention and listening performance would be hindered. This study examined the types 

of problem- solving approaches used by teachers to address the problems arising from the 

environment. It was discovered that they attempted to tackle problems by offering students a diverse 

range of extracurricular activities and enabling all students to maintain mentally active through the 

use of technology in the classroom. In addition, teachers suggested that students be taken to the 

theatre, that appropriate listening environments be created, and that the appropriate artistic and 

literary environments be created for the students to solve the problems. Apart from that, limiting 

studentsô time spent on technological devices by families, and teaching students how to properly use 

media are other noteworthy codes that teachers suggested as alternatives. 

The most striking and repeated codes in the theme of readiness are not being able to adapt to 

the beginning and ending hours of the class, no prepared breakfast for students (being hungry), not 

paying attention to studentsô sleeping time, excessive course hours (5th and 6th grades), beginning of 

the lessons at early hours and lack of vocabulary (listening and comprehension). According to 

Bayramôs (2019) study, the result of the studentsô low level of readiness due to the problems caused 

by the student prior to the listening activity is viewed as a result that addresses the theme of readiness. 

Teachers explained that they used various problem-solving approaches such as motivating students 

for listening and preparing activities which improve student vocabulary. In addition to that, teachers 

emphasized on the importance of planning listening activities that are appropriate for student age, 

doing exercises which improve student vocabulary, and ideal class size implementations. 

In terms of the speaker, the most striking codes that contribute to secondary school studentsô 

listening problems are lecturing in a monotonous tone of voice, not informing students about the 

benefit of the topic, not informing students about the benefit of the topic and teachersô clothing 

preferences. This fits with the findings of Baĸkan and Deniz (2015) that teachers who consistently use 

the same narrative techniques have a negative effect on studentsô listening comprehension. Besides, 

Keray Din­el (2018) described problems such as teachers speaking in silently and not lecturing 

Turkish courses fluently. Furthermore, Bayramôs (2019) findings pointed out that some problems 
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stem from teachers, such as not notifying the students about the aims, not being able to motivate the 

students to listen to the lesson and not making any connection between the topic and the real life in 

the pre- listening category. Moreover, according to the results of an experimental study conducted by 

Anderson and Lynch (1998) with Iranian individuals learning English as a second language, the group 

that listened to the native teachers while reading by changing the  intonation in the native language 

was more successful in terms of making inferences, choosing the correct clue and listening 

comprehension. This situation positively affected the ability to learn inferring in a second language. 

This result is parallel to our studyôs findings, indicating the critical role of tone of voice in listening. 

Teachersô problem-solving approaches for the resolution of problems that stem from the speaker are 

viewed as the codes of speaking empathetically (to support listening), addressing multiple senses and 

paying attention to stress and intonation. When the teacher perspectives on the alternative suggestions 

for the problems were examined, using gesture and facial expression effectively, giving importance to 

what teachers wear, explaining the topics according to the student level, using anecdotes, idioms, etc. 

while speaking, being contemporary and friendly are the codes emphasized as alternative suggestions. 

These arguments are parallel to findings of Bayramôs (2019) study. Turkish teachers who participated 

to his study suggested that teachersincorporatea variety of activities tokeep lessons interesting and 

enjoyable both for themselves and their colleagues, while also paying attention to individual 

differences of students and maintaining studentsô attention. In addition, ¢ift­i (2001) emphasized how 

the teacher's attitudes and behaviors, the methods and techniques he employs, as well as his 

professional knowledge, skills and abilities are all have an effect on the listeners. Turkish prospective 

teachers interviewed for Emiroĵlu's (2013) study emphasized the importance of paying attention to 

the speaking style and body language, as well as correctly and appropriately using ones voice, 

intonation and stress. Keray Din­el (2018) stated in her study that the studentsô expectations of 

Turkish teachers include making the lesson as enjoyable as possible, speaking loudly while teaching, 

having effective classroom management and using the technology. Similar to Emiroĵlu (2013), 

Marley (2000) discovered that listeners pay attention to not only verbal behavior but also non-verbal 

elements (body postures, body movements, gestures, eye contact) in the social context in which 

listening takes place (as cited in Mart²nez-Flor &Us·-Juan, 2006). 

Almost all of the participants who were secondary school students identified not listening to 

the speaker and a lack of listening awareness codes as the source of the problems in the theme of the 

listener. According to Baĸkan and Deniz (2015), students believed that lessons were easy, and that 

exams could be passed easily and that they did not want to listen to the lessons and were not 

interested in the lessons when they found them so easy. Apart from listening to the lesson, teachersô 

attitudes toward students were more effective than the course itself. When teachersô approaches to 

problem-solving are examined, it is clear that making students active while listening, making students 

active while listening, involving listening activities based on empathy, making students realize the 
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importance of listening and dealing with students individually are the most prominent problem-

solving approaches. On the other hand, when alternative solutions were evaluated, it is clear that 

making students realize the importance of listening, making students realize the usefulness of 

knowledge, creating environments which help students develop empathy and using drama techniques 

are noteworthy solution suggestions. Parallel to this thinking, Bayram (2019), made some suggestions 

for students to help them solve their listening problems such as being physically ready for listening 

training, taking notes while listening, and having eye-contact with the speaker. The suggestions that 

emerged in Bayramôs (2019) study differ from the suggestions made by the teachers in this study. 

Goh (2000), on the other hand, suggested the following strategies for increasing student awareness 

about learning to listen: organizing course time for discussions and reports on listening problems and 

useful strategies, encouraging the students to think aloud after completing the listening task, 

expanding and the scope and giving opportunities for individual responses by listening to the diaries.  

The most frequently cited sources  of the secondary school studentsô listening problems are 

lack of appropriate activities for active listening, difficult content of curriculum for student level, 

crowded classes, lack of course materials and insufficient vocabulary of students in the theme of 

education. According to Aĸēlēoĵluôs (2009) study findings, not creating an environment that enable 

students to participate to the lesson effectively is one of the main listening obstacles. In addition, the 

findings such as making loud noise by the friends in the class, having a large number of class size, 

and being disturbed by the friends are fundamental listening obstacles that are similar to Keray 

Din­elôs (2018) findings in their study. When the problem-solving approaches for listening problems 

in the theme of education were examined, using materials which appeal to more than one sense organ, 

creating environment for students to listen to one another, explaining the listening rules before the 

listening activity, and helping students comprehend about how to listen effectively are the most 

prominent approaches posited by teachers. Furthermore, when teachers' suggestions for resolving 

listening problems were examined, preparing the activities which make students active, organizing 

shorter and more attractive activities, giving duties and responsibilities to the students in the course, 

excluding grammar topics from the curriculum, building Turkish lessons entirely on reading 

comprehension, reducing the class size, methods that keep student attention alive, and creating 

environments for learning by doing are the significant codes that emerged as alternative suggestions 

in the theme of education. 

In the theme of listening material, not being interesting of the content, not being appropriate 

of selected texts for student level, not being interesting of listening text, not being interesting of the 

activity and having many, long, boring activities were emphasized on as the most significant sources 

of listening problems. Baĸkan and Deniz (2015) argued that students have difficulty with listening to 

lessons in which they are uninterested.  According to Keray Din­elôs (2018) study, the main listening 

problems of secondary school students are boring, long and unnecessary listening texts, including 
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unknown words, and not being much interesting of the texts. Consistent with these findings, Bayram 

(2019) reminded us that not being short and concise, and not being interesting of the of the texts are 

the noteworthy sources of listening problems with the findings of his study. Parallel to these findings, 

Emiroĵlu (2013) noted that prospective teachers expressed concern about some issues such as not 

being dealt with the topic by the listener, not being interesting. The findings of these studies are 

consistent with the problems identified in the listening materials in this study. When problem-solving 

approaches regarding listening materials were examined it was seen that involving topics which 

students are interested in, informing the students about the benefits of the topic that they listen and 

using texts including useful information in real life are prominent codes. Additionally, teachersô 

alternative suggestions about this issue are; being related to daily life of the topics, being interesting 

of listening text and doing different activities related to topic. The Turkish teachers who participated 

in Bayram's (2019) research suggested that; being interesting of the listening texts, being supported 

with visual materials and, being short, concise and understandable improved listening comprehension. 

This is consistent with Keray Din­elôs (2018) findings in terms of some recommendations such as 

being short of listening texts and being interesting of listening activities while solving the problems. 

Similarly, Hasan (2000) asserted that uninteresting activities would not improve studentsô listening 

comprehension skills. Based on these findings, it is possible to conclude that engaging students in in-

class activities that encourage them to focus on the overall message rather than onindividual words 

will aid in their comprehension of the text. 

All in all, the findings of this study indicated that there are a variety of factors that contribute 

to the listening problems of secondary school students. According to the teachersô views examined 

through the themes of family, environment, education, readiness, speaker, listener, and listening 

material, it can be concluded that each variable in the student's life affects the development of 

listening skill within certain limits. The teachers participating in the study stated that they made 

concerted efforts within their capabilities and offered suggestions for resolving the problems. As 

demonstrated in this study, there are numerous variables that contribute to the problems associated 

with listening skill, and success appears impossible unless the effect of these variables is minimized. 

Until they start secondary school, students recieve education about listening skills in their family, 

social environment and especially during the primary school period. This situation demonstrates the 

importance of including listening skill training by teachers at all levels and in each department. 

Considering that the development in listening skills affects all other skills and lessons, it is necessary 

to provide necessary training and awareness to all branch teachers in-service training. Moreover, 

relevant institutions and organizations should implement innovations and changes aimed at resolving 

family, environment and educational issues. Solving listening problems and achieving positive 

development in students may be possible by minimizing the negative effects of the variables that 
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affect listening skill. This process will be accomplished if all stakeholders in education work 

cooperatively and supportively.  
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Abstract 

This study aims to analyze the effect of the flipped classroom model on the pre-service social studies 

teachersô digital literacy and digital pedagogical competencies. The study employed one group 

pretest-posttest design, one of the weak experimental models. The working group of the study 

consisted of 28 sophomore studying at the department of social studies teaching in a Turkish state 

university during the 2019-2020 academic year. This study employed ñDigital Literacy and Digital 

Pedagogic Competency Scalesò as data collection tools. Descriptive statistics and multivariate 

variance analysis (MANOVA) were used during data analysis. The study results revealed that the 

flipped classroom model based activities had a significant impact upon the digital literacy and digital 

pedagogical competences of the participants. The study also examined whether there was a significant 

difference in pre-service teachersô pre-test and post-test scores with regards to gender. A significant 

difference was identified across the pre-service teachersô digital literacy post-test scores in favor of 

females. Based on the results, various recommendations were provided. 
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Introduction  

In the twenty-first century, great advances have been made in science and technology. 

Developments in science and technology have affected peopleôs lives and technology has gained a 

significant place in human life. Technology, which has such an important place in human life, has 

also affected educational research. Especially technological developments have made it necessary to 

organize technology-based teaching-learning environments. Scientists have developed student-

centered teaching-learning approaches by considering studentsô interests and needs based upon the 

technological developments and changes. One of them is the flipped classroom model. 

The flipped classroom model differs greatly from the traditional classroom model. Demiralay 

and Karataĸ (2014) defined the flipped classroom model as a ñblended learning modelò carried out 

with the guidance of the teacher, in which the knowledge provided by the teacher in the traditional 

classroom environment is moved to the online platform and the tasks expected to be done outside the 

school are transferred into the classroom. Bishop and Verleger (2013) underlined that flipped 

classroom model is a teaching-learning model that offers students the opportunity to do classroom 

activities individually or group activities with the guidance of the teacher, and to find solutions to 

their problems. The flipped classroom model has various contributions such as the effective use of 

time in the classroom, enabling students to learn at their own pace, increasing the interaction between 

student and teacher, taking responsibility for the student's own learning, increasing students' academic 

achievement, motivation and interest in the lesson (Ay­i­ek, 2019). In the flipped classroom model, 

the teacher shares videos or documents s/he has prepared on the subject with the students via Web 2.0 

tools or teaching management systems. Before coming to the classroom, students watch these videos 

and examine the documents and thus become ready for prior knowledge of the subject. The teacher 

makes various practices related to the subject to be taught in the lesson. Teachers were spending a lot 

of time in transferring knowledge in the traditional classroom environment. Since the teachers 

attached more importance to the transfer of knowledge in the classroom, they could not make enough 

practices for the subjects they taught. In the flipped classroom model, since students come to the class 

with prior knowledge, teachers find opportunities to practice during the lesson (Bergmann & Sams, 

2012; Chilingaryan & Zvereva, 2017; Debbaĵ, 2019). 

Technology-based teaching-learning approaches, as in the flipped classroom model, should be 

used in all educational levels from primary school to university because individuals in this age take an 

eager interest in technology. The generation, called the Z generation, uses technology quite frequently 

in their daily lives (Prensky, 2001). The studentsô characteristics and needs should be taken into 

consideration while organizing the teaching-learning process. Providing a teaching environment 

organized in this way, studentsô learning gets easier and permanent learning can be achieved. It is also 

important to apply contemporary technology-based teaching-learning approaches especially in teacher 
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training programs. Pre-service teachersô knowledge about how technology-based teaching-learning 

approaches should be applied and learning by doing these approaches can contribute to their 

implementation of these approaches when they start their teaching profession. Applying technology-

based teaching-learning approaches in teacher training programs can also improve pre-service 

teachersô digital literacy and their digital pedagogical competences. 

Digital literacy requires having skills to reach, produce and share accurate information, and to 

use technology in learning-teaching processes together with the appropriate use of different 

technologies (Hamutoĵlu, Canan-G¿ngºren, Kaya-Uyanēk & G¿r-Erdoĵan, 2017). A digital literate 

individual is an individual who is creative, innovative, able to collaborate, communicate, think 

critically, solve problems, develop decision-making skills, know what technological concepts mean 

and use these concepts accordingly, and who can do what is required as a digital citizen (Ocak & 

Karakuĸ, 2018a). Teachers are expected to be digital literate as the age we live in is called the digital 

age, and therefore, teachers must have the skills to use digital tools. 

Teachers also need to possess digital pedagogical competences as well as being digital 

literates. Digital pedagogical competence is defined as the basic knowledge and skills of the teachers 

about digital tools and their effective usage in teaching process (Yaman, Demirtaĸ & Aydemir, 2013). 

Digital pedagogical competence can also be defined as having knowledge about digital technologies, 

having the skills to use these technologies, employing these technologies by considering student 

development characteristics while organizing the teaching-learning process, and considering 

themselves as competent in this regard. Teachersô technological competences play a significant role in 

identifying their effectiveness in the teaching-learning process. Odabaĸē and Kabak­ē (2007) noted 

that teachersô technological competences include not only the ability to have knowledge, skills and 

attitudes regarding computer or internet technologies, but also to adapt different information and 

communication technologies to the learning-teaching process. Hence, it is not adequate for teachers to 

use technology merely by following technological developments; that is, it becomes a necessity for 

them to use technology while organizing learning activities (Durmaz, 2017). In this regard, it is highly 

essential that teachers have high digital literacy and digital pedagogical competences. Only if teachers 

have high digital literacy and digital pedagogical competence, will they be able to organize the 

teaching environment by taking digital technologies into account. In this case, individuals with 21st 

century skills can be raised. It is paramount in employing technology-based teaching-learning 

approaches to develop this literacy and competence in undergraduate education in order to improve 

teachersô digital literacy and their digital pedagogical competence. 

When the national and international literature are examined, researches on flipped classroom 

model and digital literacy have been found. In the study conducted by Gyeong-Geon, Young-Eun, and 

Hun-Gi (2021), it was concluded that the collaborative flipped classroom model significantly affected 



Educational Policy Analysis and Strategic Research, V16, N4, 2021 

É 2021 INASED 

76 

the motivation of higher education students. On the other hand, Liu-Jie, Sheng-Quan & Shi-Deng 

(2021) revealed in their research that the flipped classroom model improves student participation and 

interaction outside of the classroom through peer coaching of students studying in higher education. 

In the study conducted by Elian and Hamaidi (2018), it was concluded that the flipped classroom 

model significantly affected the academic achievement of students. Besides, Phoeun and Sengsri 

(2021), concluded in their research that the flipped classroom model improved students' attitudes 

towards speaking English in a positive way. In the study conducted by Tyger (2011) it was 

determined that the digital literacy levels of teacher candidates were low. In the research conducted by 

Tang and Chaw (2016), it was concluded that the hybrid learning model affects students' digital 

literacy. 

Upon examining the related literature in Turkey, various studies were conducted to examine 

the effect of the flipped classroom model on pre-service teachersô attitudes towards geometry 

(¥zdemir, 2019), on their academic achievement and the learning motivations (Duman, 2019), on 

their motivation, self-efficacy and attitudes toward lessons (Debbaĵ, 2019), their further reading and 

writing skills, self-regulation skills in learning, and classroom interactions (Aydemir, 2019). There are 

also studies examining the pre-service teachersô digital literacy (Aslan, 2021; Boyacē, 2019; Ocak & 

Karakuĸ, 2018a) and their digital pedagogical competences (Yaman, Demirtaĸ & Aydemir, 2013) in 

terms of several variables. Considering the relevant literature in Turkey, there is no such a study 

specifically published on analyzing the effect of the flipped classroom model on pre-service teachersô 

digital literacy and their digital pedagogical competence. Thus, it clearly reveals the gap in the 

literature. 

Studies revealed that using technology-based approaches in the teaching-learning process has 

numerous benefits (Debbaĵ, 2019; ¥zdemir, 2019). In this respect, it is fundamental to use 

technology-based teaching-learning approaches in teacher training programs and to conduct research 

in this line. Providing education to pre-service teachers who will raise new generations based on 

contemporary and technology-based approaches may contribute to the development of their digital 

literacy and digital pedagogical competences. Thus, pre-service teachers can acquire the 21st century 

skills and equip students with these skills when they begin their teaching. In this respect, the results of 

this study are expected to contribute to the relevant literature. Especially the activities based on the 

flipped classroom model will shed light on the faculty instructors working in teacher training 

programs. Besides, this study is thought to guide scientists who are willing to work in this field. 

According to the previous studiesô findings, it can be said that some socio-demographic 

variables are effective on digital literacy and digital pedagogical competence. One of these variables 

is the gender variable. It can be stated that especially gender roles affect individuals' access to digital 

technology. As a matter of fact, it can be stated that the patriarchal nature of the social structure in 
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Turkey causes men to use digital technology more. When the studies conducted in Turkey were 

examined, it was found that there was a significant difference in favor of men in terms of digital 

literacy levels (Aslan & Aybek, 2020; Aslan, 2021; Bayrakcē & Narmanlēoĵlu, 2021; Gºldaĵ, 2021; 

Yazēcēoĵlu, Yaylak & Gen­, 2020). Likewise, in the study conducted by Bilge and Kēlcan (2021), 

there was a significant difference in favor of males in terms of students' attitudes towards e-literacy. 

Based on these results, it was examined whether the digital literacy and digital pedagogical 

competencies of pre-service teachers differed significantly in terms of gender in this study. 

This study aims to analyze the effect of the flipped classroom model on the pre-service social 

studies teachersô digital literacy and their digital pedagogical competences. In this regard, answers to 

the following questions were sought: 

Is there a significant difference between the pre-test and post-test scores of the experimental 

group regarding digital literacy and digital pedagogical competence scales? 

Do the pre-test and post-test scores of the experimental group regarding digital literacy and 

digital pedagogical competence scales significantly differ across gender?  

Method 

Research Model 

This study utilized an experimental research model. Experimental research is a systematic 

model used by researchers to manipulate one or more variables and to control the rest of the variables 

(¥zdemir & Doĵruºz, 2020). A weak experimental design was used in the present study. In weak 

experimental designs, external variables or situations that may threaten the internal validity of the 

study cannot be controlled (ķahin, 2019). Weak experimental designs are used in situations in which 

the conditions in the field of education are unfavorable and the number of participants is low (ķahin, 

2019). This study employed a weak experimental design since the number of participants was 

insufficient. The one-group pretest-posttest design is usually the one in which the experimental 

process is carried out on a single group and the group is measured twice (ķata, 2020). One group 

pretest-posttest design is used when a control group cannot be formed (Tuncer, 2020). As the number 

of participants was low in this study, a control group could not be formed and therefore one group 

pretest-posttest design was used. Table 1 depicts the experimental design of the study. 
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Table 1. Experimental Design of the Research 

Group Pre-test Experimental process 
Processing 

time 
Post-test 

E
x
p

e
ri

m
e

n
ta

l Digital literacy 

Digital pedagogical 

competence 

 

Flipped classroom 

model 14 weeks 

Digital literacy 

Digital pedagogical 

competence 

 Participants 

The participants consisted of 28 sophomore pre-service teachers studying at the department of 

social studies teaching in a Turkish state university during the 2019-2020 academic year. 

Convenience sampling method was used while determining the sample. In this sampling method, the 

researcher includes the participants in the immediate surroundings that s/he can reach (¥zkan, 2019). 

This study used the convenience sampling method as the pre-service teachers studying at the 

department of social studies teaching, which could be easily reached by the researcher, participated in 

the study. The working group held 17 female and 11 male pre-service teachers. Necessary 

permissions were obtained before the study was conducted. During data collection process, participant 

consent forms were distributed and signed to the teachers. The decision of the ethics committee was 

also taken (Number: E-87432956-050.99-173705). 

Experimental Process 

Experimental procedures related to the study were executed in a total of 14 weeks. Activities 

were conducted with the experimental group in the computer laboratory of the university. 

Activities Used with the Experimental Group 

Within the scope of the study, the activities based on the flipped classroom model were 

administered to the experimental group. Pretests were applied to the experimental group before the 

activities were carried out. A flipped classroom model was applied to the experimental group via the 

teaching management system (Blackboard). Prior to applying the flipped classroom model-based 

activities to the experimental group, the pre-service teachers were informed about the teaching 

management system and the necessary information was presented. After the teaching management 

system was announced by the researcher, the experimental application was initiated. The experimental 

process was conducted by the researcher within the context of ñInstructional Technologiesò course. 

When teacher training programs are examined, it is recommended to teach theoretical information 

about "information technologies in education, teaching process and classification of instructional 

technologies, theoretical approaches to instructional technologies, new trends in learning approaches, 

current literacy, design principles of instructional materials, evaluation criteria of instructional 
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materials" in instructional technologies course (Council of Higher Education [YOK], 2018). Apart 

from this content, different information was given to the students and different applications were 

made within the scope of the course in this research. The researcher observed that the pre-service 

teachers did not have sufficient knowledge about digital technologies, and their digital literacy as well 

as digital pedagogical competences were low. The starting point of the study was grounded on these 

observations. Within the scope of the research, in the out-of-class dimension of the flipped classroom 

model, pre-service teachers were taught theoretical information on subjects such as animation, 

simulation, augmented reality, and digital story. For this, videos were shot and shared with teacher 

candidates before they came to the lesson. In addition, programs that can be used for animation, 

simulation and digital story development are also mentioned in these videos. Thus, the pre-service 

teachers were informed about the topics of that week before coming to the class.  Within the scope of 

in-class activities dimension of the flipped classroom model, activities were organized in the 

computer laboratory by using these programs for the acquisitions in the social studies curriculum in 

the classroom for pre-service teachers. Within the scope of the instructional technologies course, the 

pre-service teachers were ensured to prepare presentations in various programs by introducing 

presentation tools; moreover, animations, digital stories, simulations, and lecture videos were 

developed and prepared through some programs. In addition, some of the augmented reality 

applications were exemplified for the pre-service teachers within the framework of social studies 

curriculum and game-based learning tools were developed. Pre-service teachers were made to prepare 

samples regarding the use of social media tools (Twitter, Facebook, Instagram) within social studies 

teaching. They were also urged to prepare web designs for classroom web design. Applications were 

made for these subjects in the classroom environment. The contents and activities of the videos were 

presented to five faculty members, who work at the department of educational sciences and who have 

studies on technology integration in education, in order to receive their opinions. With the faculty 

membersô feedback, the videos and activities were finalized and put into practice. After all subjects 

were applied in this way, a post-test was implemented to the experimental group. 

Data Collection Tools 

This study used two data collection tools.  

Digital Literacy Scale 

The ñDigital Literacy Scaleò developed by Sulak (2019) was used in the study. The scale 

development process was conducted with 424 pre-service teachers. Exploratory and confirmatory 

factor analyzes were used while developing the scale. The exploratory factor analysis results showed 

that the scale consists of 3 factors and 44 items. Instructional technologies factor of the scale includes 

18 items, and the factor loadings of the items varies between .37 and .81; the information 

communication factor consists of 15 items and the factor loadings differ across .48 and .68; the 
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technical factor involves of 11 items in total and the factor loadings of the items vary between .51 and 

.74 (Sulak, 2019). The factors of the scale explain 49% of the total variance. The Cronbach Alpha 

coefficient was examined in order to determine the reliability of the scale, and the coefficients of the 

instructional technologies, the information communication and the technical factors were found to be 

.92, .90 and .91, respectively (Sulak, 2019). In the confirmatory factor analysis performed by Sulak 

(2019), some of the fit values were at acceptable levels, while others were below the acceptable level. 

The scale was developed as a five-point Likert type. In this study, the Cronbach Alpha coefficient of 

the scale was examined, and the Cronbach Alpha coefficient of the sub-dimension titled as 

instructional Technologies was found .95, the information communication sub-dimension was 

found.93; technical sub-dimension was found .95 and the whole scale was found .97. The Cronbach 

Alpha coefficient of .70 and above indicates that the scale is highly reliable (Fraenkel, Wallen & 

Hyun, 2014). 

Digital Pedagogical Competences Scale 

The ñDigital Pedagogical Competences Scaleò developed by Yaman, Aydemir-Ķleri and 

Demirtaĸ (2013) was deployed in this study. The scale development process was conducted with 246 

pre-service teachers. Exploratory and confirmatory factor analyzes were used while developing the 

scale. The exploratory factor analysis results suggested that the scale consists of 3 factors and 19 

items. The educational digital pedagogical competence factor of the scale includes 7 items and the 

factor loads vary between .43 and .84; web digital pedagogical competence factor consists of 5 items 

and the factor loads differ across .48 and .76; the general digital pedagogical competence factor 

possesses 7 items in total, and the factor loads of the items vary between .55 and .78 (Yaman, 

Aydemir-Ķleri & Demirtaĸ, 2013). The factors of the scale explain 55% of the total variance. The 

Cronbach Alpha coefficient was examined to determine the reliability of the scale, and accordingly 

the coefficients of the factors- educational digital pedagogical competence, web digital pedagogical 

competence and general digital pedagogical competence- were identified as .89, .81 and .76 (Yaman, 

Aydemir-Ķleri & Demirtaĸ, 2013). As a result of the confirmatory factor analysis performed by 

Yaman, Aydemir-Ķleri, and Demirtaĸ (2013), the fit indices were found at an acceptable level. 5 point 

likert type gradation was used to express agreement level. In this study, the Cronbach Alpha 

coefficient of the scale was examined and the Cronabch Alpha coefficient of the educational digital 

pedagogical competence sub-dimension was found .91, the web digital pedagogical competence sub-

dimension was found .89, the general digital pedagogical competence sub-dimension was found .93 

and the whole scale was found .95. Based on this result, the scale can be said to be reliable. Necessary 

permissions were obtained for the data collection tools. Confirmatory factor analysis was performed 

on both scales and a second level validity study was conducted. For this reason, analyses were made 

over the total score in the study. 
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 Data Analysis 

 At first, the data were analyzed to determine as to whether the univariate normality 

assumption was met. The Shapiro-Wilks test was examined in terms of whether the univariate 

normality assumption was met or not. Se­er (2015) suggested that the sample should be 50 at most to 

use the Shapiro-Wilks test. As the number of the pre-service teachers in the experimental group was 

less than 50, the Shapiro-Wilks analysis result was examined in the present study. As a result of the 

analysis, the digital pedagogical competence pretest score (S-W:.97, p>.05) and digital literacy 

posttest scores (S-W:.97, p>.05) of the experimental group demonstrated a normal distribution, while 

the digital literacy pretest and the digital pedagogical competence posttest scores did not show a 

normal distribution. Can (2019) suggested that if the Shapiro-Wilks analysis is significant, the 

skewness and kurtosis coefficients must be examined. As a result of the analysis, the skewness 

coefficient of the digital literacy pretest score was -1.36 and the standard error was .44, the kurtosis 

coefficient was 1.45 and the standard error was .85; besides, the digital pedagogical competence 

posttest score was found to have a skewness coefficient of -1.05 and a standard error of .44, a kurtosis 

coefficient of 1.45 and a standard error of .85. Can (2019) noted the coefficient of skewness and 

kurtosis between +1.96 and -1.96 indicates that the data are distributed normally. Based on this 

reference, the experimental groupôs digital literacy pretest score and the digital pedagogical 

competence posttest score showed a normal distribution. Descriptive statistics and MANOVA were 

used during data analysis. Some assumptions are required to use MANOVA. This study revealed the 

assumptions that the number of samples were more than the dependent variables, the variance-

covariance matrices were homogeneous, the provision of multivariate normality, and the absence of 

multiple linear connections were met in order to perform MANOVA (Akbulut, 2011; Field, 2009; 

Pallant, 2005; Tabachnick & Fidell, 2007). Green and Salkind (2013) stated that the effect size value 

(Л2) for MANOVA is evaluated as such: .01 small, .06 medium and .14 large. The effect size was also 

mentioned in relevant tables. This analysis could not be performed because the basic assumptions of 

MANCOVA could not be provided in the analysis of the data. 

Results 

This section presents the results of the analyses related to the sub-problems of the study 

separately. 

Findings Regarding the Difference between Pretest and Posttest Scores of the 

 Experimental Group 

Table 2 depicts the one-way repeated MANOVA (Multivariate Analysis of Variance) results 

related to whether there was a significant difference between pre-test and post-test scores of the pre-

service teachers in the experimental group. 
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Table 2. One-Way Repeated MANOVA (Multivariate Analysis of Variance) Results of the 

Experimental Groupôs Pretest and Posttests 

Variable Test n M SD df F p Л
2
 Diff. 

Digital literacy 
Pretest (A) 28 3.17 .64 

1-54 11.29 .00* .17 B>A 
Posttest (B) 28 3.71 .56 

Digital pedagogical 

competence 

Pretest (A) 28 3.20 .64 

1-54 25.2 .00. .31 B>A 
Posttest (B) 28 4.02 .58 

*p<.05 

Table 2 suggests one-way repeated MANOVA analysis results in order to examine the 

difference between the pretest and posttest scores of the experimental group on digital literacy and 

digital pedagogical competence. In the one-way repeated MANOVA analysis, digital literacy and 

digital pedagogical competences scales were dependent variables, while the experimental group's 

pretest and posttest scores were independent variables. Before executing one-way repeated 

MANOVA MANOVA, the assumptions of normality, univariate and multivariate extreme values, 

linearity, multiple correlation problem and homogeneity of variance-covariance matrices were 

examined and it was found that all these assumptions were not violated. Therefore, the Wilksô 

Lambda test was analyzed. A statistically significant difference was identified across the pre-test and 

post-test scores of the experimental group in terms of the combined dependent variables (F(1-54)=12.6, 

p=.00; Wilksô Lamda=.6; Л
2
=.32). Given the ANOVA results presented in Table 2 for the dependent 

variables, a significant difference was determined between the experimental groupôs digital literacy 

(F(1-54)=11.29, p<.05) and their digital pedagogical competences (F(1-54)=25.28, p<.05) pretest and 

posttest scores in favor of posttest scores. The eta square values signified a high level of effect. 

Findings Regarding the Difference between the Experimental Group's Pretest-

 Posttest Scores in Terms of Gender 

Table 3 displays the one-way between groups MANOVA results related to whether there was 

a significant difference between pretest and posttest scores of the pre-service teachers in the 

experimental group in terms of their gender. 
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Table 3. One-way Between Groups MANOVA Results Regarding the Difference between the Pretest 

and Posttest Scores of the Experimental Group in Terms of Gender 

Test Variable Gender n M SD df F p Л
2
 Diff. 

P
re

te
s
t 

Digital literacy 
Female (A) 17 3.32 .43 

1-26 2.45 .13 .08 - 
Male (B) 11 2.94 .84 

Digital 

pedagogical 

competence 

Female (A) 17 3.24 .67 

1-26 .18 .67 .00 - 
Male (B) 11 3.13 .62 

P
o

s
tt

e
s
t 

Digital literacy 
Female (A) 17 3.88 .58 

1-26 4.516 .04* .15 B>A 
Male (B) 11 3.45 .42 

Digital 

pedagogical 

competence 

Female (A) 17 4.09 .58 

1-26 .553 .46 .02 - 
Male (B) 11 3.92 .59 

*p<.05 

As is seen in Table 3, one-way between groups MANOVA analysis was conducted in order to 

reveal whether there was a difference between the digital literacy and digital pedagogical 

competences pre-test and post-test scores of the experimental group in terms of their gender. In one-

way between groups MANOVA analysis, digital literacy and digital pedagogical competences scales 

were dependent variables, while the experimental group's gender was an independent variable. Before 

executing one-way between groups MANOVA, the assumptions of normality, univariate and 

multivariate extreme values, linearity, multiple correlation problem and homogeneity of variance-

covariance matrices were examined and it was found that all these assumptions were not violated. 

Therefore, the Wilks' Lambda test was analyzed. No statistically significant difference was identified 

across the digital literacy and digital pedagogical competences pre-test scores of the experimental 

group in terms of their gender within the context of the combined dependent variables (F(1-26)=1.62, 

p=.21; Wilks' Lamda=.89; Л
2
=.11). On the other, a statistically significant difference was found 

between the digital literacy and digital pedagogical competence posttest scores of the experimental 

group in terms of their gender within the context of the combined dependent variables (F(1-26)=4.11, 

p=.02; Wilks' Lamda=.75; Л
2
=.24). Considering the ANOVA results presented in Table 3 for 

dependent variables, the post-test scores of the experimental group's digital literacy (F(1-26)=4.52, 

p<.05) was determined to significantly vary across their gender in favor of female pre-service 

teachers. No significant difference emerged in the posttest score of the experimental group's digital 

pedagogical competence (F(1-26)=.55, p>.05) in terms of gender. Taking the eta squared values into 

consideration, the digital literacy pre-test score had medium effect and the post-test score had high; 

whereas a low level of effect on digital pedagogical pretest and posttest scores. 
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Discussion 

The scientific and technological developments in the twenty-first century have made an effect 

on the field of education along with all areas of life. The need for organizing learning-teaching 

environments has sprung so that individuals can keep up with technological developments in the field 

of education. In this fashion, the demands of the Z generation will be met. The most prominent feature 

of Generation Z is their persistent use of digital technology in their daily lives (Polakova & Klimova, 

2019; Pousson & Myers, 2018). Thus, this study attempts to develop the Generation Z pre-service 

teachersô digital literacy and their digital pedagogical competences. 

The first problem of the study was constructed to uncover whether there was a significant 

difference between the digital literacy and digital pedagogical competence pretest and posttest scores 

of the experimental group. The analysis results demonstrated a significant difference in favor of the 

posttest scores of the pre-service teachers in the experimental group. Rested on this result, it may be 

wise to mention that the flipped classroom model applied in the experimental group had a significant 

effect on the pre-service teachersô digital literacy and digital pedagogical competences. The flipped 

classroom model is a student-centered teaching-learning approach based on technology. In student-

centered approaches, students are both physically and mentally active during the teaching-learning 

process. What is more, students are responsible for their own learning in student-centered approaches 

(Bayrak­eken, Doymuĸ & Doĵan, 2015; Flumerfelt & Green, 2013; Foldnes, 2016). Similarly, 

student-centered activities based on the flipped model were applied to the pre-service teachers in the 

experimental group in order to enable them to be active in the process and to be responsible for their 

own learning in the present study. Also, the flipped classroom model allows students to practice in the 

classroom. Not only students are more active in the classroom but also time is used effectively by the 

teacher in the flipped classroom model (Aslan, 2021; Bishop & Verleger, 2013). Hence, this study 

paved the way for the fact that these activities carried out in this way could significantly affect the 

pre-service teachersô digital literacy and their digital pedagogical competence. In the study conducted 

by ¥zdemir (2019), the flipped classroom model was determined to increase pre-service teachers' 

attitudes towards geometry. Duman (2019) concluded that the flipped classroom model affects the 

pre-service teachersô academic achievement and their learning motivations. Likewise, the studies 

carried out by Gua, Tian, and Liu (2018), Erbil (2019) and Zhang (2018) presented that the flipped 

classroom model increased the studentsô academic achievement. Based upon these results, the flipped 

classroom model can be regarded as an effective teaching-learning approach. 

The second problem of the study attempted to unveil whether there was a significant 

difference between digital literacy and digital pedagogical competence pretest and posttest scores of 

the experimental group in terms of gender. In that event, no significant difference was identified 

between the digital literacy and digital pedagogical competence pretest scores of the experimental 
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group, while a significant difference existed between the digital literacy scores posttest scores in favor 

of female pre-service teachers. The flipped learning activities had more effect on the femalesô digital 

literacy than malesô. This is a significant result of this study. The concept of gender is generally 

known to be interpreted in favor of males in Turkey. Parents are usually in favor of men in accessing 

and using technology (Aslan & Aybek, 2020). As a matter of fact, the finding of the study conducted 

by Aslan and Aybek (2020) supports this situation, emphasizing a significant difference between the 

digital literacy levels of the secondary school students in favor of male students. That the pre-service 

teachersô digital literacy pretest scores were free from any significant difference may indicate that 

their digital literacy levels are close to one another. However, the emergence of a significant 

difference between digital literacy posttest scores of the pre-service teachers in favor of females can 

be interpreted as the activities applied within the scope of the experiment affect female pre-service 

teachers more than male counterparts. As a matter of fact, in the out-of-class dimension of the flipped 

classroom model, female pre-service teachers used the instructional management system (Blackboard) 

to watch the videos. In this case, it can be said that female teacher candidates improve their digital 

literacy and digital pedagogical competencies. 

Conclusion 

This study examined the effect of using flipped classroom model in ñInstructional 

Technologiesò course on the digital literacy levels and digital pedagogical competencies of 

prospective social studies teachers. As a result of the research, it was concluded that the flipped 

classroom model was effective on the digital literacy levels and digital pedagogical competencies of 

prospective teachers. Planning teaching-learning process based on the flipped classroom model in 

teacher training institutions may improve the digital literacy and digital pedagogical competencies of 

prospective teachers. In this way, teachers equipped with 21st century skills can be trained. This leads 

to the conclusion that technology-based teaching-learning models may be more effective in teacher 

education. It is thought that the results of this research are very important and that they have made an 

important contribution to the literature. 

Limitations and Suggestions for Future Research 

This study was conducted according to one group pretest and posttest design, which is one of 

the weak experimental designs. This design has significant validity problems (Cohen, Manion & 

Morrison, 2007). For this reason, while reporting the results of the study using this design, one can 

claim that the experimental process has an effect on a development, still cannot evaluate this 

development as an alternative to another application (Tuncer, 2020). In this regard, the researcher 

claimed that the reason for the significant difference might be the activities based on the flipped 

classroom model applied to the experimental group, yet this significant effect was not considered as 

an alternative to another application. In order to overcome this limitation, different activities rather 
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than the content of the instructional technologies course were applied by the researcher. However, this 

limitation can be eliminated by creating a control group together with the experimental group and 

performing covariance analysis, in future experimental studies. Another limitation of the study is the 

disuse of qualitative data collection tools within the study. Qualitative data collection could have 

made a contribution to the validity and reliability of the study. However, qualitative data collection 

tools were not used by the researcher as the activities applied during the study process took forever. In 

later studies, in-depth researches will also be used in the literature by using qualitative data tools. 

Suggestions 

Based upon the results, various recommendations were provided: 

1. The results showed that the flipped classroom model had a significant effect on the digital 

literacy and digital pedagogical competence of the pre-service teachers in the experimental 

group. On this subject, it is recommended to apply the flipped classroom model in teacher 

training programs. In this way, pre-service teachers' digital literacy and their digital 

pedagogical competence can be developed, and pre-service teachers appropriate for the 21st 

century can be raised. 

2. Experimental studies may be conducted on the flipped classroom model in different teacher 

training programs and courses. 

3. This study deployed one group pre-test and post-test experimental design. It is advisable that 

controlled experimental designs be used in the experimental studies. 

4. Conducting studies on which different models and designs such as case study, mixed research 

model, action research will be applied for examining the effect of the flipped classroom 

model on the pre-service teachersô digital literacy and digital pedagogical competence will 

contribute to the relevant literature. 
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Abstract 

The curriculum that changes according to the age conditions helps the individual adapt to society. One 

of the programs created in this context is the life studies teaching program. The objectives of the 

curriculums prepared gain importance in this context. This study aims to examine the 2015 and 2018 

life studies curricula according to the Marzano and Kendall taxonomy; the document review method 

has been used. The objectives and explanations of the 2015 and 2018 life studies curricula, which 

were accepted by the Ministry of National Education, Board of Education and Discipline, have been 

examined as a document. For the analysis of the research data, the form objectives created by 

Marzano and Kendall have been used for evaluation. According to the results, 2015 and 2018 life 

studies teaching programs are generally included in the cognitive system according to Marzano and 

Kendallôs taxonomy. The objectives in the self-system are insufficient. In addition, while there is an 

objective in the 2015 curriculum in the metacognitive system, there is no objective in the 2018 

curriculum. In the context of knowledge, the 2015 and 2018 curriculaô objectives include mental 

procedures and psychomotor procedures more than the information area. However, both 2015 and 

2018 curriculum outcomes focus on mental procedures and psychomotor procedures of generally 

retrieval and comprehension levels.  
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Introduction  

The changes that have occurred globally in the last century also give rise to social changes. 

Raising individuals that can adapt to the changes become important individually, socially and 

globally. This situation highlights the importance of education. With its dynamic structure, education 

makes it possible to raise individuals that adapt to the changes. One of the curricula that were affected 

by changes and transformations is life studies curricula which is taught in the first three years of 

primary school.  

Li fe studies curricula has been constituted withing the framework of collective teaching 

principle in accordance with child developmental characteristics in the republican era. (Ministry of 

national education [MoNE], 2005). The Life studies course has been constituted in 1926 within the 

framework of the opinions of the experts of óóNature Studyôô, óóAgriculture and Public Healthôô, óóThe 

Principle of Geography and Historyôô, óóMusabahat-ē Ahlakiye and Malumat-ē Vataniyeôô courses 

(Cicioĵlu, 1985, p. 95) with the principle of collective teaching. Life studies, which were constituted 

in accordance with developmental features through the blending of different lessons, is expressed as a 

lesson that prepares the child for life, leads them to be a good person through learning by doing and 

equips them for the higher education institution (Karabaĵ, 2009, p. 4). It can also be regarded as a 

lesson that enables the child to have correct and sound knowledge about his or her environment and 

the world from an early age and to develop good habits and skills that are necessary for adapting to 

environment by making him or her analyze the societal and cultural environment in which he/she 

lives in (Binbaĸēoĵlu, 2003, p. 36). MoNE (2005); defines it as a lesson that were designed for the 

child to recognize both himself/ herself and the world and society in which he/she exists. As indicated 

by the definitions, life studies course is specified to be a lesson that prepares the children for the 

higher education institution and enables them to recognize themselves, their surroundings and nature 

by taking the child developmental features into account at first. Therefore, it could be said that life 

studies curricula become crucial for child. 

The first and the most prominent element of life studies curriculum is óóObjectiveôô which is 

the case for curricula. óóObjectivesôô which provide answers for the question ñwhy do we teach?ò, 

have been used as óógoalôô and óópurposeôô within the framework of adopting the constructivist 

approach with the 2005 curricula (Ayvacē, Alev & Yēldēz, 2014).  Objectives explain the curriculum 

output and provides a vision for the future (Chatterjee & Corral, 2017). Ornstein and Hunkins (2016, 

p. 319) states that objectives involve a specific expression or certain behavioural outputs. In this 

context, in the objectives; students need to have the qualities that are expected to be acquired through 

planned or regulated experiences or students need to have qualities which are suitable to be explained 

as behavioral change or behaviour (Akpēnar, 2010, p. 73). The objectives that will be created should 

have a value and not be simple. In other words; objectives may not be demonstrated or learnt in a 

good level unless they donôt make sense for general society and individual (Ornstein & Hunkins, 
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2016, p. 319). Therefore, the objectives to be created are considered to be important. Within this 

context, different taxonomies have been generated in the field of education to make it easy for the 

curriculum designers and practitioners. 

Created for the objectives to be aligned, the taxonomies provide a special framework and 

persistence for the objectives (Anderson & Kratwohl, 2001, p. 4). The taxonomy that was created by 

Benjamin Bloom could be said to be most famous one among other developed taxonomies. It could be 

said that the bloom taxonomy, which helps provide an answer for the question ñWhat kind of changes 

will be observed in students at the end of the teachingò, receives much criticism (K¿­¿kahmet, 2000, 

p. 14). One of the criticisms that is received is the simplification of the relationship between thought 

and learning (Furst, 1994). Another criticism is the result that the difference between the upper and 

lower levels is not supported by researchers even though it separates teaching from a simple, 

unidimensional and behaviourist structure (Marzano & Kendall, 2007, p. 8). Within this scope, a new 

taxonomy has been developed by considering the criticisms despite the fact that taxonomy was 

renewed by Anderson and Kratwohl (2001, p. 4). The new taxonomy is two-dimensional and is shown 

in figure 1. 

 

Figure 1. Marzano and Kendallôs Taxonomy of Educational Objectives (2007, p. 13) 

According to the Figure 1 where Marzano and Kendallôs Taxonomy is shown, there are two 

dimensions which are mental procedure levels and domains of knowledge. ñDomains of knowledge 

comprises of three fields which are information, Mental Procedures and Psychomotor Procedures. 

Domains of knowledge provides information about the quality of the objectives. Information field is 

Level 6 

Self-system 

Level 5 

Metacognitive System 

Level 4 

Use of knowledge (Cognitive system) 

Level 3 

Analysis (Cognitive System) 

Level 2 

Comprehension (Cognitive system) 

Level 1 

Recovery (Cognitive System) 

Processing Levels 

              Domains of knowledge 

In
fo

rm
a
ti
o
n

  

M
e
n

ta
l 
P

ro
c
e

d
u

re
s 

P
s
y
c
h

o
m

o
to

r 
P

ro
c
e

d
u

re
s

 



Educational Policy Analysis and Strategic Research, V16, N4, 2021 

É 2021 INASED 

93 

also called declarative information. Declarative information contains the regulation of the ideas which 

includes principles and generalizations and the details that includes words, facts and time series. 

Mental procedures, on the other hand are called óóprocedural informationôô. Procedural information 

comprises of two components which are macro-procedures and skills that involves simple rules, 

algorithm and tactics. While the information or the declarative information is considered as an answer 

for óówhatôô, mental procedures or procedural information is the answer for óóhow to doôô. 

Psychomotor operations, on the other hand, are the physical operations that the individual makes use 

of to participate in daily activities. Psychomotor procedures are categorized as skills that involve 

simple combinational procedures and procedures that involve complex combinational procedures 

(Marzano & Kendall, 2007, p. 23-32). To sum up, mental and psychomotor procedures focus on being 

productive, whereas the information field of domain of knowledge is based on propositions. 

Level 6, which is another component of taxonomy and is considered to be mental procedures, 

consists of three different parts. While the first one is cognitive system that contains the levels of 

recovery, comprehension, analysis and use of knowledge; the other two parts are metacognitive and 

self-system (Marzano &Kendall, 2007, p. 35). Thus, these systems, levels, sub-dimensions and the 

qualities of these levels are shown in Table 1.  

Table 1. Marzano and Kendall Taxonomy based on Systems and Levels 

 Procedures (Systems) Sub-dimensions Qualities 

SELF-SYSTEM 

Examining 

motivation 

The student can determine the motivation level and 

the reasons of the level to improve informational, 

mental and psychomotor procedures. 

Examining 

emotions 

The student can determine emotional response levels 

and the reasons of responses of informational, mental 

and psychomotor procedures.  

Examining 

efficacy 

The student can determine his/her own efficacy level 

and question what lies behind this perception to learn 

informational, mental and psychomotor procedures.  

Examining 

importance 

The student can determine the importance of 

informational, mental and psychomotor procedures 

for himself and question what lies behind this 

perception.  

METACOGNITIVE SYSTEM 

Monitoring 

Accuracy 

The student can determine the degree of accuracy for 

informational, mental and psychomotor procedures.  

Monitoring 

Clarity 

The student can determine the degree of clarity for 

informational, mental and psychomotor procedures. 

Process 

Monitoring 

The student can monitor the process oriented towards 

the purpose that were formed according to 

informational, mental and psychomotor procedures.  

Specifying 

Goals 

The student can prepare a plan to reach the goal by 

creating goals based on informational, mental and 

psychomotor procedures.   
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KNOWLEDGE 

UTILIZATION  

Investigating 

The student can use informational, mental and 

psychomotor procedures or carry out research about 

them. 

Experimenting 

The student can use informational, mental and 

psychomotor procedures to generate and test 

hypotheses or create and test hypotheses about 

informational, mental and psychomotor procedures. 

Problem-

Solving 

The student can use informational, mental and 

psychomotor procedures to solve problems or solve 

the problems about informational, mental and 

psychomotor procedures.  

Decision-

Making 

The student can use informational, mental and 

psychomotor procedures in decision-making or make 

decisions about informational, mental and 

psychomotor procedures.  

ANALYSIS 

Specifying 

 

The student can specify the logical results of 

informational, mental and psychomotor procedures. 

Generalizing 

The student can generate new principles and 

generalizations based on informational, mental and 

psychomotor procedures. 

Analyzing the 

mistake 

The student can identify the mistakes in the 

presentation or utilizations of informational, mental 

and psychomotor procedures.  

Classifying 

The student can identify the upper and lower 

categories which informational, mental and 

psychomotor procedures depend on. 

Matching 

The student can identify the important similarities and 

differences about informational, mental and 

psychomotor procedures. 

COMPREHENSION 

Symbolizing 

The student can present the critical and crucial 

elements of informational, mental and psychomotor 

procedures in a symbolic way.  

Integrating 

 

The student can identify the basic structure and 

critical aspects of informational, mental and 

psychomotor procedures.  

RETRIEVAL 

Executing 

The student can fulfill the procedures without a major 

mistake. However, he/she may not understand how 

and why the procedures have occurred. 

Recalling  

The student may know the properties of knowledge; 

yet may not understand its structure or break it down 

into its important and critical components. 

Recognizing  

The student may confirm the knowledge; yet may not 

be able to understand the structure of it and break it 

down to its import and critical components. 

Source: Marzano and Kendall (2008, p. 4-5) 

It could be said that this developed taxonomy involves hierarchical thinking structures in the 

classification of the objectives in education. Stating that the objectives can be evaluated within the 

scope of the sub-dimensions of six mental processes and three components of the domains of 

knowledge, Marzano and Kendallôs (2007, p. 14) self-system, which is the fifth level of the three 
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systems, establishes a bond between the determination of beliefs, attitudes and goals and the 

motivation of the individual. Metacognitive system on the other hand, is about fulfilling a task and is 

closely related to the self-system. As a matter of fact, these two systems can be acknowledged as the 

indicator of the level of motivation for the fulfillment of the tasks (Marzano, 2001, p. 11-12).  

Cognitive system consists of recovery, comprehension analysis and use of knowledge levels 

and is different from Bloomôs taxonomy as stated by Karadaĵ and Kaya (2017). As a matter of fact, 

although each level has sub-dimensions, it is clear that skills are emphasized in the level of using 

knowledge, which is the top step of cognitive system.  As a matter of fact, the 2009, 2015 and 2019 

curriculums have been discussed on the basis of basic life studies since the 2005 life studies 

curriculum. Decision-making, problem-solving, questioning and investigating in this step are the 

skills that are aimed to be acquired. In this context, analyzing the life studies curriculum objectives 

will enable both the knowledge and skill dimensions of the curriculum to be dealt with according to 

Marzano and Kendall Taxonomy. Besides, considering that the objectives, which are the most 

important parts of the curriculum, are directory in the implementation and evaluation of the 

curriculum, it also gains importance in the evaluation of the 2015 and 2018 life studies curricula 

according to the Marzano and Kendall Taxonomy. This is because it is indicated that there is not 

much a of a difference between the objectives of 2018 life studies curriculum and 2015 life studies 

curriculum (Yēldērēm, 2020). In addition, it is hoped that the analysis of the objectives in the life 

studies curriculum, which aims one to know themselves and adapt to the society they live in, 

according to the Marzano and Kendall taxonomy will be a guidance for the experts who prepared the 

curriculum for the mental procedures and domains of knowledge of the objectives .It is thought that 

this research will give an idea to the field experts about the distribution of the objectives of life studies 

teaching, the content, learning-teacher process and the dimensions of evaluation and the suitability of 

the objectives for the students. Also, it is hoped that it will be a guidance for the classroom teachers 

who implement the curriculum by preparing lesson and daily plans and play a role in the creation, 

organization and evaluation of the curriculum about the knowledge, skill and affective dimensions of 

the objectives.  As a matter of fact, Marzano and Kendall Taxonomy is not only a categorization of 

the objectives; it could also be used to evaluate whether student can fulfill the objectives or not.  

In this study, which analyzes the distribution according to the Marzano and Kendall 

taxonomy, answers to the following questions have been sought: 

Å What is the distribution of the objectives of the 2015 and 2018 life studies 

curriculums according to the Marzano and Kendall taxonomy? How are the 

objectives are distributed according to mental procedures and domains of knowledge? 

Å What is the distribution of the objectives of the 2015 and 2018 life studies curricula 

in terms of levels of grade according to Marzano and Kendall Taxonomy? 
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Method  

Research Model 

The document review method has been used in this study, which aims to analyze the first 

second and third grade objectives according to Marzano and Kendall Taxonomy. Document review is 

the examination of books, magazines, newspapers, etc. that contain information about the 

phenomenon or facts aimed in the research and it is also the examination of the sources such as 

movie, archive that are suitable for the subject of the research (Yēldērēm & ķimĸek, 2013, p. 217-219). 

Document review is used as an independent method as well as being a complementary data tool for 

other research methods (Kēral, 2020; Bowen, 2009; Hodder, 2000). The reason for using document 

review in this study is to provide a systematic review of the objectives of the 2015 and 2018 life 

studies curriculum. 

Data Source 

In the 2015 life studies curriculum approved and implemented by the ministry of national 

education, board of education and discipine, a total of 146 objectives and their explanations (MoNE, 

2015) were examined, 54 for the first grade, 49 for the second grade and 43 for the third grade. 

Besides, 53 objectives  and their explanations (MoNE, 2018) prepared for first graders, 50 for second 

graders and 45 for third graders in the 2018 life studies curriculum were discussed. 

Data Collection and Analysis  

The research data were collected by document review. The documents used in the research 

were obtained from the 2015 and 2018 life studies curriculums on the website of the Ministry of 

National Education, Board of Education and Discipline. In the research, a from was prepared to 

examine the compliance of the objectives with the education taxonomy. In the preparation of the 

form, a teacher observation form in the book ñThe New Taxonomy of Educational Objectivesôô which 

includes information about taxonomy by Marzano and Kendall (2007) and the book ñDesigning A 

New Taxonomy of Educational Objectives was used. Since the taxonomy is two-dimensional, the 

prepared form was prepared in two dimensions in accordance with the processes, sub-dimensions and 

domains of knowledge and is shown in Table 2. 

Table 2. Marzano and Kendall Taxonomy Evaluation Form 

 
Procedures 

(Systems) 
Sub-dimensions 

Domain of knowledge 

Knowledge  Mental 

Procedures  

Psychomotor Procedures  

 

SELF-SYSTEM 

Examining 

motivation 

   

Examining 

emotions 
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Examining 

efficacy 

Examining 

importance 

   

 

METACOGNITIVE 

SYSTEM 

Monitoring 

Accuracy 

   

Monitoring 

Clarity 

   

Process 

Monitoring 

   

Specifying Goals    
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KNOWLEDGE 

UTILIZATION  

Investigating    

Experimenting    

Problem-Solving    

Decision-Making    

ANALYSIS 

Specifying     

Generalizing    

Analyzing the 

mistake 

   

Classifying    

Matching    

COMPREHENSION 
Symbolizing    

Integrating    

RETRIEVAL 

Executing    

Recalling    

Recognizing    

 

According to Table 2 in which the evaluation form of Marzano and Kendall Taxonomy is 

shown, there are informational, mental and psychomotor procedures that include the domains of 

knowledge of the objectives and cognitive, meta-cognitive and self-system where mental procedures 

are handled.  While evaluating the objectives, the level was determined by the explanations about the 

mental procedure as shown in Table 1. In addition, the domain of knowledge was created by 

determining the area of the objective in knowledge, mental and psychomotor procedures. This is how 

a table was created according to the mental procedure of the objective and the domain of knowledge. 

For instance; in the recognizing stage, which is the sub-dimension of the retrieval level, an objective 

is discussed in a domain of knowledge, mental procedures or psychomotor tasks. In other words; the 

objective ñParticipates in an in-class meeting event.ò can be handled in the sub-dimension of 

recognizing based on the description óóThe student will be able to verify the knowledge; yet may not 

understand the structure of it and break it down into its important and critical components.ôô. Since it 

includes a physical activity as a domain of knowledge and it is on the area of psychomotor procedure, 
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this objective is in the recognizing sub-dimension of the retrieval level and is discussed in the area of 

psychomotor procedures as a domain of knowledge. 

For the codification, it was coded as óóclass level, unit number, objective numberôô according 

to the MoNE (2015) explanations. To illustrate with an example; in the codification of ñ1.2.3.ò, ñ1ôô is 

class levelò, ñ2ôô is unit number and óó3ôô is objective number. Therefore, the declared objective 

demonstrates the third objective in the second unit of the first-grade life studies curriculum.  

To establish reliability in the study, multiple analysis triangulation was practiced. Multiple 

analysis triangulation is the analysis of the same qualitative data and the comparison of the findings 

by two or more researchers (Patton, 2018, p. 560). In this context, in accordance with the form 

created, the objectives have been evaluated by the researcher and a classroom teacher. Miles and 

Huberman (1994, p. 64) coding reliability formula has been used for the distribution made by the 

coders. The indicated formula is as follows:  

Reliability =  

As a result of the analysis, a consensus was achieved in 145 objectives out of 146 objectives 

of the 2015 life studies curriculum and it was concluded that the distributions created were 99% 

similar. A consensus was achieved in 146 objectives out of 148 objectives of the 2018 life studies 

curriculum and it was concluded that the distributions created were 99% similar.  The reasons for the 

objectives for which the similarity could not be achieved were discussed and reevaluated by the 

coders within the framework of taxonomy explanations and discussed with a common consensus. 

Results 

In this study, which studies the 2015 and 2018 life studies curriculum objectives according to 

the Marzano and Kendall Taxonomy, the findings found according to the grade levels of the 

objectives are presented. The distribution of the objectives in the 2015 life studies curriculum 

according to the Marzano and Kendall Taxonomy is shown in Table 3. 

Table 3. Distribution of the objectives in the 2015 life studies curriculum according to the Marzano 

and Kendall Taxonomy 

Procedures  
Sub-

dimensions 

Domain of knowledge 

Total 
Knowledge 

Mental 

Procedures 

Psychomotor 

Procedures 

SELF-SYSTEM 

Examining 

motivation 

1.1.14  2.1.2 

3.1.5 

   
3 

Examining 

importance 

2.5.4 

2.5.5 

 1.2.4. 

3.1.4 

3.5.5 2.3.5 

3.5.6 

 
7 
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METACOGNITION 
Process 

Monitoring 

2.1.8      
1 

KNOWLEDGE 

UTILIZATION  

Investigating     3.5.3  1 

Problem-

Solving 

3.4.10 

3.6.7 

 3.2.6     

3.4.7 

3.4.8     

3.4.9 

1.6.8     

2.6.10 

3.1.3     

3.6.1 

3.6.6 11 

Decision-

Making 

1.2.6    1.3.3 

2.1.4 

2.4.4 
4 

ANALYSIS 

Specifying 2.6.3  2.6.1  3.6.4 2.6.9  4 

Classifying   1.3.7      3.5.4   2 

Matching 
  3.2.5     

3.5.8 

3.6.2     

3.6.3 

  
4 

COMPREHENSION 

Symbolizing     3.1.1 3.2.1 2 

Integrating 

 

1.3.8       

2.4.3 

2.5.6       

3.4.1 

 1.3.11    

1.5.6 

2.5.7      

2.6.2 

 

2.6.6      

2.6.8 

3.5.9 

1.1.2      

1.1.8 

1.1.11  

1.2.2 

1.3.4   

1.3.5 

2.1.5 

2.1.6 

2.1.9       

2.1.11 

2.3.2        

3.1.6 

3.3.2      

3.3.3 

25 

RETRIEVAL 

Executing 

  1.3.12 

2.3.7 

3.3.5 

 

 

 1.1.6           

1.1.7 

1.1.12     

1.2.1 

1.3.1       

1.3.2 

1.4.1        

1.4.2 

1.4.3         

2.1.10 

2.3.3         

2.4.1 

2.4.2         

2.4.5 

3.2.2         

3.2.3 

3.3.1         

3.6.5 

21 

Recalling 

1.5.4 

1.6.1 

1.6.2 

2.3.4 

 1.5.2         

1.5.3 

1.6.4        

2.2.2 

2.2.4       

2.2.6 

2.3.1       

2.4.7 

2.5.1       

2.6.7 

3.2.2       

3.2.4 

3.5.2 

1.2.5     

1.6.3 

1.6.5         

1.6.6 

2.1.1        

2.1.3 

2.1.7     

2.2.3 

2.5.2         

2.5.5 

2.6.5         

3.1.2 

3.3.4         

3.5.7 
31 
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Recognizing  

1.1.3       

1.1.4 

1.1.5       

1.1.9 

1.3.6       

1.4.4 

1.4.7  

1.5.1. 

1.5.7        

1.6.7 

2.2.1       

2.4.6 

3.4.2       

3.4.6 

1.4.5     

1.4.6. 

2.2.5      

2.3.6. 

 

2.4.8      

3.4.3 

3.4.4      

3.4.5 

1.1.1      

1.1.10 

1.1.13     

1.3.9 

 

1.3.10      

2.5.3 

2.6.4       

3.5.1 30 

 Total   30  48  68  146 

In Table 3, in which the distribution of the 2015 life studies curriculum objectives according 

to the Marzano and Kendall Taxonomy are shown, it is seen that the highest objective is at the 

óóretrievalôô and óócomprehensionôô level of the cognitive system among the 3 systems in which 

mental procedures are discussed.  As a matter of fact, there are 30 objectives in the óórecognitionôô 

sub-dimension of the óóretrievalôô level, 31 in the comprehension sub-dimension and 21 in the 

óóexecutionôô sub-dimension. In other words, there are 83 objectives in total at the óóretrievalôô level.  

At the óócomprehensionôô level, 25 of the objectives are in the óóintegratingôô sub-dimension while 2 

of the objectives are in the óósymbolizingôô sub-dimension. Again, there are 10 objectives in total at 

the óóanalysis levelôô. However, there are 16 objectives in total at the level of óóknowledge utilizationôô 

that includes the sub-dimensions of decision-making (4), problem-solving (11) and investigating (1), 

which are aimed to be acquired as a skill in the curriculum. While there is one objective in the other 

system, óómetacognitive systemôô, there are 10 objectives in the self-system.  

In short, when the three systems of the Marzano and Kendall Taxonomy are considered, 135 

objectives are located in the cognitive system and are generally at the first and second levels. 

However, it is seen that objectives are decreased in number at higher levels.  In addition, it can be said 

that the objectives in the curriculum as a skill and at the level of knowledge utilization are 

insufficient. However, there are no objective related to the óógeneralizingôô and óóanalyzing the 

mistakeôô sub-dimensions of level three which is analysis procedure, the óóexperimentingôô sub-

dimension of Knowledge utilization level, the sub-dimensions of Metacognitive System such as 

óóMonitoring Accuracyôô, óóMonitoring Clarityôô and óóspecifying Goalsôô and the sub-dimensions of 

Self-system such as óóExamining motivationôô and óóExamining efficacyôô. As can be seen, the 

number of objectives decreases at the upper levels of the cognitive system. As a matter of fact, when 

the upper levels of the cognitive system are investigated, it is seen that it makes the student 

cognitively active in the procedure. It can be said that this situation negatively affects the student's 

learning to learn and her process of applying what she has learnt to daily life. Considering that the 

inadequacy of the objectives of the metacognitive system and self-system that emphasizes the 

motivation and affects the attitude of the individual towards the course will be effective on learning, it 

is thought that the program is insufficient in this context. 
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When mental processes are analyzed in the context of grade levels, it is seen that first-grade 

objectives are distributed in the sub-dimensions of recognizing (17), recalling (10) and execution (10) 

of the retrieval level and in the sub-dimension of integrating of the comprehension (15) level. The 

second-grade objectives are mostly collected in the sub-dimensions of recognizing (15) of the 

retrieval level and integrating sub-dimension (11) of the comprehension level. However, there are 

objectives at higher levels. Third grade objectives are difficult to explain in one level and sub-

dimension. Thatôs because, the third-class objectives at all levels are distributed in a normal way 

compared to the first and second-grade objectives. While the objectives in the first and second grades 

are generally at the lower levels, the objectives in the third grade are in the upper steps of the 

cognitive, metacognitive and self-systems. In this context, it can be said that the objectives of the first 

and second grade are insufficient, but that they are sufficient when they are distributed in all three 

systems the third grade. 

When evaluated in the context of domains of knowledge; it can be seen that there are 30 

objectives in the domain of knowledge, 48 in the field of mental operation, and 68 in the field 

of psychomotor operation. When examined in terms of grade levels, the first grade has 16 objectives 

in the domain of knowledge, 10 in the field of mental operations, and 26 in the field 

of psychomotor operations. Second-year objectives are 9 in the domain of knowledge, 17 in the field 

of mental operations, and 23 in the field of psychomotor operations. When we consider the third 

grade, there are 5 objectives in the domain of knowledge, 21 in the field of mental operations, and 17 

in the field of psychomotor operations. Supposing that cognitive and psychomotor procedures and the 

propositions of the domain of knowledge are productive, it can be said that the program enables 

students to be productive. However, it is seen that the objectives related to the domain of knowledge 

are mostly in the recognizing sub-dimension, while the objectives related to mental operations are in 

the comprehension sub-dimension. Although the psychomotor operations are mostly found in the 

execution sub-dimension, the number of objectives in comprehension and combining steps is in the 

majority. Since the domains of knowledge in the curriculum are located at the lower levels of the 

cognitive system, this situation gives rise to the limitation of the student's being productive. Although 

this situation makes the curriculum students active, it can be said that it impedes their creativity.  

The distribution of the objectives in the 2018 Life Studies Curriculum according to the 

Marzano and Kendall Taxonomy is shown in Table 4. 
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Table 4. The distribution of the objectives in the 2018 Life Studies Curriculum according to Marzano 

and Kendall Taxonomy 

Procedures  Sub-dimensions 

Domain of knowledge 

N Knowledge Mental 

operations 

Psychomotor 

operations 

SELF-SYSTEM 

Examining Emotions 
2.4.5  1.1.14      

1.1.15 

2.1.2 

2.1.6 

2.2.7 

2.5.7 

3.1.7 
8 

Examining 

importance 

1.1.16    

2.5.2 

3.2.2 

3.6.1 1.5.6         

1.5.7 

1.6.3 

1.6.4 

2.6.2 

3.6.5  

10 

KNOWLEDGE 

UTILIZATION  

Investigating 

2.5.3    

3.5.8 

3.5.9    

3.6.2 

1.6.7       

2.2.6 

2.5.6 

2.6.9 

3.1.10 

3.5.6 

3.5.3  

11 

Problem-solving 
3.4.3  2.6.7      

3.1.9 

3.2.6 

3.4.6 

3.5.7  
6 

Decision-making 
  1.2.6      

2.2.5 

2.3.7 1.1.17      

2.1.3 

2.1.4        

2.2.8 
7 

ANALYSĶS 

Specifying 

3.5.4  3.1.6       

3.3.5 

 

3.4.2 

3.6.6 

1.4.4       

1.6.2 

2.6.4 

2.1.11 

3.3.3       

3.3.4 
11 

Classifying 2.4.1  1.6.5 2.6.1   3 

Matching 

2.5.4 

2.5.5 

 1.1.2        

2.3.1 

3.1.2 

3.1.3 

3.2.1 

2.1.1  

8 

COMPREHENSION 

Symbolizing     3.1.5 3.2.3 2 

Integrating 

3.1.4  1.4.7        

1.5.4 

2.2.9        

2.5.8 

2.6.3 

 

3.1.1 

3.2.7        

3.2.8 

3.6.4 

1.1.11      

1.3.3 

1.3.4        

1.3.7 

1.4.2        

1.4.3 

1.6.1 

2.1.7 

2.1.8        

2.3.2 

2.4.2        

3.3.1 

3.3.2        

3.5.5 

24 

RETRIEVAL 

Executing  

  1.1.8 

1.2.7 

3.2.5 

 

 1.1.3       

1.3.1 

1.3.5       

1.4.1 

2.1.9     

2.2.1 

2.1.10 

2.4.3       

2.4.6 

3.1.8       

3.4.7 

14 

Recalling  

2.6.5 

3.4.4 

3.4.5 

 1.2.2       

1.3.2 

1.5.2       

1.6.8 

 

2.2.4       

2.3.6 

2.6.6       

3.5.2 

1.1.10       

1.1.12 

1.1.13       

1.2.3 

1.2.4         

1.2.5 

2.3.3 

1.3.6 

1.6.6         

2.1.5 

2.6.8         

3.2.4 

3.4.1         

3.6.3 

25 

Recognizing  

1.1.5     

1.1.7 

1.1.9     

1.4.5 

1.5.1 

1.5.5 

2.2.3     

2.3.4 

2.4.4 

1.1.6 

1.5.3 

 

2.2.2 

2.3.5 

3.5.1 

1.1.1 

1.1.4 

1.2.1 

 

1.4.6 

2.5.1 

19 

N  27 58 63 148 

 

In Table 4, in which the distribution of the objectives of 2018 life studies 

curriculum according to Marzano and Kendall Taxonomy is shown, it is seen that the highest amount 

of objective has been achieved in the cognitive system out of the three systems, where mental 
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procedures are discussed. Within the cognitive system, there are more objectives at the level of 

óóretrieval and óócomprehensionôô of the distribution of the objectives compared to the other levels. In 

addition, the first level, ñretrievalò, has 19 objectives in the recognizing sub-dimension, 25 in the 

comprehension sub-dimension, and 14 in the execution sub-dimension. In other words, there are 58 

objectives in total at the retrieval level. In addition, at the "comprehension" level, 24 of the objectives 

are in the integrating sub-dimension, while 2 of the objectives are in the symbolizing sub-

dimension. However, there are a total of 22 objectives in the analysis process. In the curriculum, there 

are a total of 24 objectives at the level of "knowledge utilization", which includes decision making 

(7), problem solving (6) and investigating (11) as sub-dimensions. While there are no objectives in the 

other system, the metacognitive system, there are 18 objectives in the self-system. Considering the 

levels of the objectives, the fact that they are mostly at the lowest level of the cognitive system and 

that there are not objectives related to meta-cognitive system shows that the cognitive procedures of 

the students are negatively affected and that students are not allowed to regulate their own learning.  

When compared to the objectives of the 2015 life studies curriculum, it can be said that 

the 2018 Life studies curriculum objectives demonstrate a more natural distribution according to 

the Marzano and Kendall Taxonomy. However, it is seen that the distribution of objectives is 

generally at the level of "retrieval" and "comprehension" of the cognitive system within the context of 

mental procedures in both curricula. In addition, while the number of objectives related to the level of 

application of knowledge specified as a skill in the 2015 life studies curriculum was low, more 

objectives were included in the 2018 life studies curriculum. However, it is seen that the objectives of 

the 2018 life studies curriculum are not included in the metacognitive system that allows the 

individual to regulate their own learning.  As a matter of fact, considering the fact that the absence of 

the objectives related to meta-cognitive system that highlights the motivation level of the 

individual will also be effective in regulating the studentsô learning, it is thought that the curriculum is 

insufficient in this context. However, there are no objectives in the dimensions of "generalizing" and 

"analyzing the mistake" at the analysis level, "experimenting" at the level of knowledge utilization, 

and "examining motivation" of the self-system, "examining efficacy". In this context, it is seen that 

the 2018 life studies curriculum is similar to the 2015 life studies curriculum and it shows that the 

upper mental procedures are not sufficiently included in the curriculum. In addition, it can be said that 

it is the deficiency of the curriculum that there are no objectives in 2018 and 1 objective in 2015. 

Although it is seen that the objectives in the first grade are mostly distributed in the sub-

dimensions of "retrieval" level (12) and comprehension (12), there are objectives at every level when 

the grade levels are examined. The fact that there are no objectives related to first grade at all levels in 

the 2015 life studies curriculum shows that the 2018 curriculum was organized in this context. When 

the second-grade objectives are considered, it is seen that the objectives are distributed in the sub-

dimensions of recognizing (6), recalling (7) and execution (5) of the level of "retrieval" and in the 
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dimension of combining (7) of the level of "comprehension". In addition, it is seen that the second-

grade objectives include the upper levels of the cognitive system, the metacognitive system and the 

self-system objectives according to the 2015 life studies curriculum. Although there are objectives in 

every level and sub-dimension, the third-grade objectives are not collected at a specific level or sub-

dimension. 

When evaluated in the context of the domains of knowledge; The 2018 life studies curriculum 

has 27 objectives in the domain of knowledge, 58 in the field of mental operation, and 63 in the field 

of psychomotor operations. It is seen that the objectives related to the domain of knowledge are 

generally in the sub-dimension of recognizing (9), while the objectives related to mental operations 

are mostly found in the sub-dimension of recalling (8) and integrating (9). On the other hand, 

psychomotor operational objectives are mostly in the sub-dimensions of recalling (14) and integrating 

(14). When the domains of knowledge are examined in the context of grade levels, there are 

7 objectives in the domain of knowledge, 17 in the field of mental operations and 27 in the field 

of psychomotor operations in the first grade. In the second grade, there are 10 objectives in 

the domain of knowledge, 19 in the field of mental procedures, and 21 in the field 

of psychomotor operation. Third grade objectives are 10 in the domain of knowledge, 19 in the field 

of mental operations, and 15 in the field of psychomotor operations. In the context of domains of 

knowledge, it can be said that the 2015 life studies curriculum and the 2018 life studies curriculum are 

similar. In this context, the fact that the objectives of both 2015 and 2018 life studies curricula are 

mostly at the level of mental and psychomotor operation provide primary school students with more 

experience; However, the fact that these objectives are at the lower levels of the cognitive system is 

thought to prevent creativity. 

Discussion, Conclusion and Recommendations  

Considering that education helps the individual to adapt to the society he lives in, it can be 

said that the importance of primary school has increased. Educational curriculums are prepared in 

order for the individual to recognize both himself and the society in which he lives. One of the 

curricula prepared in this context is life studies, which is taught in the first three years of primary 

school. It was created in 1926 within the framework of the principle of collective education and was 

rearranged in 1936, 1948, 1968, 1998, 2005, 2009, 2015 and finally 2018 according to the conditions 

of the era. It can be said that the distribution of the prepared curriculum objectives will be a guide for 

the evaluation of the curriculum. In this context, it is considered to be important that the taxonomic 

distribution of the 2015 and its rearranged version, 2018 curriculum objectives of the life studies 

curriculum, will provide feedback both to the evaluation of the curriculum and to the preparers and 

practitioners of the curriculum. In this context, the Marzano and Kendall Taxonomy, which deals with 

the objectives two-dimensionally, and the objectives of the 2015 and 2018 life studies curriculum 

have been studied. 
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When the 2015 life studies curriculum objectives are considered in the context of three levels 

of Marzano and Kendall Taxonomy, it has been concluded that the objectives are generally included 

in the cognitive system including the levels of retrieval, comprehension, analysis and knowledge 

utilization. While there are more objectives at the level of retrieval and comprehension of the 

cognitive system, it is seen that the sub-dimensions of the level of knowledge utilization such as 

decision-making, problem-solving and investigating, which are specified as skills within the scope of 

the curriculum, are not included enough. In the 2018 life studies curriculum, the objectives are mostly 

at the level of retrieval and comprehension of the cognitive system. It can be said that Eker, Bilgin, 

and Baykan (2019), who analyzed the 2018 life studies curriculum according to Bloom's taxonomy, 

are in consensus with the result that the objectives are generally in the cognitive dimension. In 

addition, the investigating and decision-making sub-dimension, which is included as a skill in the 

2018 curriculum, had more objectives compared to the 2015 life studies curriculum. The finding that 

students do not acquire enough of decision-making and problem-solving skills by ¥zt¿rk (2015), who 

examines the life studies curriculum according to teachers' opinions, supports this situation. As a 

result of ķenay's (2015) research, it was concluded that the life studies curriculum is not sufficient to 

develop students' problem-solving and decision-making skills. Again, according to the research 

conducted by Baysal, Demirbaĸ- Nemli, ¥z­elik, and G¿neypēnar (2020), students' decision-making 

skills are at a moderate level. In addition, in the study of G¿zel, Berberoĵlu, Demirtaĸlē, Arēkan, and 

Tuncer (2009) in which the primary school curriculums were analyzed, it was concluded that the 

students could not acquire the objectives and skills. As a matter of fact, although there are more 

objectives at the level of application of knowledge in the 2018 life studies curriculum, it can be said 

that this situation is not capable of improving students' investigating, problem-solving and decision-

making skills, which is also supported by the studies in the literature.  

While there is one objective in the sub-dimension of process monitoring in the 2015 life 

studies curriculum regarding the metacognitive system, which is accepted as an indicator of the 

individual's motivation level and is the other system of taxonomy, there is no objective in the 2018 

life studies curriculum. The fact that the individual has knowledge about his/her own cognitive 

procedures and the objectives of metacognition, which is defined as the ability to manage these 

procedures, are low in number (Krathwohl, 2002), causes the students not to recognize, think and 

question the knowledge they have. In addition, it can be said that this process is also negatively 

affected when it is considered that metacognitive learning begins and develops from the age of three 

and the individual controls his own learning and memory through metacognitive learning (Karakelle 

& ķent¿rk, 2006). As a matter of fact, the lack of objectives in the metacognitive system shows that 

the curriculum is incomplete when it is considered that the life studies course brings awareness of 

individual existence (Topses, 2001, p. 5).  
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While there are 18 objectives in the 2018 life studies curriculum, there are 10 objectives in the 

2015 life studies curriculum in the self-system, which is the last system of taxonomy and is 

considered to be important for establishing a connection between the values, attitudes and beliefs of 

the individual. It is thought that this situation will affect the motivation and learning of the individual. 

Lee, Kim, Jin, Yoon, and Matsubara (2017) state that the metacognitive system and the self-system 

are the basis of provision of learning. However, in the 2015 and 2018 life studies curricula, it is seen 

that the distribution of the objectives according the three systems of Marzano and Kendall Taxonomy 

is not balanced and that the cognitive system is emphasized more. ¥zg¿­ (2019), who examined the 

2009, 2015 and 2018 second grade life studies curriculum within the framework of teachers' opinions, 

is in consensus with the result that the objectives and skills are not suitable for the cognitive, affective 

and psychomotor development levels of the students and that the life studies course does not provide 

enough of opportunities for self-regulation. Karadaĵ and Kaya (2017), who examined the primary 

school fourth grade curriculum according to the Marzano Taxonomy, support the finding that the 

objectives mostly take place in the cognitive system in the context of the curriculums they examined. 

In addition, when Karacaoĵlu (2020) made his taxonomic analysis of the second-grade level of the 

life studies curriculum, he arrived to the conclusion that the objectives were generally distributed as 

cognitive and affective. This is in line with the finding of Eker, Bilgin, and Baykan (2019) that the 

curriculum does not include upper-level steps. 

Taking the curriculum into consideration in the context of grade levels, it is seen that there 

were no first-grade objectives at all levels in the 2015 life studies curriculum. However; that this 

situation has been regulated in the 2018 curriculum. Considering the second-grade objectives; while 

there are no objectives for the upper levels of the cognitive system, metacognitive system and self-

system according to the 2015 Life studies curriculum, there is only one objective in the 2018 life 

studies curriculum. Although the third-grade objectives are in every level and sub-dimension in both 

the 2015 and 2018 life studies curriculum, they are not collected at a certain level or sub-dimension. 

When the 2015 and 2018 life studies curricula are considered according to the Marzano and 

Kendall Taxonomy, it is thought that the higher amounts of objectives in mental and psychomotor 

processes will increase the effectiveness of the curriculum. As a matter of fact, the fact that the 

objectives of domains of knowledge are at the level of retrieval and comprehension of the cognitive 

system in both the 2015 and 2018 life studies curriculum prevents students from being creative. The 

finding of Eker, Bilgin, and Baykan (2019) also supports this situation. However, the conclusion of 

Ulum (2017), who dealt with the primary school Turkish curriculum according to Bloom's Taxonomy, 

that the curriculum generally handled low-level skills and did not include high-level mental skills, and 

the conclusion of Deĵirmenci (2018) that primary school 4th grade course objectives were insufficient 

in terms of metacognitive knowledge and the conclusions of Baĸar (2005) that the educational 

objectives in the 2005 primary school 4th grade science and technology curriculum are not sufficient 
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for students to reach high-level cognitive, affective and psychomotor learning levels are in line with 

the findings of the research. 

The following recommendations can be made according to the results obtained: 

Å Regarding that the objectives for the cognitive system, which is the first system of the 

mental procedure, are generally at a low level, the curriculum should be revised in 

order for students to be able to acquire skills at the higher level of the cognitive 

system.            

Å It could be said that the regulation of the curriculum that is oriented towards 

Metacognitive and Self-system objectives, which are accepted as indicator of 

studentsô motivation levels and are based on questioning their own knowledge, will 

be effective in motivating students for the Life Studies course and acquiring skills.  

Å It is thought that the equal distribution of the objectives of both the cognitive system 

and the metacognitive and self-system at grade levels will support the cognitive and 

affective development of students.      

Å Considering the fact that Marzano and Kendall Taxonomy can also be used for 

student evaluation, it is thought classroom observations, examination of student 

product files and textbooks will be of guidance in the evaluation of the life studies 

curriculum.              
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Introduction  

Accepted by the society, facilitating social integration, initiating and maintaining 

communication in the process of establishing positive communication and relations with people, 

verbal and nonverbal communication skills, conflict resolution skills in problem and conflict 

situations, self-control skills such as behavior, empathy and being open to criticism are social skills 

(Riggio, 1986). In addition, social skills can also be expressed as the individual's revealing 

appropriate behavior patterns in line with the goals set (Morgan, 1998). 

Social skills consist of learned behaviors. It is possible for the individual to be accepted 

socially and to have a positive attitude in interpersonal relations with the person's social skills. In the 

social development process, it has features such as developing and changing social skills in the 

changing social environment of the person, finding ways of positive interaction in interpersonal 

relations, developing appropriate behavior for events and situations, and appearing with verbal and 

nonverbal expressions. (Cartledge & Milburn, 1980).  

It is one of the primary responsibilities of teachers to educate people who are part of the social 

functioning as individuals who are compatible with the society they live in and exhibit positive 

attitudes in interpersonal relations. The human power that provides social order and continuity can be 

trained through education. Social integration behaviors that can be gained through education can only 

be realized with teachers with advanced social skills. In addition to universal values, teachers should 

not remain unfamiliar with the cultural values and social structure of the society they belong to and 

should be a model in this regard (Bacanlē,1999). 

Teachers are the most important people to ensure the social development of students 

(Eryaman, 2007; Pavri& Monda-Amaya, 2001; Smith & Smith, 2000). Teaching social skills is one of 

the skills that teachers should give students, especially starting from the pre-school period, 

considering the social and individual needs of students in all educational institutions. 

While teachers support the social development of students, they also gain social skills for 

students. In this process, teachers become role models by demonstrating their own social skills inside 

and outside of the school. In addition, they can contribute both directly and indirectly by supporting 

social skills development in educational institutions, organizing appropriate activities using strategies 

and methods, and creating appropriate environments that will establish a ground for the 

transformation of these skills into behavior. 

In teaching social skills, the teacher plays an important role in and outside the classroom with 

activities that support peer interaction, collaboration, problem solving, and the development of 

expression skills. 
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In the studies conducted, it is seen that teachers consider social skills teaching important and 

argue that social skills should be a part of the applied curriculum. Bain and Ferris (1991) include 

teachers' views on the priority of social skills education and its need to be included in education 

programs. In addition, studies that reveal teachers' lack of knowledge and experience in the field of 

social skills are included in the literature. In their study, Cheney and Barringer (1995) included the 

opinions of teachers about their individual deficiencies in the field of social skills and their 

inadequacy in supporting students' social skills. There are similar studies in which teachers expressed 

their deficiencies in the field of social skills (Lane & Wehby, 2002). 

Teachers and families are among the most effective people who shape the social development 

of students. For this reason, it is important for teachers to have high social competencies and social 

skill levels individually and to grow up in dimensions that are deemed inadequate (Buchanan et al., 

2009). Starting from this point of view, it is necessary to reveal primarily the social skill levels that 

teachers have individually in the process of social skill acquisition. In order to reveal teachers' social 

skills levels, "Social Skills Scale", developed by the researcher, is a measurement tool, and it is 

thought to contribute to the field with its features such as having up-to-date features, high validity and 

reliability. Teachers whose Social Skills level is revealed with this measurement tool, realize the 

dimensions they are sufficient or their deficiencies. By this means, they will be able to perform 

activities to increase their social skill levels with supportive studies in the areas they lack (Pēnar, 

2009).  

When the international literature is examined, there are measurement tools for assessing the 

social skills of children and adolescents in the field of social skills, but there are no current studies to 

determine the social skills of adults and especially teachers (Teague, 2014). In this context, social skill 

levels can be measured with a measurement tool with high validity and reliability, which is updated 

and developed to evaluate the social skills of individuals in our country. Deficiencies can be identified 

and studies can be carried out to develop social skills. 

Most of the measurement tools used in studies in the field of social skills in our country are 

not up-to-date and there are no measurement tools that reveal the social skill levels of adults and 

especially teachers. This fact reveals the importance of the measurement tool presented in the study. 

Method 

Descriptive survey model is used in the study. Descriptive survey, which tries to describe the 

events or situations by revealing the way they exist and with quantitative or qualitative research 

methods, constitutes the model of the study (Karasar, 2008). The development process of Social Skills 

Scale (SSS) has been carried out by following the stages which are preparation of scale items, 

conducting the content validity study of the items, performing trial application, conducting construct 
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validity and reliability studies of scale items. SPSS and LISREL programs are used for validity and 

reliability analysis of the study. 

Sampling 

It is considered appropriate that the sample size selected in scale development studies should 

be between 5 and 10 times the number of items determined. The research was applied to 1064 

teachers working in public schools in ¢anakkale city center and its districts. There are 244 preschool 

teachers, 453 classroom teachers, 111 Turkish teachers, 95 Mathematics teachers, 79 Science teachers 

and 72 Social Studies teachers. 

It is stated that the number of samples to be selected from the range between 5000-50000 

values should be at least 381 with an allowable error limit of 0,05 (Andersan & Arsenault, 1998). 

1064 teachers from six different branches were determined by stratified random sampling. In 

determining the study group, it is based on the statements of Tabachnick and Fidell (2012), for factor 

analysis, a sample size of 300 is good, 500 is very good, and a sample size of 1000 is excellent. A 

sample size of 1000 has been reached. Random sampling without determining any probability refers 

to a stratified random sample selection where there are substrates and groups in a particular 

population (Pagano & Gouvreau, 1993).  

A total of 1064 teachers voluntarily participated in the research, including 600 teachers in the 

first stage of the study and 464 teachers in the second stage. In the tables below, there are tables 

showing the sample numbers of teachers by branch, professional year and place of duty. 

Table 1.Sample Numbers of Teachers According to Branches 

Branch Sample 

N % 

Preschool Teacher 244 22.9 

Classroom Teacher 463 43.5 

Turkish Language 111 10.4 

Social Studies 72 6.8 

Sciences 79 7.4 

Mathematics 95 8.9 

Total 1064 100,0 
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Table 2.Sample Numbers of Teachers According to Years of Professional Duty 

      Precedence Number of Teachers according to Years of 

Duty 

% 

1-10 years 262 24,6 

10-20 years 457 43,0 

+20 years 345 32,4 

Total 1064 100,0 

 

Table 3. Sample Numbers of Teachers According to Their Places of Duty 

Place of Duty Number of Teachers % 

Center of ¢anakkale  468 44,0 

Ayvacēk 29 2,7 

Biga 246 23,1 

Gelibolu  124 11,7 

Lapseki  87 8,2 

Bayrami­  31 2,9 

¢an  45 4,2 

Yenice  34 3,2 

Total 1064 100,0 

 

Item Pool 

Before the scale items appeared, the relevant literature was scanned, and Social Skills themed 

studies were carried out in Turkey and abroad. The behaviors that can be defined as Social Skills were 

determined and 124 items were included in the scale item pool under different sub-dimensions. The 

item pool, consisting of positive and negative examples, is submitted to the expert opinion to test the 

content validity. The scale is prepared in 5-point Likert type and it is scored as (1) Absolutely 

Disagree, (2) Disagree, (3) Undecided, (4) Agree, (5) Completely Agree. 

Expert Opinion (Content Validity)  

The scale items put forward by the researchers are submitted to expert opinion in order to 

evaluate the content validity. In line with the comments and suggestions of three faculty members in 

the field of Educational Sciences, two lecturers in the field of assessment and evaluation and three 

lecturers in the field of psychological counseling and guidance, and two teaching assistants from the 

department of Turkish language, the 87-item scale are made ready for application by removing some 

items from the 124-item pool. 
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Factor Analysis 

During the development process of the Social Skills Scale, the factor structure of the scale is 

tested by Exploratory Factor Analysis and Confirmatory Factor Analysis. In the exploratory factor 

analysis, in order to reveal the conceptual structure of the scale, statistical processes including scale 

items are carried out in order to test items (B¿y¿kºzt¿rk, 2012). With Confirmatory Factor Analysis, 

the goodness of fit between the data of the scale and the factor structure is examined. For that 

purpose, xĮ/sd, AGFI, GFI, CFI, RMSEA and SRMR values are examined and evaluations are made 

on how meaningful it is according to the fit index limits in the subtitle. 

The draft scale created in this study was applied to 600 teachers in the first application, and 

exploratory factor analysis was made on the data obtained. In accordance with the analysis results, the 

final version of the scale was created with items that provide structure validity. In the second 

application, the final version of the scale was applied to 464 teachers and confirmatory factor analysis 

was made. 

Reliability Calculation  

The reliability of the scale was examined by calculating the Cronbach's Alpha reliability 

coefficients of all items and sub-dimensions of the scale, and by evaluating the Cronbach's Alpha 

coefficients and piece-whole correlations during the analysis of the data.  

Findings 

Generation of the Item Pool 

In the study aiming to determine the social skill levels of teachers, social skill behavior 

expressions were tried to be determined. For that reason, interviews were made with 20 teachers from 

six different branches by asking open-ended questions on social skills. The related literature, national 

and international studies were scanned to form the Social Skills behavior statements. Many social 

skills behavior statements were determined in line with the opinions of field experts. While 

determining the behavioral expressions, social skills were tried to be contextualised with all 

dimensions.  

The behavioral expressions revealed were reviewed in terms of content, simplicity and 

understandability and necessary corrections were made. Some items were removed and 124 items 

were determined. 124 items, created for the scale at the first stage, were presented to domain experts' 

opinions. The number of items was reduced to 87 items in line with expert opinions and 

recommendations. The Social Skills Scale (SSS) consists of two parts with 87 items related to 

personal knowledge and social skills behavior. In the first stage, SSS is applied to 600 teachers who 

are pre-school, classroom teachers, Turkish, Social Studies, Science and Mathematics teachers. 
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Table 4. Sample Number of Teachers by Branches 

 

Branch 

Sample 

N % 

Pre-school Teacher 149 24.8 

Classroom Teachers 257 42.8 

Turkish Teachers 62 10.3 

Social Studies 39 6.5 

Science 41 6.8 

Mathematics 52 8.7 

Total 600 100.0 

 

Findings Related to the Validity of the Scale 

Exploratory Factor Analysis (EFA) is used to determine the factor structure of the scale and to 

examine the construct validity in this way. As a result of the Barlett test, it is determined that there is a 

relationship between variables subjected to (p=0,000<0, 05) factor analysis. As it can be seen in Table 

5, as a result of the test it is determined that the sample size (KMO=,60 and over) is sufficient for 

factor analysis. 

Table 5. KMO and Barlettôs Test  

Kaiser- Meyer-Olkin Measure of Sampling Adequacy ,912 

 

Bartlettôs Test of Sphericity 

Approx. Chi Square 7513,987 

Df 630 

Sig  ,000 

 

As a result of the transaction, it is seen that among the 36 items in the scale; 7 items have a 

high load value in the first factor, 8 items receive high load value in the second factor,  

each 5 items have a high load value in the third factor, the fourth factor and the fifth factor, and each 3 

items receive high load values in the sixth and seventh factors. It is determined that item factor loads 

of the scale items range from .47 to .84 and consist of 7 factors. 
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Figure 1.Social Skills Scale (SSS) eigenvalue scree plot 

Table 6. EFA Results (Factor Loads of the Items of Social Skills Scale (SSS)) 
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I5/1 ,69       

I36/2 ,69       

I69/3 ,68       

I56/4 ,66       

I12/5 ,64       

I14/6 ,60       

I7/7 ,52       

I53/8  ,72      

I45/9  ,69      

I49/10  ,66      

I51/11  ,63      

I39/12  ,62      

I50/13  ,59      

I72/14  ,54      

I86/15  ,47      

I4/16   ,76     

I3/17   ,73     

I2/18   ,70     

I1/19   ,51     
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I16/20   ,49     

I79/21    ,76    

I66/22    ,65    

I87/23    ,63    

I78/24    ,60    

I65/25    ,56    

I80/26     ,78   

I24/27     ,68   

I81/28     ,64   

I82/29     ,62   

I23/30     ,52   

I9/31      ,84  

I6/32      ,82  

I10/33      ,53  

I43/34       ,73 

I44/35       ,64 

I38/36       ,58 

**p<0.01 

These factors explain 54.73% of the total variance. In the studies conducted in the field of 

Social Sciences, it is considered sufficient if the variance values explained by the scale items are over 

50% (Kara, 2010). 

When the items that make up the factors are examined in detail, the relevant areas of the 

factors are examined and evaluated. They are named as "Social Cohesion, Self-control, Verbal 

Communication, Cooperation, Participation, Nonverbal Communication, and Conflict Resolution". 

While developing the Social Skills Scale, the factor structure of the scale is examined with the 

Explanatory Factor Analaysis. In the Explanatory Factor Analysis, factors are put forward by 

examining the connections between variables. It aims to evaluate whether the factors created and the 

variables examined in Confirmatory Factor Analysis are compatible with the data or not. Many fit 

statistics are used to evaluate the validity of the model in Confirmatory Factor Analysis (CFA). The 

most used of these are Chi-Square Goodress Test (xĮ), Goodress of Fit Index (GFI), Adjusted 

Goodress of Fit Index (GFI), Rood Mean Square Residuals (RMR or RMS), and Rood Mean Square 

Errors of Appsoximation (RMSA). Pearson Coefficient of Correlation is used to calculate the 

correlations between scale scores. 

It has been tried to determine whether there is a significant difference between the Social Skill 

Levels of the teachers according to gender, seniority, branch and the location of the school by using 

the necessary statistical tests. In the second phase of the study, Confirmatory Factor Analysis (CFA) 

is applied to examine the compatibility of the seven-factor structure, emerging with the Explanatory 
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Factor Analysis (EFA), with the data. It is determined by the confirmatory factor analysis whether the 

factors created by the Exploratory Factor Analysis are compatible with the factor structures proposed 

by the hypothesis or not. As a result of the CFA application, fit indexes are found as xĮ=1352,31 

(sd=573,p<,001), (xĮ/sd)=2,35 RMSEA=,054, RMS/RMR=0,049 Standardized RMR=0,065 GFI=0,85 

ve AGFI==,83. The coefficients of item-factor relationships calculated with CFA are shown in; 

Table 7. Fit Indices of the Factor Structure of the Scale 

 

 

Figure 2. In Figure I, The relationships between the factors in the model and the items of the 

factors are schematized. 

Lines extending from factors to the items and values on these lines state the influence quantity 

of the factors. The values on lines extending from outside to items express variance ratios that cannot 

be explained by items. When the relationship coefficients between the factors and the items, 

Fit Indices Adaptive Value 

CMIN/DF 2,35 

GFI ,859 

CFI ,875 

AGFI ,836 

NFI ,803 

RMSEA ,054 

SRMR ,0652 
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belonging to the factors, are examined in Figure I, it is seen that the values of all items are greater 

than 30 and change between 0.46 and 0.88 in Figure I. The factor loads of the items in the 'Social 

Cohesion' factor are seen as 0.71-0.54- 0.72-0.66-0.69-0.68-0.46.  It is seen that all the relationships 

between factor and item are meaningful at 01 level. 

It shows acceptable perfect fit if Chi-square statistic is xĮ/df <2, and shows acceptable fit if 

Chi-square statistic is xĮ/df<3. (Kelloway, 1998) In Goodness of Fit index (GF) and Comparative Fit 

Index (CFI), values of 0.90 or higher indicate acceptable fit. Root Mean Square Error OF 

Approximate (RMSEA) values between 0 and 10 determine acceptable values (Bryne, 2001; 

Stevens,2001). 

Findings Related to the Reliability of the Scale 

In order to determine the reliability of the scores, obtained with the Social Skills Scale (SSS) 

so as to determine the accuracy of the measurement, Cronbach alpha internal consistency coefficient 

of all scale items and sub-dimensions is examined. Alpha values, as indicated in Table 8 below, are, 

87 for the whole scale. For the factors, it is seen that they take values between, 50 and, 84. Having a 

value higher than 30, item-total correlations show that the reliability of the scale items is high 

(B¿y¿kºzt¿rk, 2012). As a result of the findings, it is concluded that the internal consistency 

coefficients of the scale items and factors are sufficient, and coherent measurements are made. 

Table 8. Social Skills Scale (SSS) Internal Consistency Levels 

Factors Item Number Cronbachôs alfa 

Social Cohesion 7 ,840 

Self-control 8 ,829 

Verbal Communication 5 ,767 

Cooperation 5 ,718 

Participation 5 ,767 

Nonverbal Communication 3 ,719 

Conflict 3 ,502 

 

Conclusion, Discussion And Recommendation 

Since the desired value is specified as 1 in the KMO test, values close to this value are 

accepted as very good values. The achieved values should not be less than 0.50 (Tavĸancēl, 2019). 

The KMO value of 0.912 obtained in the study shows that the data set is an excellent value for factor 

analysis. The value found as a result of the Bartlett test analysis was found to be significant (p᾽0.01). 

It was determined that the correlation between variables, which determines the suitability of the data 

set for factor analysis, is at a high level (B¿y¿kºzt¿rk et al., 2008). 
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The factor number of the scale was determined and factor analysis was repeated. The item 

factor load values of the factors were examined. The item factor loading value is required to be 0.45 

and higher (Tabachnick & Fidell, 2012). Accordingly, an item which the factor loading value is under 

(0.45) was removed from the scale. 

A measurement tool with high validity and reliability is developed so as to determine the 

social skill levels of teachers. 87 items in the item pool are applied. As a result of the evaluation of the 

obtained data by Exploratory Factor Analysis, items with factor loads below, 30 are removed from the 

scale. The 36-item scale is made ready to be applied in its final form. It is determined that 7 of the 

scale items have high load value on the first factor, 8 items have high load value on the second factor, 

and 5 items have high load value on the third, fourth and fifth factor, and 3 items have high load 

values on the sixth and seventh factors. Factor load values of scale items are expressed as, 60 and 

above as high, and, 30-50 as medium level (Kline, 2000). It is stated that a factor load value of 45 and 

above is a good measure. With the 36-item scale developed by Tabachnick and Fidell (2012), it is 

determined that the factor load values of the items take a good level. To determine the reliability of 

the scale, Cronbach's alpha reliability coefficients for all scales and dimensions were calculated. The 

reliability coefficient for the whole scale was found to be 0.87. 

It was determined that 7 factors in the scale clarified 54.73% of the total variance. According 

to B¿y¿kºzt¿rk (2012), it should explain at least 30% of the total variance. In a scale with more than 

one factor, scale items should be able to explain 40% to 60% of the total variance (¢okluk et al., 

2010). The factor loading values of the items in the scale vary between 0.47 to 0.84. If these values 

are significant, it means that there is a significant relationship between the observed and latent 

variables. 

In the scale, there are seven items measuring the sub-dimension of social adaptation which 

can be expressed as social skills behavior indicators, 8 items measuring the dimension of 'self-

control', 5 items measuring the dimension of 'Verbal Communication', 5 items measuring the 

dimension of 'Collaboration', 5 items measuring the 'Participation' sub-dimension, 3 items measuring 

the 'Nonverbal Communication' sub-dimension, 3 items measuring the 'Conflict Resolution' sub-

dimension. In the study, it is concluded that the Social Skills Scale (SSS) consisting of 36 items and 7 

sub-dimensions is a valid and reliable measurement tool for measuring the social skill levels of 

teachers.  

Teachers who have the responsibility of being role models for students should have all the 

skills that should be gained to students through education. Therefore, they should have social skills 

especially themselves. It is very important for the new generation to make these gained skills a part of 

their own lives and the lives of students. In the literature, there are researches that measure and 

improve the Social Skills Levels of university students, pre-school, middle school and secondary 
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school education students (Fischer, 2004; Simons, et al., 1991; Humprey, et al., 2011; Seven ve 

Yoldaĸ, 2007; Phillipsen, et al., 1999; Aktē, 2011; Dicle, 2006). Program development studies to 

increase their social skill levels like (Durualp & Aral, 2010; Denham & Burton, 2003). 

For example; Yal­ēn (2002), emphasizes the importance of social skill behavior in preschool 

in his study, in which he examines the Social Skills levels of preschool teachers, and focuses on the 

effect of social skill levels of teachers on the social skill acquisition process (Liman, 2017). However, 

studies evaluating the social skill levels of teachers are not taken place enough in the field. In the 

literature, there are more studies on students' social skills. Studies examining teachers' social skills 

and social skill behaviors are U­ar (2010), Winemiller (2006), Kara (2003), Hamarta (2009), Kēlē­ 

(2019), Warga (1996), Tepeli and Arē (2011), Novak, et al., (2016). 

Before doing social skills training activities, it is necessary to make a diagnosis in order to 

determine their characteristics. However, as a result of these evaluations, realistic goals can be formed 

regarding what the person will learn in the future (Bacanlē, 1999; Goodwin, 1999; Gresham &Elliot, 

2008; Kelly, 2017; Merrel & Gimpel, 1998; Strain & Odom, 1986). 

The limitations of the application of the measurement tool, the subjective answers to the 

questions while answering the scale questions, the effects of perceptions and emotions on the answers 

given, affect these scales, which are used to convert them into numerical data and cause some errors 

(Avcēoĵlu, 2007; ¥zg¿ven, 1994). 

The most important result of the research is the development of a domestic measurement tool 

that can measure the social skill level of adults A new scale based on teacher evaluation has been 

added to the literature. It is thought that this scale, which was developed due to the lack of a scale for 

adults in the field of social skills, will encourage other scale development studies for the area. It is 

thought that the scale, which is an up-to-date measurement tool with high validity, reliability and 

developed to reveal the social skill levels of teachers, different from the social skill levels of students 

especially in this field, will contribute to the field. 
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APPENDIX: Social Skills Scale (SSS) Sample Items  

1. English Version 
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Abstract 

The aim of the study is to investigate the relationship between organizational justice, professional 

motivation and organizational identification. In this study, relational model was used. The population 

of the study consists of teachers from primary schools in the province of Gaziantep in Turkey during 

2019-2020 academic year, and the sample consists of 368 primary school teachers. The data were 

collected through ñOrganizational Justice Scaleò, ñProfessional Motivation Scaleò and 

ñOrganizational Identification Scaleò. In the analysis of the data, descriptive statistics about the 

variables were calculated, correlation and regression analysis were performed. According to the 

descriptive statistical results of the study, teachers' perceptions of organizational justice, professional 

motivation and organizational identification are at a high level. Organizational justice has a positive, 

moderate relationship with professional motivation and organizational identification. Besides, there is 

a positive and moderate relationship between professional motivation and organizational 

identification. As a result of the stepwise multiple regression analysis conducted to determine the 

relationship between professional motivation, organizational justice, and organizational identification, 

it was determined that professional motivation has a partial mediating role in the relationship between 

organizational justice and organizational identification. It is considered important to increase the 

motivation of teachers by treating them equally and fairly in the distribution of resources to identify 

with the school. Moreover, with the increase in motivation, it can be ensured that teachers increase 

their performance and identify with their organizations.  
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Introduction  

In schools, where the human resources of the society are raised, teachers have an important 

role in the effective management of educational activities. Teachers work hard to fulfill both their 

individual goals and the duties and responsibilities expected by the schools. The level of this hard 

work may vary according to teachersô perceptions of justice. In other words, fairness and 

consideration of ethical rules in decisions taken, practices, and distribution of resources positively 

affect the performance of teachers (Akar, 2018; Cheung & Law, 2008; Duffield & McCuen, 2000). 

Besides, a high perception of justice leads teachers to embrace their schools by improving their sense 

of belonging and commitment (Baĸar & Sēĵrē, 2015; Cohen-Charash & Spector, 2001). Therefore, it 

can be stated that teachers who embrace and identify themselves with their school will work hard 

towards achieving the goals of the school and have higher professional motivation. In this context, 

this study gives suggestions based on the findings obtained by examining the relationships between 

these variables. 

Literature Review 

In today's business life, individuals are expected to work in order to achieve the goals of their 

organization, aside from their personal goals and to perform according to this. The level of 

performance in question can vary according to perceptions of justice of the organization. According to 

Adams (1965) equality theory, the concept of justice is considered within the framework of a social 

change. When deciding whether the organization they work in is fair or not, employees often compare 

the contribution/reward rates of other employees working in similar conditions with their 

achievements (Judge & Colquitt, 2004). Organizational justice, expressed in various ways in the 

literature, is defined as the reflection of the general sense of justice on the working environment, and 

the rules on the management and distribution of rewards and punishments (Byrne & Cropanzano, 

2001; Moorman, 1991). Organizational justice, which was discussed in two dimensions as distributive 

justice and procedural justice at first, started to be evaluated in three dimensions with the addition of a 

third dimension as interactional justice in later studies (Eskew, 1993; Greenberg, 1990; Roch & 

Shanock, 2006). Within the scope of this study, organizational justice is discussed in three 

dimensions: distributive justice, procedural justice and interactional justice. Distributive justice, 

employeesô assessment of performance outcomes such as salary, rewards and promotion, and their 

attitudes towards the distribution of resources (rewards, money, promotions, etc.); procedural justice, 

employeesô perceptions of the fairness of the methods and processes used in the allocation of 

resources rather than the allocation of resources itself, and interactional justice, managersô attitudes 

and behaviors towards employees during the implementation of procedures (Moorman, 1991; 

Jawahar, 2002). In the light of this information, it can be argued that organizational justice - which 

has an important role in the attitudes and behaviors of employees in the organizational environment - 

is a preliminary variable of organizational identification of employees. 
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Organizational identification is becoming increasingly important as a key concept in the field 

of organizational behavior. Because it is accepted as a determining factor in forming psychological 

bonds with the organization, as well as the attitudes and behaviors of the employees in the 

organizational environment (Edwards, 2005). Organizational identification means that employees 

perceive themselves as part of a whole and establish a psychological bond with the organization 

(Ashforth & Mael, 1989; Van Kippenberg & Sleebos 2006). Individuals, who identified themselves 

with the organization they work for, express themselves considering the identity of the organization 

which they are a member of and act accordingly by seeing the goals of the organization as their own 

(Wiesenfeld et al., 2001). This will contribute to increasing the motivation of employees by ensuring 

that they identify with their organizations, and develop positive attitudes and behaviors. 

Motivation, which is defined as action programs and behavioral patterns that individuals 

develop according to their desired goals, plays an important role in the performance of the individual 

and the organization (Laming, 2004). Professional motivation, on the other hand, is defined as a 

process that empowers and guides the behavior of individuals in the organizational environment 

(Leonard et al., 1999). It is extremely important to have high and sustainable motivation in the 

teaching profession, which is affected by many factors such as students, parents, school 

administrators, curriculum, and education policies (Ceviz, 2018). In this regard, Yēlmaz (2009) stated 

that the high level of professional motivation of teachers is a determining factor in an effective and 

productive educational environment, job satisfaction and performance; moreover, Aypay (2011) drew 

attention to the importance of professional motivation by emphasizing that it is one of the 

prerequisites of being a good teacher. Therefore, professional motivation increases the performance of 

teachers and enables them to develop positive attitudes and behaviors towards both their school and 

their profession. 

It can be observed in the literature that various studies have been conducted to determine the 

relationship between the variables. Tyler (2000) argued that the perception of justice shapes the 

feelings, thoughts, and behaviors of individuals, and therefore organizational justice is an important 

determinant of organizational identification. Being fair and impartial in procedures in the 

organizational environment, adopting practices that meet the expectations and needs of individuals, 

and respecting their work increase organizational identification (Cheung & Law, 2008; Chen et al., 

2015; Moorman, 1991; Olkkonen & Lipponen, 2006). In this context, Hoy and Miskel (2010) referred 

to the relationship between organizational justice and motivation by stating that one of the most 

important determinants of individual motivation is the belief that the individual is treated equally with 

other employees in the organization. There are findings indicating that organizational justice 

positively affects motivation of individuals (Liao & Tai, 2006; Misra et al., 2013), and being fair 

when implementing rules and in interpersonal interactions increases motivation (Barling & Michelle, 

1993). When the concepts of organizational justice and motivation are evaluated within the context of 
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education, it can be argued that taking justice into consideration in school practices and establishing 

qualified communication with teachers will positively affect professional motivation. The 

identification between motivation levels of individuals and organizational outcomes has a positive 

relationship with motivation (Akman, 2018; Ceviz, 2018; Mael & Ashforth, 1995; Richardson & 

Watt, 2006; Van Dick & Wagner, 2002). In a study conducted by Akman (2017) on the relationship 

between professional motivation and identification, it was stated that identification is related to 

motivation, professional motivation increases identification, and individuals who identify with their 

organization will perform at a higher level. Based on these statements, it can be said that teachers who 

feel comfortable in the work environment, who love their profession, and who see themselves as a 

part of the school will identify more with their school.  

The abovementioned statements indicate that being fair in the work and procedures in schools 

contributes to teachersô identification with the school by increasing their professional motivation. 

Although there are various studies on these variables in the literature, no study has been found in 

which three of these variables are evaluated together and the mediation role is examined. In this 

context, this study aims to determine the relationship between organizational justice, professional 

motivation and organizational identification. For this purpose, following questions were tried to be 

answered. 

1. What are the teachersô perception levels of organizational justice, professional motivation, 

and organizational identification? 

2. Is there a statistically significant relationship between organizational justice, professional 

motivation, and organizational identification? 

3. Does professional motivation have a mediating role in the relationship between 

organizational justice and organizational identification? 

Method  

Research Model 

The study was designed with the relational model, which aims to determine the existence and 

direction of the relationship between two or more variables (McMillan & Schumacher, 2010). In this 

context, after determining the relationship between organizational justice, professional motivation, 

and organizational identification variables, predictions were made about the possibility of a cause-

effect relationship between these variables. 

Sample 

The population of the study consists of teachers from primary schools in the province of 

Gaziantep in Turkey during 2019-2020 academic year, and the sample consists of 368 primary school 

teachers selected by disproportionate cluster sampling method from the primary schools in this 
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population. The scale form was distributed to approximately 475 teachers, taking the return rate into 

consideration. Of the 382 returned scales, 14 scales that were incomplete and incorrectly filled were 

excluded from the analysis. It was decided that 368 teachers were sufficient for 95% confidence level 

and Ŭ=.05 significance by using the formula prepared for known sizes of the main mass number 

(Field, 2009), 77.47% of the scales were considered valid and analyzes were made on 368 scales. 

66.6% of the teachers (n=245) in the sample were female, (n=123) 33.4% were male; (n=213) 57.9% 

were married, and (n=155) 42.1 were single. According to age groups, (n=211) 57.3% were in the age 

group of 21-30, (n=134) 36.4% were in the age group of 31-40, (n=23) 6.3% were in the age group of 

41 and above. 

Data Collection Tools 

ñOrganizational Justiceò, ñProfessional Motivationò and ñOrganizational Identificationò 

scales were used as data collection tools in the study, aside from the personal information of teachers. 

5-point Likert scale has been used in all scales as; ñstrongly disagree (1)ò, ñdisagree (2)ò, ñslightly 

agree (3)ò, ñagree (4)ò and ñtotally agree (5)ò. 

Organizational Justice Scale: The scale, developed by Hoy and Tarter (2004) and adapted to 

Turkish by Taĸdan and Yēlmaz (2008), consists of 10 items and one dimension. In this study, the 

Cronbachôs alpha reliability coefficient of the scale is determined as .85. The construct validity of the 

scale was tested by confirmatory factor analysis (CFA). In the analysis phase, modifications were 

made by adding covariance between the error terms of OJ3 and OJ5 and OJ6 and OJ7, and thus the 

model fit values were increased. As a result of CFA, mostly ɢ
2
, ɢ

2
/df, GFI, NFI, IFI, TLI, CFI, 

RMSEA, RMR values are reported (Kline, 2011). These values are also reported within the scope of 

this study. According to the CFA result, model fit values are identified as; ɢ
2
=53.263, ɢ

2
/df=3.133, 

GFI=0.974, NFI=0.963, IFI=0.975, TLI=0.958, CFI=0.974, RMR=0.021, RMSEA=0.076, and it has 

been concluded that these values are at acceptable levels (Hu & Bentler, 1999; Schumacker & Lomax, 

2010). This result provides evidence that the unidimensional structure of the scale was confirmed in 

the research sample and that the scale was structurally appropriate. 

Professional Motivation Scale: The scale developed by Ceviz (2018) consists of 30 items and 

5 sub-dimensions (pleasure, value, commitment, dedication, and contribution). In the present study, 

the Cronbachôs alpha reliability coefficient is calculated as .93. In the CFA stage, a modification was 

made by adding covariance between the error terms of PM1 and PM2 items, and PM24 was removed 

because it was associated with items of different dimensions and increased the chi-square value. Thus, 

model fit values were increased. According to the CFA result, model fit values are found to be in 

acceptable level as; ɢ
2
=1007.538, ɢ

2
/df=2.760, GFI=0.834, NFI=0.894, IFI=0.930, TLI=0.922, 

CFI=0.929, RMR=0.021, RMSEA=0.069 (Hu & Bentler, 1999; Schumacker & Lomax, 2010). This 
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result is evidence that the five-dimensional structure of the scale was confirmed in the research 

sample and that the scale was structurally appropriate. 

Organizational Identification Scale: The scale, developed by Mael and Ashforth (1992) and 

adapted to Turkish by Tak and Aydemir (2004), consists of 6 items and one dimension. In the present 

study, the Cronbachôs alpha reliability coefficient is calculated as .81. As a result of CFA, model fit 

values are found to be; ɢ
2
=15.400, ɢ

2
/df=1.711, GFI=0.986, NFI=0.958, IFI=0.982, TLI=0.970, 

CFI=0.982, RMR=0.013, RMSEA=0.044. These values are at acceptable levels (Hu & Bentler, 1999; 

Schumacker & Lomax, 2010). This result shows that the one-dimensional structure of the scale was 

confirmed in the research sample. 

Data Analysis 

SPSS 22.0 and AMOS 23.0 statistical package programs were used for data analysis. A 

stepwise multiple regression analysis was conducted to determine the predictive power of 

organizational justice, professional motivation, and organizational identification. Before the 

regression analysis, required assumptions (multicollinearity, homoscedasticity, extreme values, 

linearity and normality) were tested. For the multicollinearity problem; the binary correlations 

between independent variables were identified to be less than .90; VIF values of independent 

variables to be less than .10, and tolerance values to be greater than .10. These values show that there 

is no multicollinearity problem. Besides, it was determined that the values of the independent 

variables in the data set and the variances in the subsets of the dependent variables are equal to each 

other (homoscedasticity). The extreme values were determined using Mahalanobis distances and it 

was concluded that the values were below 13.82 (Pallant, 2005), which is considered to be the critical 

value. The linearity and normality assumptions of the data were determined by calculating the 

skewness and kurtosis coefficients. Since the values obtained varied between -1.5 and +1.5, the data 

were found to be normally distributed (Tabachnick & Fidell, 2013). As a result, the analyzes were 

carried out by providing the assumptions required for the regression analysis. 

Results 

Descriptive statistics (arithmetic mean, standard deviation, and standard error) and correlation 

coefficients regarding variables are presented in Table 1 below. 

Table 1. Descriptive Statistics and Correlation Coefficients Regarding Variables  

Variables Mean SD SE 1 2 3 

1. Organizational Justice 3.95 0.50 0.03 1   

2. Professional Motivation 3.88 0.38 0.02 .402** 1  

3. Organizational Identification 3.85 0.42 0.02 .530** .376** 1 

** Correlation is significant (p<.01) 
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As seen in Table 1, organizational justice (M=3.95, SD=0.50), professional motivation 

(M=3.88, SD=0.38), and organizational identification (M=3.85, SD=0.42) perception levels are high. 

This result can be interpreted as teachers' perception of justice in schools, their motivation towards 

their profession, and their level of identification with the school in general. 

In Table 1, correlation coefficients between organizational justice, professional motivation, 

and organizational identification vary between .376 and .530. A moderate positive correlation 

between organizational justice and professional motivation (r=.402**, p<.01); There is a moderate 

positive correlation between organizational justice and organizational identification (r=.530**, 

p<.01); There is a moderate positive correlation between professional motivation and organizational 

identification (r=.376**, p<.01). 

The Role of Professional Motivation in Organizational Justice and Organizational 

Identification Relationship 

The results of the stepwise multiple regression analysis conducted to determine the 

relationship between professional motivation, organizational justice, and organizational identification 

are presented in Table 2. 

Table 2. Regression Analysis Results Regarding The Role of Professional Motivation in The 

Relationship between Organizational Justice and Organizational Identification 

Model Independent variables B SE ɓ t p 

1
. 

s
te

p 

(e
n

te
r) 

(constant) 4.168 0.109  38.315 .000 

Gender (dummy) -0.114 0.046 -0.127 -2.476 .014 

Age -0.009 0.003 -0.134 -2.614 .009 

2
. 

s
te

p 

(constant) 2.359 0.181  13.031 .000 

Gender (dummy) -0.024 0.040 -0.027 -0.604 .546 

Age -0.008 0.003 -0.121 -2.755 .006 

Organizational Justice 0.444 0.038 0.522 11.649 .000 

3
. 

s
te

p 

(constant) 1.774 0.236  7.515 .000 

Gender (dummy) -0.010 0.040 -0.011 -0.255 .799 

Age -0.007 0.003 -0.102 -2.338 .020 

Organizational Justice 0.385 0.041 0.453 9.509 .000 

Professionel Motivation 0.199 0.053 0.180 3.768 .000 

Dependent variable: Organizational Identification, R=.568, R2=.323, ȹR2=.316, F(4,363)= 43.318, p<.001 

As can be seen in Table 2, in the stepwise multiple regression analysis, it is found that the 

organizational justice added in step 2 positively and significantly predicted the organizational 

identification, after adding the gender and age control variables to the model in step 1. In step 3, 

professional motivation was added to the model and it was found that both professional motivation 

and organizational justice positively and significantly predicted the organizational identification. The 
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decrease in the predictive power of organizational justice with the addition of professional motivation 

to the model and the significance of this decrease (p<.001) provides evidence that professional 

motivation has a partial mediating role in the relationship between organizational justice and 

organizational identification. ȹR
2
 value was examined to determine the level of independent 

predictive contributions that contribute to the model statistically in the prediction of organizational 

identification; and it was determined that organizational justice and professional motivation variables, 

together with gender and age, explain 31.6% of organizational identification (ȹR
2
=.316, 

F(4,363)=43,318, p<.001). 

When the t values in Table 2 are examined, it can be observed that the constant number, 

organizational justice, and professional motivation are significant at p<.001, and age is significant at 

p<.05 level. The equation obtained as a result of stepwise multiple regression analysis is; 

ñOrganizational Identification=1.774 + -.010* Gender (dummy) + -.007*Age + .385*Organizational 

Justice + .199*Professional Motivationò. With the help of this formula, the predictive level of 

organizational justice and professional motivation on organizational identification can be estimated 

when gender and age variables are taken under control. 

The significance of the mediating effect of professional motivation was determined using the 

Sobel Test. In this context, the values were entered into the MedGraph-I program, developed by Jose 

(2003), and the results shown in Figure 1 below are obtained.  

 

Figure 1. Mediating Role of Professional Motivation 

Table 3. Sobel Test Results for Mediating Effect 

Mediating Role Partial 

Sobel Z-Value 3.394791 

p  0.000687 

Direct Effect 0.453 

Indirect Effect 0.077 

Total Effect 0.530 
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According to Table 3, the mediating effect of professional motivation is significant at p<.001 

level. It was determined that the direct effect of organizational justice on organizational identification 

was determined is ɓ=0.453, the indirect effect due to the mediating effect of professional motivation 

is ɓ=0.077, and the total effect ɓ=0.530. This result shows that professional motivation has a partial 

mediating role in the relationship between organizational justice and organizational identification. In 

other words, organizational justice has a positive and significant effect on organizational 

identification, both directly and through professional motivation. 

Discussion, Conclusion and Recommendations  

In this study, the relationship between organizational justice, professional motivation, and 

organizational identification have been evaluated. According to the descriptive statistical results of the 

study, teachersô perceptions of organizational justice, professional motivation and organizational 

identification are at a high level. This finding can be interpreted as teachers think that the practices in 

schools are generally equal and fair, and their professional motivation and identification with their 

schools are high. As a result of the correlation analysis conducted to determine the direction and level 

of the relationship between variables, it was found that the variables had a moderate, positive and 

significant relationship with each other. In other words, the increase in teachersô perception of 

organizational justice will increase their motivation towards their profession and their identification 

level with their schools, on the contrary, when their organizational justice perception levels are low, 

their professional motivation and identification levels will decrease.  

It was found that there is a positive relationship between organizational justice and 

organizational identification, supporting the findings obtained in various studies (Chen et al., 2015; 

Cohen-Charash & Spector, 2001; Olkkonen & Lipponen, 2006) on the relationship between 

organizational justice and organizational identification. In this regard, Chen et al. (2015) stated that 

organizationsô being impartial while determining the procedures affecting employees and acting 

according to meet the expectations of the employees will increase the organizational identification, 

and Olkkonen and Lipponen (2006) stated that the procedures for ensuring justice and the distribution 

of justice are important factors for identification of employees with their organizations. However, the 

result of the positive relationship between organizational justice and the professional motivation of 

the teachers obtained by this research coincides with the results of similar studies in the literature. 

Hoy and Miskel (2010) referred to the relationship between organizational justice and motivation by 

stating that one of the most important determinants of individual motivation is the belief that the 

individual is treated equally with other employees in the organization. Based on this information, it 

can be argued that the sharing of the resources of the school, the reward/punishment system, the 

fairness of school administrators in their attitudes and behaviors towards teachers will increase 

professional motivation and organizational identification levels of teachers.   



Educational Policy Analysis and Strategic Research, V16, N4, 2021 

É 2021 INASED 

136 

As a result of the stepwise multiple regression analysis conducted to determine the 

relationship between professional motivation, organizational justice, and organizational identification, 

it was determined that professional motivation has a partial mediating role in the relationship between 

organizational justice and organizational identification. In other words, organizational justice predicts 

organizational identification both directly and through professional motivation. There are findings 

indicating that organizational justice positively affects motivation of individuals (Liao & Tai, 2006; 

Misra et al., 2013), and being fair when implementing rules and in interpersonal interactions increases 

motivation (Barling & Michelle, 1993). Eisenberger et al. (1990) argued that caring about and 

meeting (or trying to meet) the needs of employees is an indication that organizations treat their 

employees with respect. Studies have revealed that organizational justice positively affects 

organizational identification (Chen et al., 2015; Baĸar & Sēĵrē, 2015). If employees consider 

mechanisms such as resource sharing, reward&punishment system, attitudes and behaviors of 

managers, and taking opinions of employees as fair, the level of their identification with the 

organization will increase (Cheung & Law, 2008). In light of this information, it can be argued that 

organizational justice increases teachersô professional motivation and organizational identification 

level, which supports the findings of this study. 

When the results of the study were evaluated in general, it was revealed that teachersô 

perceptions of organizational justice increased their professional motivation and, accordingly, was an 

important determinant in their identification with the school. From this point of view, it is considered 

important to increase the motivation of teachers by treating them equally and fairly in the distribution 

of resources to identify with the school. Moreover, with the increase in motivation, it can be ensured 

that teachers increase their performance and identify with their organizations. Teachersô identification 

with their schools will contribute to the effective realization of educational goals by making them 

more productive and increasing their performance levels. In future studies, there can be research on 

different variables, which are considered to be the antecedents of organizational identification, such as 

self-efficacy, school culture, personality traits, and leader-member interaction. Qualitative and mixed 

studies can be conducted to determine variables that may negatively affect teachers' identification 

with their schools. HLM or Multilevel SEM analyzes can be used to determine which variables affect 

the findings at school level or teacher level. 
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Abstract 

This study aimed to examine children's perceptions regarding the concepts of benevolence and 

responsibility in early childhood and the way they put them into practice. The study was designed 

according to the basic qualitative research method and consisted of 64 children between the ages of 4 

and 5. The data were collected through interactive value stories, childrenôs drawings related to the 

relevant values, and semi-structured interviews. The data analysis presented remarkable results, the 

first of which is that preschool children may have not only result-oriented but also intention-oriented 

moral values. The second result is that the course of behaviours related to moral values is primarily 

directed towards family members. As the third result, preschool children's moral values were found to 

appear often in their relationships with people in need and with people who are much older. Finally, 

the fourth result indicates that children associate moral values not only with human beings but also 

with nature and plants, which is a significant indicator that universal moral thinking can develop in 

children of this age. 
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Introduction  

The impact, role, and importance of early childhood education not only on the lives of children 

but also on their families are rapidly increasing in the world (Lee & Hayden, 2009; UNESCO, 2008). 

The preschool period is one of the most important stages aiming the social, emotional and cognitive 

development of children in a programmed manner after their own families (Bronfenbrenner & Morris, 

2006, p. 993-1028; Hildebrandt & Zan, 2008, p.352). In the process of growing up and socializing, 

children form their own moral and ethical grounds according to what they hear, experience, and 

obtain from the society (Veisson & Kuurme, 2010). Not only the social, emotional and language-wise 

development of preschool children, but their mental and physical development is expected to be 

achieved in a systematic educational environment. In addition to the developmental areas mentioned 

above, the preschool period is of critical importance in the lives of individuals in terms of moral 

development. In this sense, values are ethical principles that contain good and desirable 

characteristics, motivate and influence human behaviour, affect decision-making processes, and give 

us an idea about what we should be like and how we should act (Cooper, 2014; Sagiv, 2002; Schaefer, 

2012). In other words, the early childhood period is of great importance not only in academic terms 

but also in terms of raising individuals with sound personalities and values. 

In this context, this study has tried to determine whether preschool children possess moral 

values, which are very important in terms of human skills, and to identify the value-related 

perceptions of preschool children and how children can put such values into practice. 

Responsibility Value in Early Chil dhood 

Responsibility can be defined as being aware of one's own behaviour or any kind of 

circumstances within his/her authority and undertaking the consequences of his/her actions and deeds. 

In addition, people are expected to take the moral and legal responsibilities of their own actions and 

circumstances within their authority (Glover, 1970). Lickona (1991) defined responsibility as the 

active aspect of morality. The author further specified the concept of responsibility as showing care 

and attention for oneself and others, fulfilling oneôs obligations, participating in the social process, 

trying to alleviate suffering, and striving for a better world. 

Undoubtedly, children are not born with a sense of responsibility. However, learning to be 

responsible starts sooner than most people think. It could be argued that a variety of phenomena that 

children can perceive around them from the moment they are born, the care and attention shown by 

parents, and the way parents fulfil their responsibilities create the initial effects on children. Scientists 

who study the development of child personality often claim that young children acquire their 

knowledge of responsibility according to the way their needs are met by the people around them. 

From another standpoint, the currently used preschool program by the Ministry of National Education 

(MoNE, 2013) in Turkey stated that children aged five to six begin to notice the consequences of their 
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behaviour and to act more responsibly. In fact, it seems clear that a well-structured social environment 

along with maturation can help to gain values in early childhood. 

Benevolence Value in Early Childhood 

Studies show that the benevolence value can be observed in children starting from an early 

age. As an example, in a study by Warneken and Tomasello (2007), the researchers observed 18-

month-old toddlers during routine activities at home, and the study concluded that children in this 

month are able to help their parents in daily routines. Similarly, the preschool education program in 

Turkey (MoNE, 2013) emphasized that three-four-year-old children can handle simple tasks and 

responsibilities in activities and fulfil their daily routines. 

In this context, it is of great importance for children to learn values from an early age, 

whether it is achieved through educational activities in schools or through other activities in families 

(Karatekin & Sºnmez, 2014). 

Moral Development in Early Childhood 

Moral development theories about childhood examined in the literature emphasized three 

different theories, the first of which is based on the ideas of Piaget (1965) and Kohlberg (1984), 

which try to explain moral development with different aspects of cognitive development. Another 

group of theories are those put forward by Gilligan (1997) and Hoffman (2001), which emphasize the 

importance of emotional factors rather than cognitive development and the importance of the 

principles of care and upbringing of children. And finally, there are theories arguing that moral 

development occurs with the combination of cognitive and emotional development as mentioned 

above, and that the moral judgments of individuals can change according to the situation and 

conditions (Eisenberg, 1986; Rest, 1994). 

Among these theories, Piaget's theory carried out studies on moral development with story pairs that 

he read to children and that contain dilemmas as well as a moral theme (McLeod, 2015). 

ñThere was once a little girl who was called Marie. She wanted to give her mother a nice 

surprise and cut out a piece of sewing for her. But she didnôt know how to use the 

scissors properly and cut a big hole in her dress.  

A little girl called Margaret went and took her motherôs scissors one day when her 

mother was out. She played with them for a bit. Then, as she didnôt know how to use 

them properly, she made a little hole in her dress.ò (Piaget, 1932).  

During such an activity, after the story pairs are read, the children are asked, "Who is 

naughtier?" Typically, young children (in preoperational and early concrete operations, i.e., up to the 

age of 9-10) say Marie is the naughtier child. Drawing on Piaget's theory, Kohlberg created his own 

theory consisting of three levels and six stages, and similarly, tried to determine the moral states of 
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individuals by revealing scenarios containing moral dilemmas. The best known of these scenarios is 

the Heinz dilemma (Kohlberg, 1969). According to Kohlberg, cognitive development is a prerequisite 

for moral development, but is not sufficient by itself. 

The Current Study 

Since education in preschool affects the future life of children, it is necessary to recognize and 

evaluate this period in the best way in order to raise children with positive personalities (Aral, Kandēr 

& Can Yaĸar, 2011). In the 2013 preschool education program in Turkey, the expression saying the 

child ñpays attention to cultural and universal valuesò, which is included under the heading of the 

fundamental features of the program, emphasized that the exercises related to values education should 

be applied in classrooms (2013, Ministry of National Education [MoNE]). Education programs and 

activities to be implemented by teachers are of considerable importance for preschool children who 

are still in concrete operational period and who have difficulties in understanding and learning 

abstract concepts. At this stage, the preschool education program will help children learn abstract 

concepts such as values by "carrying out play-based activities, enabling children to learn by 

exploring, encouraging them to use their daily life experiences and close environment opportunities, 

and presenting concrete examples from life through activities involving family participation". 

According to many scientists, although the critical age for moral development is often 

regarded as adolescence (Karabanova & Podolskij, 2003; Molchanov, 2013), the pre-pubertal 

childhood periods of individuals are also considered very important in terms of moral development 

(Burmenskaya, 2009; Bustamante et al., 2020; Fechter, 2014; Hasegawa, 2016; Hoffman, 2001; 

Karabanova, 2010; Stefanenko & Kupavskaya, 2010; Turiel, 1983; Wang et al., 2015). 

In the literature, there are different studies about the acquisition of values in early childhood 

(Balat & Daĵal, 2009; Civelek, 2006; Dereli, 2014; Din­, 2011; G¿nindi, 2015; Macready, 2009; 

¥zt¿rk Samur, & Denē→z, 2014). Most of these studies emphasize that further studies should be carried 

out on values in early childhood and that values should be acquired beginning from early childhood 

(Alpºge, 2011; Atabey & ¥meroĵlu, 2016; Neslit¿rk, ¥zkal & Dal, 2015; Sapasaĵlam, 2017). The 

relevant literature comprises children's perceptions of characters and themes in story books (Hsiao & 

Chen, 2015), children's perceptions of responsibility value (Sapasaĵlam, 2017), teachers as role 

models (Daĵlēoĵlu, 2011), emotions (Burkitt, Barrett, & Davis, 2009) as well as case studies on 

(Leslie, Knobe, & Cohen, 2006) children's perceptions of good and bad (Knobe & Roedder, 2009; 

Lee & Hyoung, 2012; Y¿ksel, Canel, Mutlu, Yēlmaz, & ¢ap, 2015), family perceptions (Kaynak & 

Temel, 2015; T¿rkkan, 2004), love value (G¿nindi, 2015), and children's drawings of toys (Karaman 

& Akyol, 2011). On the other hand, no study was found to be conducted through interviews, story 

completion, and children's drawings with the purpose of revealing the perceptions of preschool 

children on benevolence and responsibility values and how children can put them into practice. 
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In this context, this study examined whether preschool children have the moral values that are very 

important when it comes to human skills, and their perceptions of such values and how they can put 

them into practice. 

Method 

This study employed the basic qualitative research method. In basic qualitative studies, data 

are collected through interviews, observations, and document review (Merriam, 2013). Participants of 

the present study were selected by purposive sampling technique. It is predicted that the people who 

are included in the purposive sample group will provide information willingly about the research 

problem (Creswell, 2013). For this reason, the study was carried out in 2 classes from the morning 

groups studying in the spring semester of the 2019-2020 academic year. Qualitative data collection 

techniques were used in the data collection process of the study. Necessary legal permissions were 

obtained from the Ethics Committee in Kilis University, and Kilis Provincial Directorate of National 

Education with the approval number, E.2047381. In addition, relevant consent forms were obtained 

from the parent. 

Participants  

This study consisted of 64 children who were being educated in kindergarten. Convenience 

sampling technique was used while determining the participants of the study. According to Yēldērēm 

and ķimĸek (2006), convenience sampling is less costly as it brings speed and practicality to the 

study. At this stage of the study, first of all, the demographic information of the participating children 

is presented as follows: 

Table 1. Demographic Information about Participants 

Demographic Information  N 

Age 4.00 28 

 5.00 36 

Gender  Girl 30 

 Boy 34 

Total  64 

As can be seen in Table 1, 28 of the children included in the study were 4 years old and 36 

were 5 years old. Of the children participating in the study, 30 were girls, and 34 were boys. 

Data Collection Tools 

In order to establish the theoretical basis of the study, data were collected with demographic 

information form, semi-structured interview form, interactive stories and pictures during the 

implementation process in addition to the information obtained as a result of reviewing domestic and 

foreign literature. Interview forms and stories about benevolence and responsibility values were 
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prepared by the researchers with the purpose of data collection; expert opinions were taken and pilot 

applications were carried out. The forms were finalized in line with the feedback received. The data 

collection process started after the necessary legal permissions were obtained. 

While collecting the research data, the validity and reliability of the study were strengthened 

by making use of measure triangulation (Kimchi et al., 1991), which is one of the methods of multiple 

triangulation (Campbell & Fiske, 1959; Denzin, 1970; Polit and Hungler, 1995). In measure 

triangulation, context is about the effect of the purpose of the measurement on the meaning it adds to 

the measurement. The framework of the study also enables to interpret the data obtained within the 

scope of the study (Flick, Kardorff, & Steinke, 2004). Besides this, it enables to conduct more than 

one measurement of any subject and to notice as many aspects as possible (Neuman, 2013). 

During data collection, a focus group meeting was held with the children at the beginning of 

the day, followed by an interactive story being completed within the scope of Turkish language 

activities, and finally, children were asked to draw pictures related to the values during the art 

activities (See Figure 1). 

 

Figure 1. Data collection tools 

Semi-structured interview form: A semi-structured interview form was developed by the 

researchers by reviewing the relevant literature and examined by seven preschool experts in terms of 

its suitability for the field as well as its purpose and clarity, and the necessary corrections were made 

to make it ready to collect data. This form tries to reveal the opinions of preschool children about 

benevolence and responsibility values, and consists of 12 questions in total, including six open-ended 

questions, i.e. ñWhich of your friends are helpful? Why?ò and ñWhat responsibilities do we have in 

our homesò, and other six open-ended questions related to benevolence. 

Stories about values: Frequently used in preschool education, story completion is one of the 

important activity types that develop children's language and speaking skills, help them express 
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