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Abstract 

The aim of this study is to present the general trend and direction of the research, both in terms of 

content and methodology, from a critical point of view by examining the studies on the efficiency of 

higher education in Türkiye and thus, to shed light on new research to be done and to make 

suggestions to researchers. Bibliographic analysis and descriptive content analysis methods were 

chosen in the research. Data was obtained from Web of Science, Scopus, EBSCO, ProQuest 

Dissertations and Theses Global, Google Scholar, Sobiad, National Thesis Center of the Council of 

Higher Education, TR Index databases. 70 studies meeting the determined criteria are included in this 

study. As a result of the research, it has been concluded that there is an increase in the number of 

research on the efficiency of higher education institutions, and the research focused on universities, 

data envelopment analysis is used more as an analysis method, the number of methods used is low, 

the most output-oriented BCC model is preferred among the efficiency measurement models, current 

data are not used in research, the number of units examined is low, and state universities are examined 

more. In addition to that, it has been concluded that the number of personnel, financial inputs, number 

of students, physical resources, the unit numbers represent almost the entire input set, and the outputs 

used in research are basically represented by four different outputs, which are students, research, 

project and publication, financial variables, and academic success, and the purpose of this study is 

directed to different problems, but the scope of the research can be improved. 
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Introduction 

The concept of efficiency has been one of the concepts that is frequently emphasized and 

examined in the literature. The basis of the concept of efficiency goes back to Farrell (1957), who 

introduced the concept of three types of efficiency. The first of these is called technical efficiency, the 

second allocative efficiency, and the third total economic efficiency. Technical efficiency refers to the 

minimum amount of input needed to produce the maximum output using a given set of inputs or to 

produce a certain output level. In other words, technical efficiency is defined as the capacity and 

willingness of a unit to produce the maximum output with a certain set of inputs and technology 

(Kalirajan & Shand, 1999). Producing the maximum output using a certain set of inputs refers to the 

output-oriented technical efficiency. However, keeping production constant at a certain output level 

and reaching this production level with the least input is expressed as input-oriented technical 

efficiency. The second type of efficiency is allocative efficiency. Allocative efficiency refers to the 

choice between input combinations given their relative costs. In other words, it expresses whether the 

existing resources are met and whether the resources are used to produce the needed output. The third, 

total economic efficiency, or productive efficiency, is a type of efficiency that occurs when both 

technical and allocative efficiency conditions are created (Nigsch & Schenker-Wicki, 2015). 

In the literature, there are many pieces of researche on efficiency on different groups, 

departments, institutions, and organizations. There are research on  efficiency in the fields of 

environmental sciences (Grigoroudis & Petridis, 2019; Omrani et al., 2020; Perez-Pons et al., 2021), 

management (Gutierrez-Nieto et al., 2009; Maji & Hussain, 2021; Ting et al., 2021), economics 

(Mugera & Featherstone, 2008; Zhang, 2010), computer science (Chen et al., 2021; Gerami, 2019), 

health sciences (Dash et al., 2010; Moreno-Enguix et al., 2018), transportation (Ablanedo-Rosas & 

Gemoets, 2010; Barros & Wanke, 2016) and many more. The number of these studies shows an 

increase day by day. 

The main reason for examining the efficiency of the units this much is to determine how 

effectively the resources are used, to try to produce the most output with the least input, and to try to 

use the least input for the output produced. In this way, first of all, resources can be allocated 

effectively. Second, by reducing the amount of input, the same amount of output can be produced, 

thus avoiding the waste of resources. Third, production capacity can be increased by obtaining more 

output from existing inputs. Kalirajan and Shand (1999) state that efficiency measurement has three 

benefits. The first of these is that it provides the opportunity to compare among similar units. With 

efficiency measurement, by determining the relative efficiency levels of homogeneous units with 

respect to each other, comparisons of units can be made among themselves. Second, at the end of the 

efficiency measurement, the source of the differences in efficiency between the units can be 

determined. Third, such analyses reveal some implications for improving the efficiency of the units. It 



Educational Policy Analysis and Strategic Research, V17, N4, 2022 

© 2022 INASED 

 

10 

can reveal to what extent the examined units need to make improvements in the input and output set 

in order to become efficient.  

Due to these benefits of efficiency analysis, the efficiency of higher education institutions also 

takes its place among the research subjects that are frequently examined (Agasisti & Salerno, 2007; 

Aleskerov et al., 2017; Choi & Ahn, 2013; Duh et al., 2014; McMillan & Chan, 2006; Tavares et al., 

2018; Taylor & Harris, 2004; Turkan & Ozel, 2017). Since higher education is one of the important 

actors in supporting the economic development of a country (Hanushek, 2016), it is seen as the main 

resource for promoting innovation and social welfare (Smith, 2007). 

Higher education has some features that distinguish it from other education systems (Dixit, 

2002). There are multiple stakeholders, objectives and multiple outputs in higher education. Modern 

higher education institutions are diverse and possess multiple inputs. In some cases it also carries out 

activities beyond its teaching and research functions (Cohn & Cooper, 2004). Higher education 

institutions play an important role in increasing the competitive capacity of a society (Villano & Tran, 

2021). Those interested in educational policy care about the performance of higher education. It 

allocates a certain number of resources to higher education in order to make higher education more 

productive, to improve social welfare, and to develop the necessary teaching and research functions 

(Agasisti & Berbegal-Mirabent, 2021). For these reasons, examining the efficiency of higher 

education has become the focus of research and researchers (Villano & Tran, 2021). 

The subjects of research on efficiency in higher education vary. While some focus only on the 

efficiency of higher education institutions in a country (Agasisti & Dal Bianco, 2009; Brzezicki, 

2020; Moreno et al., 2019; Salas-Velasco, 2020), some focus on the efficiency of the higher education 

system of more than one country and compare the efficiency of these countries in higher education 

with each other (Agasisti, 2011; Aybarç Bursalıoğlu & Selim, 2015; Güran & Ayranci, 2019; Kocak 

et al., 2019). Other research focus on specific units such as academic departments (Anastasiou et al., 

2007; Kao & Hung, 2008), libraries (Reichmann, 2004; Tavares et al., 2018), and students in higher 

education institutions (Chen & Soo, 2010). Research on the efficiency of higher education have also 

been conducted on state and private universities. Whereas Kantabutra and Tang (2010), Canal et al. 

(2015); Sexton et al. (2012); Visbal-Cadavid et al. (2017)  examine the efficiency of state universities, 

Agasisti and Ricca (2016); Bayraktar et al. (2013); Shamohammadi and Oh (2019), Brzezicki (2020) 

examine the efficiency of private higher education institutions. 

Research on the efficiency of higher education also deals with issues in line with the goals of 

higher education. While the research by Gralka et al. (2019); Jiang et al. (2020), focuses on the 

research performance of higher education institutions, Agasisti and Dal Bianco (2009) and Johnes 

(2006) focus on the teaching efficiency of higher education institutions. Research on efficiency in 
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higher education also deals with various types of the efficiency. In the literature, there exist research 

on cost-efficiency (Abramo & D'Angelo, 2009; Agasisti & Salerno, 2007; Casu & Thanassoulis, 

2006; Gimenez & Martinez, 2006), technical efficiency (Abramo & D'Angelo, 2009; Tajnikar & 

Debevec, 2008; Thai & Noguchi, 2021), and allocative efficiency (Caballero et al., 2004; Quiroga-

Martinez et al., 2018) of higher education. When these studies in the literature are considered, it is 

seen that there are many studies on the efficiency of different dimensions and units of higher 

education.  

There also exist literature reviews going through these studies. Witte and López-Torres 

(2017) conducted a comprehensive literature analysis of research on efficiency in education. One of 

the important results of the research is the use of data envelopment analysis (DEA), free disposal hull, 

order-m frontiers methods, which are non-parametric methods in efficiency analysis in education, and 

stochastic frontier analysis (SFA) method from parametric methods in efficiency analysis in 

education. However, as a result of the research, it was concluded that one of the methods frequently 

used in efficiency analysis is DEA. 

Rhaiem (2017), on the other hand, systematically reviewed studies on academic research 

efficiency. The main purpose of the research is to reveal the reasons for the differentiation of 

efficiency among scientists and to examine the studies methodologically. As a result of the research, it 

was determined that non-parametric methods were used at a rate of 78% in efficiency research. In 

addition, it was concluded that the seniority of the personnel, institutional factors, the size of the 

university, the financing structure and scientific meritocracy were effective on research efficiency. 

Villano and Tran (2021) analyzed 109 studies measuring efficiency with DEA in higher 

education using meta-regression, and as a result of this research, they revealed that the ranking of 

universities based on activity is the most studied aspect of the performance of higher education 

institutions. In addition, it reveals that the subject of comparing the performances of higher education 

institutions and identifying the sources of inefficiency constitutes the majority of data envelopment 

analysis studies in higher education. Therefore, this research shows that the features that will affect 

the efficiency scores of higher education institutions should be taken into consideration. Ferro and 

D'Elia (2020) examined the research on the efficiency of higher education in the context of frontier 

efficiency measurement methods. 

Until 1998, Worthington (2001) handled the efficiency research in the field of education in 

terms of methodological and content, using the frontier efficiency measurement techniques. In this 

research, efficiency measurement methods, analysis techniques, basic findings, 

input/output/explanatory variables used in efficiency research were revealed. Johnes (2004) explained 
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techniques that can be used for efficiency measurement and described the drawbacks and uses of 

these techniques. 

The research by Emrouznejad and Thanassoulis (2005) revealed not only the field of 

education but also a comprehensive literature review on DEA over a 30-year period. As a result of the 

research, it has been concluded that the efficiency research conducted with DEA have increased in 

general over time. Johnes (2015) discussed how operations research have been applied to education. 

There are basically two reasons for conducting this study. The first is that there is no study 

examining the research on efficiency in higher education in the research conducted so far. The second 

is on the methodology of the research conducted. In the research, it is seen that the analyses are 

generally carried out with a single method. However, in this study, research on efficiency in higher 

education will be examined with two comprehensive analyses, namely descriptive content analysis 

and bibliographic analysis that will cover the methodology of another research. In this way, it is 

aimed to provide more information to the researchers about the research that have been conducted, to 

have information about the research to be done on the efficiency, and to gain different perspectives 

about the new research. Another feature of this study that makes it different from other research is that 

the studies to be examined were conducted in the context of Türkiye. The reason for this is that the 

structure and characteristics of higher education are related to the conditions of each country, which is 

true for all levels of education. It is important to guide the researchers by examining the research 

conducted in a similar context and in a homogeneous structure. At the same time, this situation will 

enable to make international comparisons by conducting research on efficiency in higher education in 

different countries. Examining the research on the efficiency of higher education institutions in a 

country will enable us to reveal the gaps in the literature, to get an idea about the efficiency of higher 

education for researchers who will work on the same areas, and the previous studies to be compared 

with each other. Research that has been conducted partially support this view. When the research on 

the efficiency of higher education institutions are examined, it can be well understood that there are 

studies that examine the efficiency of higher education institutions in a certain country by comparing 

these institutions among themselves (Agasisti & Dal Bianco, 2009; Aybarç Bursalıoğlu & Selim, 

2015; Brzezicki, 2020; Hu et al., 2009; Loganathan & Subrahmanya; Moreno et al., 2019; Salas-

Velasco, 2020; Wang & Li, 2010). However, no research has yet been done at the international level 

that compares the studies conducted in terms of content and methodology. This study has the feature 

of being the first research to examine studies on the efficiency of higher education in a country. 

Therefore, the aim of this study is to examine the research on the efficiency of higher education in 

Türkiye. In this way, the general trend and direction of the research conducted will be introduced to 

the researchers both in terms of content and methodology, it will be shed light on new research to be 

conducted and will be made suggestions to researchers. Another aim of this study is to help 
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researchers plan their studies on efficiency in higher education in other countries by reviewing the 

literature background in terms of content and methodology. In accordance with this purpose, answers 

will be sought to the following two basic questions: 

What is the bibliographic trend in research on efficiency in higher education? 

What is the content and methodological trend in research on efficiency in higher education? 

Method 

Research Model 

This research is mainly based on two methods. The first of these is bibliographic analysis, and 

the second is descriptive content analysis. Bibliographic analysis is a method of researching and 

making sense of scientific data, revealing cumulative scientific knowledge, advancing a field in 

unique and meaningful ways, and allowing scientists to see ahead by providing them with an 

overview of a subject (Donthu et al., 2021). The second method, descriptive content analysis, is a 

systematic study that aims to direct future research in this subject area by examining in-depth 

quantitative and qualitative research on a determined subject (Ültay et al., 2021). In this study, 

bibliographic analysis was used to reveal the year and publisher of the studies, the number and 

institution of the authors, and the type of publication. Descriptive content analysis, on the other hand, 

was used to reveal the content and methodological trends of the studies.  

Data Collection 

In the collection of data, firstly, the criteria for which studies to be included were determined 

by the researchers. The inclusion criteria were determined as the fact that the studies (1) were on 

higher education institutions, (2) were about efficiency, (3) examined higher education institutions in 

Türkiye, and (4) were empirical. Studies that did not meet all four criteria were excluded from the 

analysis. Web of Science, Scopus, EBSCO, ProQuest Dissertations and Theses Global, Google 

Scholar, Sobiad, National Thesis Center of the Council of Higher Education, TR Index databases 

were used to collect the data. The keywords “efficiency and education”, “efficiency and higher 

education”, “ efficiency and university” were used to access studies in these databases. These 

keywords were searched in the abstract and title sections of the databases. First of all, the abstract of 

the studies was reviewed by the researchers and the studies that were found suitable at first glance 

were recorded in the file. In this way, 80 studies were found. The second examination was again 

carried out by two researchers separately. Among these studies, a total of 10 studies were excluded 

from the analysis because 5 studies were on the efficiency of high schools, 1 research was on the 

efficiency of secondary schools, 2 studies were not on efficiency, and 2 studies were recorded in the 

literature file twice. Finally, 70 studies on efficiency in higher education were included in the 

analysis.  
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Data Coding 

After obtaining the data from these studies, a coding list was created in line with the opinions 

of the authors of previous studies and of this study. The research were coded under the following 

headings: “(1) Year of research, (2) publisher, (3) number of authors, (4) author institution, (5) 

publication type, (6) keywords, (7) type of unit examined, (8) data analysis method, (9) number of 

methods used, (10) efficiency measurement model used, (11) data year, (12) analysis program, (13) 

number of units examined, (14) type of higher education examined, (15) duration of efficiency 

review, (16) data source, (17) used inputs, (18) number of inputs, (19) used outputs, (20) number of 

outputs, (21) purpose of the research.” After this determined coding list, all research were coded by 

only one researcher, and the research were checked by the other researcher by comparing them with 

all codings. While coding the research, some data were not specified in the study, so they were 

entered as “unspecified” in the code list and they were excluded from the analysis. The coding list 

was finalized, and the data was prepared afterwards. While the first five codings of the obtained data 

are within the scope of bibliographic analysis, the remaining codings are within the scope of 

descriptive content analysis.  

Results 

The results of this study will be presented in two parts as findings based on bibliographic 

analysis and findings based on descriptive content analysis. In the presentation of the results, graphics 

were used in general, and tables were used where necessary due to the simplicity and clarity of visual 

reading. 

Results Related to Bibliographic Analysis 

Years of Research 

The distribution of research on efficiency in higher education by years is given in Graph 1. 

 

Graph 1. Distribution of research by years 
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When the distribution of the studies according to the years is examined, it is seen that the first 

study identified was conducted in 2004. It is seen that 3 of the 70 studies examined were between 

2004-2006 (4.3%), 7 of them between 2007-2009 (10%), 7 of them between 2010-2012 (10%), 15 of 

them between 2013-2015 (21.4%), 15 of them between 2016-2018 (21.4%) and 23 of them between 

2019-2022 (32.9%). 

Publisher of Research 

Publishers of research on effectiveness in higher education are given in Graph 2. The 

reviewed studies were published by 64 different publishers in total. However, since listing that would 

take up a lot of space, the five publishers with the highest number of publications are included here. 

 

Graph 2. Distribution of research by publishers 
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Number of Authors of Research 

The number of authors of the research on efficiency in higher education is given in Graph 3. 

Research have been published with at least one author and at most  four authors. 
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Graph 3. Distribution of research by number of authors 

When Graph 3 is examined, it is seen that of the studies, 24 were written by one author 

(34,3%), 28  were written by two authors (40%), 15 were written by three authors (21,4%), and 3 

were written by four authors (4,3%). It is seen that the research are published with at most two 

authors, and the majority of them with one and two authors. The lowest rate belongs to research with 

four authors. 

Author Institutions 

The institutions of authors of the research on efficiency in higher education are given in 

Graph 4. In total, 70 research were published by the authors from 62 different institutions. However, 

since listing all of them would again take up a lot of space, the ten publishers with the highest number 

of publications are included here. 

 

Graph 4. Distribution of research by author institutions 
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each from Anadolu University, Bahçeşehir University, Cumhuriyet University and Selçuk University 

contributed to the research. 
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Publication Type 

The distribution of studies on effectiveness in higher education by publication type is given in 

Graph 5. 

 

Graph 5. Distribution of research by publication type 

When Graph 5 is examined, 57 of the research are articles (81.4%), 5 of them are papers 

(7.1%), 4 of them are doctoral thesis (5.7%), 3 of them are master's thesis (4.3%) and 1 of them is a 

book chapter (1.4%). Therefore, the type of research published the most were articles, and the least 

were book chapters. 

Results for Descriptive Content Analysis 

Keywords Used in Research 

Keywords in a research are the basic notions that give an idea to the readers about that topic. 

The reason for analyzing the keywords in this research is to reveal the basic notions about efficiency 

in higher education and to enable the reader to see these notions. The distributions of the keywords 

used in the research on efficiency in higher education are given in Graph 6. However, not all 

keywords are included here as they would take up too much space, and 11 most frequently used 

keywords are included. 

 

Graph 6. Distribution of keywords used in research 
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When Graph 6 is examined, it is seen that the most used keyword in these studies is “data 

envelopment analysis”. Then, it is seen that the notions of “activity and university” are used in high 

numbers. 

Type of Unit Examined 

The types of units whose efficiency were examined in the research on efficiency in higher 

education are given in Graph 7. 

 

Graph 7. Distribution of unit types whose effectiveness was examined in research 

When Graph 7 is examined, it is seen that the units whose efficiency were examined are 

divided into five different types. The most examined unit is higher education institutions (64.3%). 

Then, departments (15.7%), faculties (10%), higher education systems of countries (5.7%) and 

vocational high school (4.3%) were examined in order. 

Data Analysis Method 

The distribution of data analysis methods used in research on efficiency in higher education is 

given in Table 1. 

Table 1. Data analysis methods used in research 

 Analysis Method 

Number of 

research 

Percent 

% 

Efficiency measurement 

method 

Data Envelopment Analysis 63 92,6 

Stochastic Frontier Analysis 2 2,9 

Data Envelopment Analysis and Stochastic 

Frontier Analysis 
2 2,9 

Multi Stage Data Envelopment Analysis 1 1,5 
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Additional analysis methods 

Tobit Regression 6 24 

Mann-Whitney U test 3 12 

Analytical Hierarchy Process (AHP) 3 12 

Kruskal Wallis Test 2 8 

Beta Regression 1 4 

Fuzzy Analytical Hierarchy Process 1 4 

EATWOS 1 4 

Kolmogorov-Smirnov test 1 4 

MACBETH 1 4 

Moses Test 1 4 

measure-specific DEA 1 4 

Promethee Method 1 4 

Super Efficiency Model 1 4 

TOPSIS 1 4 

Wilcoxon Signed Ranks Test 1 4 

 Total 93 100 

 Number of examined research 70  

 Number of methods per research 1,32  

 

It is seen that basically two main methods are used in research on the efficiency of higher 

education. Those in the first category are methods for efficiency measurement. These methods refer to 

the methods in the main focus of research. Those in the second category refer to other methods that 

are next to the first category. These methods are used to answer sub-research questions related to 

efficiency measurement rather than being used directly in efficiency measurement. When the 

efficiency measurement methods are evaluated within themselves, the most used method is data 

envelopment analysis (92.6%). Stochastic frontier analysis was used at a rate of 2.9%. In some 

studies, both data envelopment analysis and stochastic frontier analysis methods have been used 

together. The rate of these research is 2.9%. The multi-stage data envelopment analysis approach was 

used in only one research. Additional analysis methods are divided into 16 different methods. Among 

these, the most used method is Tobit Regression analysis (24%). It is followed by the Mann Whitney 

U test (12%) and the AHP approach (12%). 93 methods were used in a total of 70 research and the 

average number of methods per research was found to be 1.32.  

Number of Methods 

The distribution of the number of data analysis methods used in research on efficiency in 

higher education is given in Graph 8. 
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Graph 8. Distribution of the number of data analysis methods used in research 

When Graph 8 is examined, it is seen that at least one and at most three methods are used 

together in studies on efficiency. In the analysis, the number of research using a method is 53 

(%75,7), the number of research using two methods is 15 (21.4%), the number of studies using three 

methods together is 2 (2.9%). 

Efficiency Measurement Models 

The distribution of efficiency measurement models used in research on efficiency in higher 

education is given in Graph 9. 

 

Graph 9. Distribution of efficiency measurement model used in research 
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When Graph 9 is examined, it is seen that 20 different efficiency measurement models are 

used in efficiency analysis in higher education. Among these models, the most used models are 

output-oriented BCC model (n=11, 14.1%), input-oriented and output-oriented BCC and CCR model 

(n=9, 11.5%), BCC and CCR model (n=8, 10.3%) input-oriented CCR model (n=8, 10.3%). 

Year of Data 

The distribution of the years to which the data used in the research on efficiency in higher 

education belong is given in Graph 10.  

 

Graph 10. Distribution of the year of data used in the research 

When Graph 10 is examined, it is seen that the data used in the research mostly belong to the 

years 2004-2007 (n=36, 25.2%) and 2008-2011 (n=36, 25.2%). The number of research with data 

used between 2000-2003 is 21 (14.7%), this number is, 27 (18.9%) for the years between 2012-2015, 

21 (14.7%) for the years between 2016-2019 and 2 (1.4%) for the years between 2020-2022. 

Efficiency Analysis Programs 

The distribution of efficiency measurement models used in research on efficiency in higher 

education is given in Graphic 11. 

 

Graph 11. Distribution of analysis programs used in efficiency analysis 
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When Graph 11 is examined, it is seen that 19 different programs used in efficiency analyses 

have been identified. Among these programs, EMS is the most widely used program. While DEAP, 

Frontier Analyst and Win4DEAP programs are the second most used programs, LINDO and SPSS 

programs are in the third place. 

Number of Units Examined 

The distribution of the number of units examined in the research on efficiency in higher 

education is given in Graph 12. 

 

Graph 12. Distribution of the number of units examined in efficiency analyses 

When Graph 12 is examined, the number of units examined between 1-15 in efficiency 

analyzes is 12 (17.4%), this number is, 26 (37.7%) between 16-30, 8 (11.6%) between 31-45, 14 

(20.3%) between 46-60, 3 (4.3%) between 61-75, 3 (4.3%) between 91-105, 1 (1.5%) between 106-

120, 2 (2.9%) between 121-135. In this case, the maximum number of units examined in research is in 

the range of 16-30 units. In more than half of the research, units in the range of 1-30 were examined. 

Type of Higher Education 

The distribution of the type of higher education examined in the research on efficiency in 

higher education is given in Graph 13. 

 

Graph 13. Distribution of the type of higher education examined 
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When Graph 13 is reviewed, it is seen that higher education institutions whose efficiency is 

analyzed are examined in three different ways. The first is the public higher education institutions and 

the second is foundation higher education institutions. In some research, the efficiency of both state 

and foundation higher education institutions has been examined together. The number of studies 

examining the effectiveness of state higher education institutions is 44 (71%), this number is, 7 

(11.3%) for foundation higher education institutions, and 11 (17.7%) for state and foundation higher 

education institutions. 

Duration of Efficiency Review 

The distribution of the duration of efficiency review showing for how many years the units 

whose efficiency is examined in the research on efficiency in higher education are examined are given 

in Graph 14. 

 

Graph 14. Distribution of the duration of efficiency review 

When Graph 14 is reviewed, in 52 (76.5%) of the efficiency research, the efficiency of units 

has been examined on a one-year basis. The number of research reviewed for more than one year is 

16 (23.5%). The number of research that were handled in a way to cover a time period of 2 and 5 

years in the units whose efficiency was examined, is 5 each (%7,4); this number is, 1 research (1.5%) 

for 3, 6, 9, 10 years, and 2 research (3%) for 13 years. 

Data Sources 

The distribution of the sources of the data used in the research on efficiency in higher 

education is given in Table 2. 
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Table 2. The sources of the data used in the research 

Data Source Number of Research Percent (%) 

Council of Higher Education 37 25 

University annual reports 17 11 

Center for Assessment, Selection and Placement  12 8 

The Scientific and Technological Research Institution 9 6 

Ministry of Treasury and Finance 8 5 

URAP 7 5 

University interior units 7 5 

Web of Science 6 4 

Unspecified 6 4 

Individual interview 5 3 

OECD 4 3 

University website 4 3 

Survey 3 2 

Ministry of National Education 2 1 

University performance programs 2 1 

University strategic plans 2 1 

University database 2 1 

Foundation higher education institutions report 2 1 

Presidency of Strategy and Budget 2 1 

Research article 1 1 

Scientific book 1 1 

General Directorate of Budget and Financial Control 1 1 

State Planning Organization 1 1 

Assessment 1 1 

Econlit 1 1 

EUROSTAT 1 1 

Quality and Talent Management Association 1 1 

Unofficial website 1 1 

SCImago Journal & Country Rank 1 1 

Scopus 1 1 

Turkish Statistical Institute 1 1 

Turkish Academic Network and Information Center 1 1 

 

When Table 2 is examined, it is seen that 32 different data sources are used in the research. 

Among these data sources, the three most used data sources are the Council of Higher Education (n= 

37, 25%), annual reports published by universities (n=17, 11%), and then data provided by the Center 

for Assessment, Selection and Placement (n=12, 8%). It is clear that the Council of Higher Education 

data is used more than other data sources. 

Used Inputs 

The distribution of the used inputs in research on efficiency in higher education is given in 

Table 3. 
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Table 3. Used inputs in the research 

Category Used Input 
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Numbers of 

Personnel  

Number of academic personnel 21 

121 41,2 

Number of academic members 19 

Number of administrative personnel   12 

Number of research assistants  11 

Number of associate professors  9 

Number of assistant professors 9 

Number of professors 9 

Number of instructors 7 

Number of lecturers 7 

Number of  non-academic personnel  2 

Number of lecturers and assistants  2 

Number of research assistants and lecturers  1 

Number of associate professor per department 1 

Number of assistant professor per department 1 

Number of lecturer per department 1 

Number of professor per department 1 

Number of other academician 1 

Number of assistant  1 

Number of academic personnel per student 1 

Number of academic personnel excluding academic member 1 

Number of professors and associate professors 1 

Total number of professor, assistant professor and doctor 

lecturer 
1 

Number of academic member per program 1 

Number of assistant lecturer 1 

Financial 

Resources 

Budget 12 

67 22,8 

Total expenditure 8 

Expenses for the purchase of goods and services 7 

Personnel expenses 5 

Investment expenditure 4 

Budget expenses 2 

Education expenditure 2 

Personnel expenses 2 

Capital expenses 2 

Transfer expenditures 2 

Academic personnel salaries 1 

Research infrastructure funding amount 1 

Research funding and grants or project allocation 1 

Extra-budgetary expenditure 1 

Current expenditure 1 

General expenditure 1 

Capital expenditures for construction and maintenance 1 

Labor price 1 

Capital expenditures for the purchase of goods 1 

Financial inputs 1 

State spending per student 1 

Education budget per academic member 1 

Capital and labor expenses 1 

Total financial resources 1 

Total expenses 1 

Total allowance 1 

https://tureng.com/tr/turkce-ingilizce/administrative%20personel
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Ratio of university revenues to annual budget 1 

Annual expenses 1 

Ratio of higher education expenditures in GDP 1 

Ratio of higher education public expenditures to total public 

expenditures 
1 

Project budget 1 

Numbers of 

Students  

Number of students 16 

32 10,9 

Number of students per academic personnel 3 

Number of students per instructor 2 

Number of students per department 1 

Number of students per physical area 1 

Number of students per administrative personnel 1 

Number of undergraduate students 1 

Number of graduate students 1 

Number of students per academic member 1 

Number of undergraduate students per professor 1 

Number of graduate students per professor 1 

Number of PhD students 1 

Number of students per assistant academic member 1 

Ratio of students per teacher 1 

Other Inputs 

Education and training 2 

20 6,8 

Quality system development 2 

Leadership 2 

Assessment and evaluation 2 

Personnel participation 2 

Program design 2 

Process control and improvement 2 

Recognition and award 2 

Vision 2 

Education services 1 

Constant value 1 

Physical 

Resources 

Amount of enclosed space 7 

19 6,5 

Number of computers 2 

Number of library resources 2 

Number of laboratories and conference halls 1 

Education area per student 1 

Social area per student 1 

Number of computers belonging to students 1 

Number of computers belonging to instructors 1 

Number of research areas per academic member 1 

The amount of technological resources 1 

Total physical area 1 

Number of 

Units  

Number of faculty 3 

15 5,1 

Number of academic units 2 

Number of classrooms 2 

Number of institutes 2 

Number of vocational high schools 2 

Number of departments 1 

Number of departments and programs 1 

Number of faculties and colleges 1 

Number of programs 1 

Research and 

Publication 

Number of articles 2 

9 3,1 

Number of AHCI articles 1 

Number of SCI-E articles 1 

Number of SSCI articles 1 

Total number of publications 1 

Number of publications 1 
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Number of publications per academic personnel 1 

Number of projects 1 

Inputs for The 

Academic 

Department 

Student entry point 2 

7 2,4 

Student quota 2 

Department base point 1 

Undergraduate placement test point 1 

The average of the base point in the department in the student 

selection exam 
1 

Inputs for 

Lessons 

Ratio of department course credits to total credits 1 

4 1,4 
Number of courses in the department 1 

Course credit total 1 

Annual course hours 1 

 

When Table 3 is examined, it is seen that the outputs used in research on efficiency in higher 

education are divided into nine different categories. The first of these is the input related to the 

number of personnel. In this category, 24 different inputs were used 121 times in total. Its rate in the 

total usage is 41.2%. The second category is inputs related to financial resources. In this category, 31 

different inputs were used 67 times in total. Its rate in the total usage is 22.8%. The third category is 

inputs related to the number of students. 14 different inputs in this category were used 32 times in 

total. Its rate in the total usage is 10.9%. The fourth category is other inputs. In this category, 20 

different inputs were used 11 times in total. Its rate in the total usage is 6.8%. The fifth category is 

inputs related to physical resources. 11 different inputs in this category were used 19 times in total. Its 

rate in the total usage is 6.5%. The sixth category is inputs related to the number of units. 9 different 

inputs in this category were used 15 times in total. Its rate in the total usage is 5.1%. The eighth 

category is the inputs related to the academic department. 8 different inputs in this category were used 

9 times in total. Its rate in the total usage is 3.1%. The ninth category is the inputs related to the 

courses. 4 different inputs in this category were used 4 times in total. Its ratio in the total usage is 

1.4%. 

Number of Inputs 

The distribution of the number of inputs used in research on efficiency in higher education is 

given in Graph 15. 

 

Graph 15. Distribution of the number of inputs used in research 
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When Graph 15 is examined, the number of research using one input is 9 (11.4%), the number 

of research using two inputs is 13 (16.5%), the number of research using three inputs is 21 (26.6%), 

and the number of research using four inputs is 13 (16.5%), the number of research using five inputs 

is 11 (14%), the number of research using six inputs is 6 (7.6%), and the number of research using 

eight inputs is 1 (1,3%), the number of research using nine inputs is 3 (3.8%), and the number of 

research using ten inputs is 2 (2.5%). 

Used Outputs 

The distribution of the sources of the data used in the research on efficiency in higher 

education is given in Table 4. 

Table 4. Used outputs in the research 

Category Used Outputs 
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Student-oriented 

 Outputs 

Number of undergraduate students 15 

101 37,7 

Number of postgraduate students 15 

Number of students graduated 15 

Number of PhD students 8 

Number of master's degree student 8 

Number of diplomaed graduate students 7 

Number of students 7 

Number of associate and undergraduate students 7 

Number of diplomaed postgraduate students 6 

Number of diplomaed PhD students 2 

Number of diplomaed master's degree student 2 

Graduation rate 2 

Number of associate students 2 

Ratio of diplomaed higher education to total population 2 

Number of undergraduate registered students 1 

Number of vocational college students  1 

Number of students per academic member 1 

Outputs for Research, 

Project and Publication 

Number of publications 29 

95 35,4 

Number of projects 17 

Number of citations 9 

Number of international publications 9 

Number of articles 3 

Number of national publications 3 

Number of national and international publications 2 

Number of AHCI articles 1 

Academic incentive score 1 

Research performance 1 

Citation rate 1 

Number of printed books 1 

Number of public and infrastructure projects supported 1 

Number of supported projects 1 

Number of educational, cultural and social activities 1 

Intellectual property pool 1 
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Entrepreneurial and innovative university index score 1 

H-index 1 

Number of administrative activities, conferences and 

seminars 
1 

Article score 1 

Number of national publications per lecturer 1 

Number of international publications per lecturer 1 

Number of proposed projects 1 

Number of patents 1 

Number of SCI-E articles 1 

Number of SCI, SSCI and AHCI publications 1 

Number of SSCI articles 1 

Total number of scientific documents 1 

Total number of articles  1 

Number of articles abroad 1 

Financial Outputs 

Project budget 5 

24 9,0 

Total amount of fee 2 

University revenues 2 

Research fund 1 

Research Grant 1 

Ratio of research project revenues to total funds 1 

Budget 1 

Budget revenue 1 

Other revenues 1 

Education and training revenues 1 

Economic contribution and commercialization 1 

Actual budget revenues 1 

Education budget per faculty member 1 

own revenues 1 

Project amount 1 

Fund amount from projects 1 

Total revenue 1 

Total expenditure 1 

Outputs for Academic 

Achievement 

Public Personnel Selection Examination (KPSS) labor 

economics and industrial relations exam score 
1 

21 7,8 

KPSS econometrics exam score 1 

KPSS general culture exam score 1 

KPSS general aptitude exam score 1 

KPSS law exam score 1 

KPSS economics exam score 1 

KPSS statistics exam score 1 

KPSS business exam score 1 

KPSS public administration exam score 1 

KPSS finance exam score 1 

KPSS accounting exam score 1 

KPSS average score 1 

KPSS score 1 

KPSS numerical average score 1 

KPSS verbal average score 1 

KPSS ranking 1 

KPSS international relations exam score 1 

KPSS-A score averages 1 

KPSS-B score averages 1 

PISA science scores 1 

PISA math scores 1 



Educational Policy Analysis and Strategic Research, V17, N4, 2022 

© 2022 INASED 

 

30 

Individual-oriented  

Outputs 

Employment rate 3 

17 6,3 

University ranking score 3 

Job satisfaction 2 

Student satisfaction 2 

Personnel satisfaction 2 

Graduation GPA (grade point average) 2 

Collaboration and interaction 1 

Higher education employment index 1 

Life satisfaction of individuals with higher education 1 

Outputs for 

Competency 

Skill proficiency 1 

5 1,86 

Knowledge proficiency 1 

Scientific and technological research competence 1 

Student/faculty qualification 1 

Competency proficiency 1 

Outputs for Student 

Background 

Average graduate admission test score 1 

3 1,1 Student's university choice 1 

University entrance score 1 

Other Outputs 
Extracurricular time rate 1 

2 0,7 
Number of graduate programs  1 

 

When Table 4 is examined, it is seen that the outputs used in research on efficiency in higher 

education are divided into eight different categories. The first of these is the student-oriented outputs. 

17 different outputs in this category have been used 101 times in total. Its rate in the total usage is 

37.7%. The second category is outputs for research, projects and publications. 30 different outputs in 

this category have been used 95 times in total. Its rate in the total usage is 35.4%. The third category 

is financial outputs. 18 different outputs in this category have been used 24 times in total. Its rate in 

the total usage is 9%. The fourth category is outputs for academic achievement. 21 different outputs in 

this category have been used 21 times in total. Its rate in the total usage is 7.8%. The fifth category is 

individual-oriented outputs. 9 different outputs in this category have been used 17 times in total. Its 

ratio in the total usage is 6.3%. The sixth category is the outputs for competency. 5 different outputs 

in this category have been used 5 times in total. Its rate in the total usage is 1.86%. The seventh 

category is outputs for student background. 3 different outputs in this category have been used 3 times 

in total. Its rate in total usage is 1.1%. The eighth category is other outputs. 2 different outputs in this 

category have been used twice in total. Its rate in the total usage is 0.7%. 

Number of Outputs 

The distribution of the number of outputs used in research on efficiency in higher education is 

given in Graph 16. 
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Graph 16. The distribution of the number of outputs used in research 

 When the Graph 16 is examined, the number of research using one output is 9 (11.4%), the 

number of research using two outputs is 13 (16.5%), the number of research using three outputs is 28 

(35.4%), and the number of research using four outputs is 9 (11.4%), the number of research using 

five outputs is 11 (14%), the number of research using six outputs is 4 (5.1%), the number of research 

using seven outputs is 4 (5.1%), and the number of research using twelve outputs is 1. (1.3%).  

Purpose of Research 

The findings for the purposes of the research on efficiency in higher education are given in 

Table 5. 

Table 5. Findings for the purposes of the research 

The Main Purpose of Research 
Number of 

Research 

To determine the efficiency of the departments 10 

To determine the efficiency of higher education institutions 9 

To determine the efficiency of state universities 7 

Measuring the efficiency of the faculties 6 

To determine the efficiency of foundation universities 5 

To determine the efficiency of countries in higher education 3 

To determine the efficiency of Vocational Colleges 3 

To measure the efficiency of Research and Candidate Research Universities 2 

To determine cost efficiency 2 

To rank higher education institutions 2 

To evaluate efficiency with weight-unrestricted and weight-restricted DEA 1 

Evaluation of relative efficiency of academic units 1 

To determine the efficiency of state universities established in the same period 1 

To measure research, teaching and budgeting efficiency of state universities 1 

To locate state universities and to analyse their performance 1 

To determine the efficiency of quality management practices of state and foundation universities 1 

To examine the efficiency level of Turkish universities in the top 500 in the world. 1 

To determine the reference cluster that inactive universities can take as a reference 1 

To identify the factors affecting the efficiency 1 

To determine the teaching performances of faculties 1 

To measure the efficiency of universities in the focus of entrepreneurship and innovation 

activities 
1 

To determine whether there is a difference between the efficiency levels according to the 

establishment periods 
1 

To measure the efficiency and performance of Turkish universities in terms of their 1 
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communication 

To measure the postgraduate education performance and scientific and technological research 

competence performance of state universities in Türkiye 
1 

To determine the total factor efficiency of countries in higher education 1 

To determine the research performance of universities 1 

To measure the general and educational performances of universities 1 

To determine the entrepreneurial and academic efficiency of universities 1 

To measure the efficiency of universities in the context of quality management practices 1 

To analyze the performance of universities 1 

To determine the technical and scale efficiency of universities 1 

To measure the efficiency of the activities carried out by the universities within the scope of 

their third mission 
1 

To determine the efficiency of the number of students of foundation universities and the incomes 

of these universities 
1 

To determine the total, technical and scale efficiency of foundation universities 1 

To determine the education and research efficiency of higher education institutions 1 

To determine whether the physical areas of higher education institutions are used effectively 1 

 

As a result of the analysis, 36 different research purposes were determined in the research on 

the efficiency of higher education institutions. When Table 5 is examined, it is seen that the purpose 

of 10 research (13.3%) is to evaluate the efficiency of the departments. The number of research 

aiming to determine the efficiency of higher education institutions is 9 (12%). The number of research 

aiming to determine the efficiency of state universities is 7 (9.3%). It was aimed to determine the 

efficiency of faculties in 6 research (8%), to determine the efficiency of foundation universities in 5 

research (6.7%), to determine the higher education efficiency of countries in 3 research (4%), to 

determine the efficiency of vocational colleges in 3 research (4%), to determine the efficiency of 

research and candidate research universities in 2 research (4%), to determine the cost-efficiency in 2 

research (2.7%), and to rank higher education institutions in 1 research (1.3%). Apart from these, 

efficiency analyses were carried out for different purposes in 26 different research. 

Discussion 

The purpose of this study, by examining the research on the efficiency of higher education, is 

to inform the researchers about the general tendency and direction of the research in terms of content 

and methodology, and to make recommendations to researchers about future research. For this 

purpose, a total of 70 research were analyzed with bibliographic and descriptive content analysis. As a 

result of the research, basically the following conclusions were reached: 

First, it has been determined that research on efficiency in higher education has increased in 

general and this increase has accelerated in recent years. This result of the research is in parallel with 

the research of Rhaiem (2017) and Emrouznejad and Thanassoulis (2005). 

Second, it is seen that there are many publishers that publish research on efficiency in higher 

education. One of the most important reasons for the occurrence of this situation can be shown as the 
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increase in the number of research on efficiency in higher education in recent years. Therefore, the 

number of alternative publishers that researchers can publish research on efficiency in higher 

education has also increased. 

Third, it is seen that higher education institutions, namely universities, are mostly examined in 

the research. This result of the research is compatible with the research result of Rhaiem (2017). The 

reason for this can be thought of as the easier access to data for universities. However, it is seen that 

the number of especially interdepartmental, interfaculty, and intercountry comparative research is 

very low. Measuring the efficiency of the departments and faculties within the universities may 

enable the necessary steps to be taken regarding efficiency, by providing information to the university 

administration. In addition, there are research in the literature dealing with the comparisons between 

countries. This research are periodically examined by different researchers and reveal the level of 

activity of a country in a certain time period. This situation allows a country to have information 

about the level of its activities compared to other countries and to use this information in its policies. 

Therefore, researchers need to consider the efficiency of higher education more comparatively with 

other countries. 

Fourth, it has been determined that data envelopment analysis, which is one of the non-

parametric methods, is used more as an efficiency analysis method in the research conducted. This 

result of the research is in parallel with the research results of Rhaiem (2017). Rhaiem (2017) 

revealed that non-parametric tests are used more as an efficacy analysis method in his research. 

However, this research differed from other research and identified additional analysis methods used in 

research. The Tobit regression analysis method, which tries to determine the factors affecting the 

efficiency scores in the research, is the second most used analysis method. However, although it is 

used the most compared to other methods, its usage is very low. The reason why the Tobit regression 

model is less used in research is that the researchers did not aim to determine the factors affecting the 

efficiency. Because Tobit regression analysis is a test that aims to reveal the factors affecting the 

efficiency scores of decision-making units (DMU). In addition to ending the research by only 

determining the efficiency of DMUs in the research, determining the factors affecting these efficiency 

scores will add richness to the research. In addition, because of the efficiency analysis, it was 

concluded that multi-criteria decision-making methods were used for ranking purposes, as well as 

data envelopment analysis, which could not rank the efficient units alone. Efficient units with the 

methods such as especially AHP, fuzzy AHP, MACBETH, Promethee, TOPSIS, which are frequently 

used in the literature, are listed. However, the number of these research is quite limited. In addition, it 

was concluded that stochastic frontier analysis method, which is one of the parametric methods, is 

used in very few research, with DEA and SFA being used in fewer when together. The point that can 

be suggested to researchers here is that besides DEA, effectiveness analysis should be done with the 
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SFA method, and even the results should be compared by using both methods. In addition, it is 

important to use multi-criteria decision-making methods together with DEA, which cannot determine 

the ranking among the effective units alone, and for researchers to aim at the ranking of DMUs. 

This result of the research is in fact directly related and compatible with the fifth result of this 

research. The fifth result of this research is the low number of methods used in the research. Only one 

method was used in more than three-quarters of the research. This is due to the limited number and 

narrow scope of the aims of the research. The most important indicator of this is that the rate of 

research using three methods is only 2%. 

Sixth, it is seen that the output-oriented BCC model is the most preferred among the 

efficiency measurement models in research. There may be some reasons for this situation. The CCR 

model is a method used when the increase in outputs is proportional to the increase in inputs. The 

BCC model, on the other hand, is a method used when the increase in outputs is not proportional to 

the increase in inputs (Mikušová, 2017). The main difference between the two is that the BCC model 

calculates variable returns to scale by dividing technical efficiency into pure efficiency and scale 

efficiency. The CCR model is an approach that is more appropriate to be used when decision-making 

units operate at optimum scale (Kipesha & Msigwa, 2013). Since higher education institutions operate 

at different scales with different sizes, environments, locations and experiences, it can be considered 

that the BCC approach based on variable returns to scale is a more appropriate model. According to 

Cooper et al. (2007), if there are large numerical differences between the data of the decision-making 

units, the BCC model is a more appropriate method. Higher education institutions have many inputs 

such as increasing budget and personnel numbers over the years, and these inputs tend to increase in 

general. It seems more rational to examine the efficiency of higher education institutions, whose 

inputs tend to increase in general and continuously, by considering the maximization of their outputs 

rather than examining the efficiency of them based on decreasing their inputs. What is required from 

higher education institutions is not to produce a certain and fixed output by keeping the inputs at a 

minimum, but to maximize their output. Higher education institutions are expected to increase their 

output by allocating many resources (Gralka et al., 2019; Tone & Sahoo, 2003). Therefore, although 

there is no rule that output-oriented BCC should be strictly applied in the efficiency analysis of higher 

education institutions, it has been determined that this model tends to be used more in this research. 

Seventh, while the number of studies on effectiveness in higher education is increasing every 

year, it has been concluded that more up-to-date data are not used in this direction. The reason for this 

situation to occur may be due to the difficulty of researchers in reaching up-to-date data. The use of 

old data while evaluating the current state of higher education institutions in future research 

jeopardizes the reliability of the current results of the research. It is important that researchers feel as a 

need to use up-to-date data as much as possible in future research. 
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Eighth, it has been concluded that there are many programs that can be used for efficiency 

analysis. With the development of technology, programs that can make analyzes that should be used 

in research with simpler calculations have emerged. Efficiency analysis is also included. As a result of 

the examination, it was determined that there were 19 different activity analysis programs. Therefore, 

this research shows researchers that there are many programs that can be used in efficiency analysis. 

Ninth, it has been concluded that the number of units whose efficiency has been examined is 

low. The existence of a small number of units such as academic departments and faculties may be a 

logical explanation for the low number of DMUs whose efficiency has been examined. However, the 

number of universities in Türkiye is relatively high. Therefore, there is a clear need to carry out 

research in which more universities are included in the efficiency analysis in future research.  

Tenth, it has been concluded that public universities tend to be examined more. The number 

of research in which foundation higher education institutions or foundation and state higher education 

institutions are examined together is low. Therefore, in future research, there is a need for research 

that examine both foundation higher education institutions within themselves and state and foundation 

higher education institutions together. 

Eleventh, it has been concluded that the number of personnel, financial inputs, number of 

students, physical resources, and number of units represent almost the entire input set in the inputs 

used in the efficiency analysis in the research. One of the most important issues and problems in the 

efficiency analysis of higher education institutions is which inputs and outputs will be selected for 

analysis (Kipesha & Msigwa, 2013). There is no consensus among researchers on which inputs and 

outputs will be included for inputs, outputs, quality and environment in higher education, and 

modeling of the production process cost structure (Ferro & D'Elia, 2020). Witte and López-Torres 

(2017), in their research examining the efficiency literature in education, revealed that very different 

input and output sets are used in efficiency analyses. Therefore, it is not logical and possible to 

determine a single and standard input and output set for higher education institutions as well. This is 

because higher education can differ between countries and even between regions. Therefore, the most 

rational way is to include comprehensive and representative inputs and outputs in the analyses. 

Another result that emerged from this research is that the outputs used in the research are basically 

represented by four different outputs: students, research, project and publication, financial variables, 

and academic achievement. This result of the research is compatible with the research of Ferro and 

D'Elia (2020). In their research, Ferro and D'Elia (2020) concluded that alumni, publications and 

patents were used as the most used outputs. The conspicuous deficiency in the research examined by 

this research is that uncontrollable variables are not included in the analysis as input and output. 

Higher education institutions are institutions that affect and are affected by their environment. 

Therefore, inclusion of uncontrollable -environmental variables in the analysis will ensure that the 
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efficiency measurement is more comprehensive and reflective. In the literature, there are research in 

which efficiency analyses are made by including these variables. For example, variables such as the 

quality of teaching and research (De Witte & Rogge, 2011; Haelermans & Blank, 2012), the 

characteristics of the teacher such as age, gender, experience (Burney et al., 2013; Naper, 2010), the 

level of competition (Haelermans et al., 2012; Misra et al., 2012), the socio-economic structure of the 

region where the institution is located (Cordero et al., 2017; Deutsch et al., 2013) are called 

uncontrollable environmental variables that do not have direct intervention by the institution. 

Twelfth, it has been concluded that three inputs and three outputs are generally used in 

research. This result is compatible with the conclusion that the number of examined units reached in 

this research is low. The lower the number of DMUs is, the lower the number of inputs and outputs is. 

Because, the number of inputs and outputs is too high compared to the number of decision-making 

units, it reduces the discrimination power of data envelopment analysis. In other words, using too 

many inputs and outputs according to the number of decision-making units makes it difficult for data 

envelopment analysis to determine the efficient units. The suggested basic rule is that the number of 

decision-making units should be at least twice the total number of inputs and outputs (Golany & Roll, 

1989). On the other hand, Vassiloglou and Giokas (1990) state that data envelopment analysis works 

more powerfully when the number of decision-making units is more than twice the number of inputs 

and outputs. Banker et al. (1989), state that the number of decision-making units should be at least 

three times the number of inputs and outputs. Cook et al. (2014), state that these views are not a rule 

or an obligation and are not based on a statistical basis. All these views are stated for with the aim of 

convenience. Otherwise, it is possible for the data envelopment analysis to lose its distinguishing 

power. 

Conclusion 

There has been a significant increase in the number of studies on efficiency in higher 

education in the last 20 years. A significant part of the research has been carried out on universities. 

Although there are many efficiency measurement methods in the literature, the data envelopment 

analysis method is more preferred by the researchers. Data envelopment analysis can be performed 

with different models. Among these models, it is seen that the output-oriented BCC model comes to 

the fore. Inputs and outputs used in efficiency measurement may vary in different studies. However, 

the number of personnel, financial inputs, student numbers and physical resources are important 

representatives of inputs in different input sets. In addition, students are important representatives of 

research/project/publication, financial variables and academic achievement outputs. Finally, it has 

been concluded that the aim of the research is directed to different problems in the research on the 

efficiency analysis of higher education institutions, but the scope of the research can be improved. 

Although the main purpose of efficiency research in higher education is to determine the efficiency of 
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the units, both the selection of units and the methodological approach used differentiate the purpose of 

the research. While some research aim to determine the efficiency of public universities, others focus 

on a specific area of universities such as cost or research efficiency. The point to be emphasized here 

is that efficiency analysis of universities in a country or of universities, faculties, academic 

departments, institutes, and similar units in different countries can be done, as well as the efficiency 

analyses of these units in different fields can be focused on. For example, such as analysis of research 

efficiency of countries, analysis of cost-efficiency of universities, analysis of research efficiency of 

faculties. The issue that is ignored in the research is the efficiency analysis research for the dimension 

of service to society, which is called the third mission of higher education. Therefore, there is a need 

to take this dimension of higher education into account in future research. 
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Abstract 

This research was undertaken with the aim of evaluating, classifying, and detecting mistakes made by 

Tunisian students learning Turkish as a foreign language at the A1 level. The study is descriptive and 

was performed using document and content analysis methods. Forty Tunisian university students 

participating in the study were asked to write about their emotions, ideas, and plans after being given 

a topic in the classroom at a specific time. Afterwards, their incidences of miswriting were determined 

while analyzing the texts. Their mistakes were classified under the headings of spelling mistakes, 

morphemic mistakes, phonetic mistakes, syntactic mistakes, and semantic mistakes. The writing 

errors grouped within these categories were subsequently re-evaluated according to their specific 

features and presented again under more narrow subheadings. It was determined that the students 

made 206 spelling mistakes, equaling 39.84% of the total, followed by 119 morphemic mistakes 

equaling 23.01%, 95 phonetic mistakes equaling 18.37%, 52 syntactic mistakes equaling 10.05%, and 

45 semantic mistakes equaling 8.70%, for a total of 517 writing errors. The majority of these 

incidences of miswriting happened due to factors such as negative transfer, the distinctive structure of 

the Turkish language, and the students’ lack of knowledge and experience. It is emphasized that 

writing-oriented error analysis studies in the teaching of Turkish as a foreign language should be 

increased and continued at all levels. 
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Introduction 

The growth in contemporary communication and education opportunities has allowed 

individuals to improve themselves in multifaceted ways and makes people more competitive, both 

locally and internationally, in all fields. People are now more open to collaborating with people from 

other countries and enriching their accumulated knowledge and experiences by following new trends 

in technology. Educational processes and conditions expose learners and teachers of all disciplines to 

new challenges according to the interests, needs, and expectations of the individual (Tutkun, 2010). 

Language is the most common and strongest tool for understanding among humans. It not 

only facilitates communication with other individuals in immediate and distant areas; it is also the 

most effective way of ensuring more comprehensive, strong, multidimensional, and broader 

relationships. Due to its effectiveness in communication and its multidimensional structures that allow 

interaction and the transfer of cultural and national values, education in the native language is a core 

factor of all countries’ educational systems. At the same time, changing global conditions necessitate 

the ability to communicate in more than one language; in some cases, to satisfy both individual and 

social needs, it is necessary to learn one or more foreign languages. As millions of people annually 

leave their homelands for various reasons, whether voluntarily or involuntarily, and begin to live 

together with people of other nationalities, the necessity of communicating in non-native languages 

grows, and this requires a re-evaluation of foreign language teaching. While foreign languages used to 

be taught for commercial and political reasons, changing global conditions now require foreign 

language teaching to ensure coexistence, understanding, and communication in multilingual and 

multicultural countries. However, foreign language teaching is a need for not only multilingual and 

multicultural countries; it is needed in all societies today, because the collaboration globally occurring 

in different fields such as commerce, politics, science, and art requires communication in different 

languages (İşcan, 2011).  

The richness of language and the use of all its features are perpetuated through literary works, 

and the elaborateness and rules of language are taught according to appropriate grade levels and ages 

to students during native language education. The acquisition of the native language may be further 

improved in line with the student’s interests, talents, and expectations based on local educational 

programs and processes. However, foreign language teaching requires different processes and 

planning compared to native language teaching based on the student’s intended use of the language, 

exposure to the target language, and level of readiness. Activities and projects prepared for improving 

different language skills based on only the students’ exposure to the foreign language are not 

sufficient for successful foreign language teaching. An understanding of the target language 

knowledge and experience of students from different cultures with different native languages is not 

enough; the similarity of the native language to the target language must also be considered, including 
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elements like the target language’s sentence structure, vocabulary, phonetic features, and etymology 

in comparison to the native language of the student. Students are affected at various levels by all 

experiences and knowledge of the native language, whether consciously or unconsciously, while 

learning a foreign language (Yang, 2019). 

Writing is a difficult language skill to improve as it requires the application of other language 

skills at high levels during application studies (Klimova, 2014). High-level skills such as critical and 

creative thinking, research and problem-solving, communication, and the use of information 

technologies are applied intensively while writing. The skill of writing has a multidimensional 

structure that includes psychological, cognitive, and grammatical aspects (Eryaman, 2008). At the 

same time, a learner needs to make a great deal of effort to achieve a successful outcome shaped by 

previous positive and negative learning experiences while following specific rules, perhaps without 

any interaction (Genç, 2017). 

Texts written by students may be considered from the perspectives of grammar, word choice, 

syntax, and sentences while writing skills are being evaluated in foreign language teaching (Kepner, 

1991). Discussions of the occurrence of miswriting among foreign language learners from the 

aforementioned perspectives do not occur at the same levels for all languages, but it can be said that 

there are general similarities. Another point in foreign language teaching is the evaluation of errors 

made by students while writing, or miswritings, which should be identified so that the necessary 

feedback can be provided to the student. Undoubtedly, expecting students’ outcomes to be faultless 

while learning new skills or languages would not be the right approach. Nonetheless, care must be 

taken, because determining mistakes and informing the student may also generate adverse outcomes 

(Hendrickson, 1980). Therefore, plans should be made for both determining students’ miswritings and 

correcting them. In this process, it would be appropriate to design writing studies by performing error 

analyses and examining the frequencies of specific types of errors in the process. 

It is observed that transfers from the native language are important while examining the 

sources of various mistakes and features in texts written by students in the target language. 

Accordingly, various studies have been conducted to explore certain miswritings caused by students’ 

transfers from their native languages and cultural accumulation, and to improve students’ articulacy in 

the target language and determine their miswritings (Jarvis, 2000; Jarvis & Crosslay, 2012; Yang, 

2019). Transfers may improve according to skills at different time points and features may change 

negatively or positively. Particularly, similarities and differences between the target language and the 

native or other known languages of the student may affect the transfer process positively or 

negatively. The transfer process is so efficient that it has been stated that the term “acquisition,” as 

used for the native language, can also be used for the transfer process and the learning of second or 

third languages (Jobeen et al., 2015; Yang, 2019). 
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The transfer process involves lexical, cognitive, phonological, and pronunciation aspects, and 

examining it thoroughly will lead to significant outcomes in terms of the improvement of written 

articulacy and other language skills. These transfer elements are realized in every language at 

different rates and times (2019). For the teaching of English as a foreign language, many studies have 

addressed this issue, and it has been reported that speakers of different native languages who learn 

English as a foreign language in different countries transfer their own languages and cultures to 

English in accordance with their ages and educational backgrounds (Bagherian, 2012; Chan, 2004; 

Yeon et al., 2017). Discussing and evaluating these transfers in detail may provide guidance in the 

stages of planning and applying foreign language teaching. 

There are numerous studies on writing skills in the field of foreign language teaching around 

the world. While the studies conducted in Turkey usually evaluate the miswritings of foreign students 

learning Turkish, studies conducted abroad are intensely focused on the learning of English in 

multinational groups (Tiryaki, 2013; İşcan, 2015; Genç, 2017; Denizer, 2017; Aşçı, 2019; Ayık, 2019; 

Azizoğlu et al., 2019; Barış & Ülker, 2019; Şehitoğlu, 2020; Emek, 2021; Leki, 1999; Myles, 2002; 

Cheng, 2004; Rawson et al., 2005; Wu & Garza, 2014; Talosa & Maguddayao, 2018). In these 

studies, texts written by students are examined, the determined mistakes are classified, and comments 

and evaluations are made based on the findings. The studies in the literature generally evaluate types 

of miswritings and the reasons why they happen as a result of specific negative transfers. However, 

there is no study of the miswritings of students learning Turkish as a foreign language in Tunisia in 

the literature to date.  

Turkish is used by millions of people as a second language or general foreign language. In 

addition to institutional Turkish teaching centers like those of the Ministry of National Education of 

Turkey, the Yunus Emre Institute, and centers operating under the umbrella of various universities 

that teach Turkish at home and abroad, private corporations also operate in this field (Nurlu, 2019). 

Tunisia, a North African country, is one of the countries where Turkish is commonly taught at 

secondary and tertiary levels. All undergraduate and graduate students studying in Tunisia have the 

opportunity to participate in Turkish lessons at the tertiary level as a result of bilateral agreements that 

have been in place for many years. Turkish lessons are generally arranged to encompass two or three 

hours per week during the week or on the weekend.  The April 9 Faculty of Human and Social 

Sciences at Tunis University is one such institution where Turkish lessons are offered for two hours 

per week, and it is the researcher’s place of employment. 

Tunis University is one of the most established universities of Tunisia, and the April 9 Faculty 

of Human and Social Sciences where Turkish lessons are offered is one of the most established 

tertiary educational foundations, hosting more than 5000 graduate and undergraduate students 

together with more than 400 academics with a history of more than 60 years. In addition to Turkish, 
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Spanish, Russian, Persian, Italian, and Latin are also offered as elective language courses 

(http://www.fshst.rnu.tn/fr/présentation). The Turkish lessons offered via this institution have high 

levels of participation due to the central location and the presence of many other neighboring 

universities and faculties. It is one of the most significant centers where Turkish as a foreign language 

is taught in Africa in terms of the number of Turkish learners.  

It is predicted that contributions will be made to the teaching of Turkish as a foreign language 

as a result of this study, which was designed to determine the miswritings of students taking elective 

Turkish lessons at Tunis University, specify and evaluate the types of mistakes, and offer advice in 

accordance with the obtained findings. The results of this study are similar to those of many other 

studies but also entail differences in the types of writing errors identified, as will be explained below 

in the discussion section. 

Method 

This study was performed with a qualitative research approach. The document analysis 

method was applied because the aim was to examine and evaluate written materials (Yıldırım & 

Şimşek, 2013). This method is often preferred in similar studies in the literature, and it has been 

described as one of the most appropriate methods for examining written materials (Karasar, 2009; 

Patton, 2014). Thus, the students’ miswritings were determined in this study by document analysis, 

their writing errors were grouped into specific categories, and the findings were evaluated.  

Research Group 

The research group of the study included 28 female and 12 male students learning Turkish as 

a  foreign language at the A1 level at Tunis University. These students were studying in different 

universities and departments, and they were all learning Turkish via elective foreign language lessons 

at the April 9 Faculty of Human and Social Sciences of Tunis University. Students at this institution 

use Arabic intensively as the official language of Tunisia, French as an official language in many 

fields, and English. It was observed that the students were eager to participate in the lessons and many 

of the students were multilingual. 

Data Collection and Analysis 

Forty students who were taking Turkish lessons at the A1 level at the April 9 Faculty of 

Human and Social Sciences of Tunis University in the 2020-2021 academic year participated in this 

study. They were asked to express their emotions, ideas, and plans in writing without consulting any 

supplementary resources. Students’ texts were examined, their miswritings were determined and 

classified, and these errors were evaluated within the categories of spelling mistakes, morphemic 

mistakes, phonetic mistakes, syntactic mistakes, and semantic mistakes. These categories were 
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determined after obtaining expert opinion because they are used in other studies aiming to examine 

writing errors in the teaching of Turkish as a foreign language and they are useful for the evaluation 

of such miswritings. Subsequently, the miswritings grouped within these categories were re-evaluated 

and reviewed again within more specific subcategories. 

During the data collection process, students were asked to write about their plans on a specific 

topic and were given enough time to do so. The topic was presented in class for the first time so that 

they were unprepared for the topic and could not utilize any external support or academic resources. 

After the writing process, the texts were collected, counted, and examined. Miswritings in the texts 

were identified, analyzed, classified, and presented within the following categories: 

1. Spelling Mistakes 

2. Morphemic Mistakes 

3. Phonetic Mistakes 

4. Syntactic Mistakes 

5. Semantic Mistakes 

The students’ texts were examined with document analysis and content analysis methods. 

Examples of their writing errors as used in content analysis are quoted below and the participating 

students are coded as P1, P2, P3, etc. The students’ texts were evaluated by the researcher and a 

Turkish language lecturer or academic using a form that included the headings listed above. The data 

collected for those five categories (spelling mistakes, morphemic mistakes, phonetic mistakes, 

syntactic mistakes, and semantic mistakes) were subjected to frequency and percentage analyses and 

were then grouped and presented within more specific subcategories. 

Results 

The findings obtained in the course of this study are presented in tables and discussed below. 

 General Overview of Turkish Language Miswritings of Tunisian Students 

Table 1. Overview of miswritings found in the students’ texts. 

Type of Miswriting Frequency  

f 

Percentage 

% 

Spelling Mistakes 206 39.8% 

Morphemic Mistakes 119 23% 

Phonetic Mistakes 95 18.3% 

Syntactic Mistakes 52 10% 

Semantic Mistakes 45 8.7% 

Total 517 100% 
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As seen in Table 1, the students made 206 spelling mistakes, equaling 39.84% of the total 

mistakes. This was followed by 119 morphemic mistakes equaling 23.01%, 95 phonetic mistakes 

equaling 18.37%, 52 syntactic mistakes equaling 10.05%, and 45 semantic mistakes equaling 8.70%, 

for a total of 517 miswritings. 

The majority of the miswritings were thus spelling, morphemic, and phonetic mistakes, which 

is related to the non-internalization of rules and usage as the participating students were at the A1 

level and made certain mistakes caused by the combination of native and foreign languages belonging 

to different language families. They made fewer mistakes in terms of syntax and semantics, as they 

were less likely to attempt to use structures and words that they did not know well.  

Findings on the Spelling Mistakes of Tunisian Students 

Table 2. Spelling mistakes. 

Type of Miswriting Frequency 

f 

Percentage 

% 

Misspelling words 68 33% 

Miswriting tense suffixes 58 28% 

Misusing uppercase and lowercase letters 50 24.2% 

Misusing punctuation marks 45 21.8% 

Writing words without spaces needed 5 2.4% 

Total 206 100% 

 

As can be seen in Table 2, the students made 68 errors of misspelling words, equaling 33% of 

all spelling mistakes. This was followed by 58 miswritings of tense suffixes equaling 28.05%, 50 

misusages of uppercase and lowercase letters equaling 24.27%, 45 misusages of punctuation marks 

equaling 21.84%, and 5 words written without the necessary spaces equaling 2.42%, for a total of 206 

spelling mistakes. 

It was furthermore observed that the words and grammatical structures that these A1 students 

were capable of using were limited, which meant that they avoided more complicated and diverse 

writing errors. At the same time, they could not repeat the words and grammatical structures that they 

had learned often enough, which led to mistakes. 

Each type of spelling mistake is presented below with an example. 

Misspelling words: 

P2: Ayrıca yaz tatilinde siyahat çok istiyorum. (seyahat)  

Miswriting tense suffixes: 

P1: Çay içicam, mis hava koklicam… (Çay içeceğim, mis hava koklayacağım.) 
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Misusing uppercase and lowercase letters: 

P23: Sonunda tunusa dondugunler. (Sonunda Tunus’a döndüler.) 

Misusing punctuation marks: 

P5: Bütün İstanbula… (İstanbul’u ) 

Writing words without the needed spaces: 

P7: Önce hergün parkta ve denize gideceğim. (her gün) 

It was found that the writing errors in this category were caused not by negative transfers but 

rather by students not knowing the target language’s spelling and punctuation rules. 

Findings on the Morphemic Mistakes of Tunisian Students 

Table 3. Morphemic mistakes. 

Type of Miswriting Frequency 

f 

Percentage 

% 

Misusing dative case suffixes 37 31% 

Misusing accusative case suffixes 22 18.4% 

Misusing other suffixes 15 12.6% 

Misusing possessive suffixes 13 10.9% 

Misusing plural suffixes 10 8.4% 

Misusing locative case suffixes 9 7.5% 

Misusing verbals 7 5.8% 

Other miswritings 6 5% 

Total 119 100% 

 

As can be seen in Table 3, the students made 37 errors that involved the misuse of dative case 

suffixes, equaling 31.09% of the errors in this category. This was followed by 22 misuses of 

accusative case suffixes equaling 18.48%, 15 misuses of other suffixes equaling 12.60%, 13 misuses 

of possessive suffixes equaling 10.92%, 10 misuses of plural suffixes equaling 8.40%, 9 misuses of 

locative case suffixes equaling 7.56%, 7 misuses of verbals equaling 5.88%, and 6 other miswritings 

equaling 5.04%, for a total of 119 morphemic mistakes. 

Each type of morphemic mistake is presented below with an example. 

Misusing dative case suffixes: 

P3: Deniz gitmek çok istiyorum. (Denize) 

Misusing accusative case suffixes: 

P6: Aslında yaz çok seviyorum. (yazı) 
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Misusing plural suffixes: 

P15: Ben çok kitaplar okuyacağım. (çok kitap)  

Misusing locative case suffixes: 

P9: Benim ile ailem bir büyük otel kalacağız. (otelde) 

Misusing verbals: 

P11: Doğum günü kutlamak ondan devam ediceğiz. (kutladıktan) 

Other miswritings: 

P34: Bu neden dışarı çıkmayacağım. (nedenle: incomplete postposition) 

P34: Sonra evde çiktik. (evden) 

Turkish is an agglutinative language and the native and foreign languages that these students 

knew had very different structures; this was a significant factor for their writing errors. The fact that 

the structural features of the Turkish language were not fully comprehended by the students was more 

influential here than negative transfer. Arabic, as their native language, is not an agglutinative 

language like Turkish, which they know as a foreign language, so this particular type of miswriting 

was common. 

Findings on Phonetic Mistakes of Tunisian Students 

Table 4. Phonetic mistakes. 

Type of Miswriting Frequency 

f 

Percentage 

% 

Using the letter “i” instead of “ı”  51 53.6% 

Using the letter “e” instead of “i” 13 13.6% 

Using the letter “u” instead of “ü” 9 9.4% 

Using the letter “d” instead of “t” 5 5.2% 

Using the letter “t” instead of “d” 4 4.2% 

Other miswritings 13 13.6% 

Total 95 100% 

 

As can be seen in Table 4, the students made 51 writings errors that involved using the letter 

“i” instead of “ı,” equaling 53.68% of all phonetic mistakes. This was followed by 13 erroneous 

usages of the letter “e” instead of “i” equaling 13.68%, 9 usages of “u” instead of “ü” equaling 9.46%, 

5 usages of “d” instead of “t” equaling 5.26%, 4 usages of “t” instead of “d” equaling 4.21%, and 13 

other miswritings equaling 13.68%, for a total of 95 phonetic mistakes. 



Educational Policy Analysis and Strategic Research, V17, N4, 2022 

© 2022 INASED 

 

54 

The fact that the letters “ı” and “ü” do not exist in the native and other foreign languages of 

these students and the fact that they did not fully comprehend the alternation rules for “t” and “d” had 

a dramatic influence on repetitions of phonetic mistakes. 

Each type of phonetic mistake is presented below with an example. 

Using the letter “i” instead of “ı”: 

P27: Ve ben de yaz da doğdun için sicak olduğuna rağmen o nu çok seviyorum. (sıcak) 

Using the letter “e” instead of “i”: 

P4: Lokantaya gediceğiz. (gideceğiz) 

Using the letter “u” instead of “ü”: 

P19: Benim ailem buyuktur. (büyüktür) 

Using the letter “d” instead of “t”: 

P36: Sokakda sohbet edicağiz. (sokakta) 

Using the letter “t” instead of “d”: 

Ö8: Akşamda parka giteceğim. (gideceğim) 

Other miswritings: 

P16: Balık tutiyoruz. (tutuyoruz: u-i) 

P32: Saat sekiz sahilde köpekimle yürüyorum. (köpeğimle: ğ-k) 

P22: Çök planlar yapmayacağiz. (çok: o-ö) 

These phonetic mistakes occurred because the students had negative transfers from the 

languages they used as native and other foreign languages, and they did not know the rules of the 

target language. The letters (ı, ö, ü, ğ) and sounds (/ɯ/, /ø/, /y/, /ɰ/) that exist in the Latin-based 

Turkish alphabet but not in the other languages known by these students were often miswritten, and 

they were also pronounced incorrectly in speaking practices. It was determined that the students made 

mistakes more frequently when they were confronted with new letters and sounds for the first time. 
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Findings on Syntactic Mistakes of Tunisian Students 

Table 5. Syntactic mistakes. 

Type of Miswriting Frequency 

f 

Percentage 

% 

Mistakes in words’ locations  19 36.5% 

Compound mistakes 19 36.5% 

Non-canonical sentence structure 8 15.3% 

Subject-verb disagreement 6 11.5% 

Total 52 100% 

 

As presented in Table 5, the students made 19 mistakes involving the incorrect location of 

words in sentences, equaling 36.53% of all syntactic mistakes. This was followed by 19 compound 

mistakes equaling 36.53%, 8 usages of non-canonical sentence structure equaling 15.38%, and 6 cases 

of subject-verb disagreement equaling 11.53%, for a total of 52 syntactic mistakes. It can be 

concluded that students generally used language(s) with syntax considerably different from that of 

Turkish, and this increased their numbers of syntactic mistakes. 

Each type of syntactic mistake is presented below with an example. 

Mistakes in words’ locations: 

P7: Djerba’da çok harika deniz. (Djarbe’de deniz çok harika.) 

Compound mistakes: 

P9: Çünkü deniz sulu çok temiz. (Çünkü denizin suyu çok temiz.) 

Non-canonical sentence structure: 

P11: Birinci deniz gitticem arkadaşlerim birlikte. (Arkadaşlarımla birlikte denize gideceğim.) 

Subject-verb disagreement: 

P35: Annem yemek çok güzel yaptık. (Annem çok güzel yemek yaptı.) 

Findings on Semantic Mistakes of Tunisian Students 

Table 6. Semantic mistakes. 

Type of Miswriting Frequency 

f 

Percentage 

% 

Usage of incorrect words 34 75.5% 

Incomplete expression 5 11.1% 

Usage of meaningless words 4 8.8% 

Word repetition 2 4.4% 

Total 45 100% 
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As presented in Table 6, the students made 34 mistakes that involved the usage of incorrect 

words, equaling 75.55% of all semantic mistakes. This was followed by 5 mistakes of incomplete 

expression equaling 11.11%, 4 mistakes of the usage of meaningless words equaling 8.88%, and 2 

mistakes of word repetition equaling 4.44%, for a total of 45 semantic mistakes. Semantic mistakes 

originating from the use of incorrect words reflect the inadequacy of students’ vocabularies at this 

level. 

Each type of semantic mistake is presented below with an example. 

Usage of incorrect words: 

P23: Hafta sonu sahilde yüzüyorum. (yürüyorum) 

Incomplete expression: 

P17: Sonuncu ben çok mutlu. (mutlu olacağım) 

Usage of meaningless words 

P2: Çünkü ben pençine çok seviyorum. (“pençine” does not mean anything) 

Word repetition: 

P8: Türkiye’ye gidecektim, ama çünkü korona var. (ama, çünkü: repeated conjunctions) 

Discussion 

Writing is a skill that is difficult and slow to improve in contrast to the ease of determining 

mistakes made in writing. Focusing on writing skills in foreign language teaching is not only closely 

associated with detecting mistakes easily; it also requires high-level thinking and the application of 

writing skills together with other skills. After determining the shortcomings and mistakes of students 

with writing exercises, the researcher or instructor will be able to not only evaluate that group but can 

also make preparations and arrangements for other similar groups. It will generally be found that 

students with the same native language, culture, or historical background have similar difficulties and 

make similar mistakes. 

Improving writing skills and detecting mistakes are among the important points emphasized 

in teaching Turkish as a foreign language. Research similar to that presented here has been conducted 

in various countries at different levels for Turkish language learners (Büyükikiz & Hasırcı, 2013; 

Boylu, 2014; Tiryaki, 2017; Yağcı, 2017; Demiriz & Okur, 2019; Fidan, 2019; Hoşça, 2020; 

Şehitoğlu, 2020; Emek, 2021). In previous works, when the students’ texts were examined in terms of 
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phonetics, misspellings, punctuation, syntax, and morphemic mistakes, results similar to those of the 

present study were obtained.  

It was previously observed that mistakes are made in writing uppercase or lowercase letters, 

writing proper nouns and suffixes, and misspelling words, similar to the findings of the present study 

(Fidan, 2019; Arslan and Klicic, 2015). It was also determined that not enough attention is paid to the 

usage of apostrophes and commas in Turkish. Generally speaking, beginning students make many 

mistakes in writing words, and while they usually write frequently used punctuation marks like 

periods and commas correctly, there are more mistakes with apostrophes, semicolons, and hyphens at 

the beginner level. 

It was determined that students learning Turkish as a foreign language generally have 

problems in correctly using certain letters, such as choosing between ı-i, u-ü, o-ö, a-e, ş-ç, or d-t in 

terms of phonetics. Furthermore, vowel and consonant harmonies are not fully understood or 

sufficiently applied as important rules by these students (Yağcı, 2017; Emek, 2021; Hoşça, 2020). 

Likewise, in the present study, it was determined that the letters ı-i, u-ü, o-ö, and d-t were often 

miswritten while the letters ş-ç and a-e were miswritten less often.  

It was observed that students made morphemic mistakes in writing and using suffixes. Using 

noun case suffixes instead of others, using no suffixes, and inappropriately using plural suffixes after 

plural adjectives have been reported as common mistakes by other researchers (Büyükikiz & Hasırcı, 

2013; Boylu, 2014; Tiryaki, 2017). Similarly, it was seen that students miswrote noun cases, plurals, 

and verbal suffixes generally as a result of negative transfers from their native or other foreign 

languages. 

The students made mistakes in subject-verb agreement, formed compounds with incorrect 

suffixes, and used words’ locations incorrectly in syntax, which are problems reported to be 

encountered frequently (Demiriz & Okur, 2019; Fidan, 2019; Şehitoğlu, 2020; Emek, 2021). It was 

observed that mistakes in misusing words’ locations and writing and forming compounds incorrectly 

were encountered more frequently than problems with subject-verb agreement and non-canonical 

sentence formation. 

Semantic mistakes have not usually been discussed within an independent category in 

examinations of students’ writings errors; rather, the emphasis has generally been on the use of 

incorrect words, and this type of writing error is typically presented within the categories of syntax, 

misspellings, or others (Büyükikiz & Hasırcı, 2013; Boylu, 2014; Şehitoğlu, 2020; Emek, 2021). 

However, as presented in Table 6, students’ correct usages of meaningful sentences or words that 

complete sentences meaningfully cannot be evaluated as examples of spelling or syntactic mistakes. 
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Accordingly, Demiriz and Okur (2019) chose to present semantic mistakes within a separate category. 

The semantic mistakes in the present study were presented among the subcategories of the usage of 

incorrect words, incomplete expression, word repetition, and the usage of meaningless words.  

Previous research has been conducted about writing errors in the categories of spelling and 

punctuation, morphemic mistakes, syntactic mistakes, and phonetic mistakes among learners of 

Turkish as a foreign language. However, it cannot be said that there is a standard approach to such 

evaluations even if some categories are commonly used in evaluating students’ texts. Therefore, there 

is not yet a common view of these aforementioned types of mistakes and experiences. Long-term and 

wide-scale studies must be pursued to support the necessary program arrangements, the training of 

students, the preparation of resources, and the planning of classroom instruction considering national, 

regional, cultural, and historical discrepancies in the teaching of Turkish as a foreign language.  

Conclusions and Suggestions 

The findings obtained after examining the writing errors of 40 learners of Turkish as a foreign 

language at the A1 level can be summarized as follows. 

When miswritings in Tunisian students’ Turkish texts were evaluated in general, it was 

determined that the students made 206 spelling mistakes, equaling 39.84% of the total. This was 

respectively followed by 119 morphemic mistakes equaling 23.01%, 95 phonetic mistakes equaling 

18.37%, 52 syntactic mistakes equaling 10.05%, and 45 semantic mistakes equaling 8.70%, for a total 

of 517 writing errors. 

The students made 68 spelling errors equaling 33% of all spelling-related errors. This was 

followed by 58 misusages of tense suffixes equaling 28.05%, 50 misusages of uppercase and 

lowercase letters equaling 24.27%, 45 misusages of punctuation marks equaling 21.84%, and 5 words 

written without necessary spaces equaling 2.42%, for a total of 206 spelling mistakes. 

The students made 37 errors involving the misusage of dative case suffixes equaling 31.09% 

of all morphemic mistakes. This was followed by 22 misusages of accusative case suffixes equaling 

18.48%, 15 misusages of other suffixes equaling 12.60%, 13 misusages of possessive suffixes 

equaling 10.92%, 10 misusages of plural suffixes equaling 8.40%, 9 misusages of locative case 

suffixes equaling 7.56%, 7 misusages of verbals equaling 5.88%, and 6 other writing errors equaling 

5.04%, for a total of 119 morphemic mistakes. 

The students made 51 errors that involved using the letter “i” instead of “ı,” equaling 53.68% 

of all phonetic mistakes. This was followed by 13 cases of using the letter “e” instead of “i” equaling 

13.68%, 9 cases of using the letter “u” instead of “ü” equaling 9.46%, 5 cases of using the letter “d” 
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instead of “t” equaling 5.26%, 4 cases of using the letter “t” instead of “d” equaling 4.21%, and 13 

other errors equaling 13.68%, for a total of 95 phonetic errors.  

The students made 19 mistakes of using words in the wrong locations, equaling 36.53% of all 

syntactic mistakes. This was followed by 19 compound mistakes equaling 36.53%, 8 non-canonical 

sentence structures equaling 15.38%, and 6 incidences of subject-verb disagreement equaling 11.53%, 

for a total of 52 syntactic mistakes.  

The students made 34 mistakes that involved using incorrect words, equaling 75.55% of all 

semantic mistakes. This was followed by 5 mistakes of incomplete expression equaling 11.11%, 4 

cases of using meaningless words equaling 8.88%, and 2 cases of erroneous word repetition equaling 

4.44%, for a total of 45 semantic mistakes.  

According to the data obtained from the analysis of texts written by Turkish language learners 

at the A1 level in the April 9 Faculty of Human and Social Sciences of Tunis University, Tunisian 

students, as native speakers of Arabic who also regularly use French, English, German, or Spanish 

have difficulties in using the letters “ı,” “i,” “u,” “ü,” “o,” “ö,” “t,” and “d” in Turkish. Their learning 

is impacted by negative transfers from their previously known languages, and the influence of English 

and French can particularly be observed. 

The students were not familiar with Turkish, an agglutinative language in which suffixes are 

used intensely; as a result, they had difficulties in forming sentences or word groups and using 

suffixes correctly. Learning Turkish, which has a different language structure compared to Arabic and 

French, is challenging in terms of negative transfers and morphemic mistakes. Negative transfers 

occur in forming compounds and canonical sentences. 

It is normal for students at both the A1 and C1 levels to make mistakes while writing; native 

speakers also make mistakes while writing. However, the mistakes seen among non-native speakers 

may become permanent if they are not addressed in classroom settings. Furthermore, it is difficult to 

detect and correct such errors for beginning students. More detailed research on the shortcomings and 

mistakes identified in students’ writing samples would be of significant value in improving the 

outcomes of foreign language learners. 

Written texts are unique individual products, although written mistakes can be generalized 

according to specific nationalities, regions, and societies. This is confirmed by both the present study 

and the relevant literature. Accordingly, it would be helpful to evaluate and examine studies on 

writing errors while planning the teaching of Turkish as a foreign language; in this process, both 

learners and teachers would benefit. Determining the mistakes that might occur more often for 

students from particular geographical, cultural, and language backgrounds would also help in 
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determining the educational processes, lesson plans, and resources as teachers prepare, deliver, and 

evaluate their courses with these differences in mind.  

Suggestions 

Based on the collection and evaluation of data in the present research,  the following 

suggestions can be made: 

Standardization should be ensured by developing criteria for detecting miswritings in the 

teaching of Turkish as a foreign language. 

Teaching should be carried out while evaluating spelling errors in terms of letters, words, 

sentences, and text dimensions in line with the needs of the students. 

Many more activities and studies should be undertaken to reinforce the correct usage of 

frequently miswritten vowels such as ı, i, u, ü, o, and ö and consonants d, t, ç, and ş. 

The understanding of Turkish syntax should be supported with sentences of different lengths 

and difficulties, especially among beginning students.  

Research on writing errors and error analyses in teaching Turkish as a foreign language 

should be carried out at all levels.  

Studies conducted among different cultures, languages, and countries should be grouped in an 

effort to understand which mistakes arise most often from which populations. 

Programs, materials, and processes should always be regulated according to the country, 

region, language, and culture by evaluating practical student data.  

Materials prepared for the audiences with the careful evaluation of previous mistakes should 

be reviewed again or redesigned as needed. 

Teachers should participate in all stages of language learning, from detecting basic mistakes 

to arranging further educational processes. Such efforts will dramatically increase the success of both 

students and teachers. 
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Abstract 

Türkiye hosts a diversity of numerous cultural groups regarding its location and social structure. The 

inclusion of these culturally diverse groups in the education system makes it necessary to evaluate 

teachers' perspectives and experiences on differences. The purpose of the study is to examine the 

strengths and weaknesses of cultural diversity as well as the opportunities and threats that cultural 

diversity poses to teachers. The research is designed as a qualitative phenomenological study to reveal 

the perceptions of the participants about the cultural diversity that exists in schools. In this study, 

teachers were reached by using the snowball sampling method of the purposive sampling approach. 

118 teachers who are still teaching in Türkiye’s various regions during the 2021-2022 academic year 

voluntarily filled out the online form. The data obtained were transferred to the MAXQDA package 

program and similar expressions were gathered under four main themes: strengths, weaknesses, 

opportunities, and threats. The main themes were created to consist of the steps of the SWOT 

analysis. Then, content analysis was applied to the data categorized according to the SWOT analysis 

steps. According to the findings, the strengths of cultural diversity in the classroom mostly gathered 

around “knowledge construction” and “supporting creativity”. The findings also indicated that 

teachers' views on the weaknesses of cultural diversity mostly gathered around “difficulty addressing 

all differences” and “lack of communication”, and teachers’ views on the threats against cultural 

diversity mostly gathered around “cultural conflict” and “cultural insensitivity”. Finally, teachers also 

believe that “learning cultural components” and gaining new experiences” are the most important 

opportunities for cultural diversity.  
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Introduction 

The migration of people with different cultural backgrounds from the areas where they live to 

different regions enriches the cultural diversity of the countries (Berry, 2016; Dandy & Pe-Pua, 2010; 

Hurn & Tomalin, 2013; Karakaş & Erbaş, 2018; Sides & Citrin, 2007; Schwartz, 2004). It is a well-

known fact that there have been great human migrations all over the world, especially in the last 20 

years. According to United Nations Data (2018), more than 250 million individuals, or approximately 

one out of every 30 people, including all voluntary and forced migrations, are defined as international 

migrants. Another well-known fact is that Türkiye is one of the countries that is most affected by 

these migration movements and hosts a great deal of cultural diversity (Erbaş, 2021). Depending on 

various migration movements, the demographic structure of the Republic of Türkiye is constantly 

changing (Bülbül & Köse, 2010; Yılmaz, 2014). When we examine these data specific to Türkiye, we 

see that human mobility has reached large numbers. According to the data of the General Directorate 

of Migration Management (2022), the number of Syrians under temporary protection in our country is 

more than 3.6 million, which indicates that one out of every 25 people living in the country is Syrian. 

Changes due to migration also directly affect diverse student populations in schools (Figen, 2015). 

For instance, based on the data gathered from the General Directorate of Migration Management 

(2022), 1.7 million children of migrant families are of school age (between 5 and 18 years old). 

Moreover, Türkiye is not just a country that had differences with its immigrant population. Due to its 

location and historical characteristics, there are many religiously, linguistically, ethnically, and 

socioeconomically diverse human communities in Türkiye (Aydın, 2012). Having that many diverse 

children in the classrooms undoubtedly provide different experiences to all components of the school 

such as teachers, administrators, parents etc. Evaluating all aspects of these experiences should also 

guide the policies to be determined on cultural diversity issues in the future. 

Similarly, the increase in cultural diversity in societies highlights the necessity of adopting 

new policies in teacher education (Brown-Jeffy & Cooper, 2011; Cherng & Davis, 2019; Miller-Dyce 

& Owusu-Ansah, 2016; Villegas & Lucas, 2002). It is frequently mentioned in the literature that 

teachers need to be educated to meet all kinds of demands (social, cultural, and intellectual) of 

students while working with more diverse class populations (Eryaman and Evran, 2019; Milner, 2010; 

Warren, 2014). According to Cherng and Davis (2019), policymakers should take an action for 

necessary change in teacher education programs to make teachers more multiculturally aware and 

proficient. It is frequently stated in the literature that the desired result cannot be achieved with only 

the changes made by the policymakers, in addition to these changes, teachers should also take steps to 

internalize cultural diversity and multiculturalism (Banks, 1995; Grant & Sleeter, 2003; Nieto, 2004). 

For instance, Nieto (2004) identifies that teacher should become a “multicultural person” (p.383) to 

develop the right multicultural understanding. According to Nieto (2004), there are several steps that 
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teachers should follow to become a multicultural person. First, teachers should actively participate in 

the social events that provide an opportunity to learn about cultures deeply. Second, teachers should 

gain appropriate levels of multicultural perspectives that exempt from all types of biases and racism. 

Third, teachers should have the capacity to evaluate the reasons behind all kinds of problems arising 

from cultural disagreements in the classroom or school from different perspectives. Nieto (2004) 

argues that to be able to properly support cultural diversity, teachers should develop a multicultural 

understanding consisting of four levels, which are called “tolerance, acceptance, respect, and 

affirmation, solidarity and critique”(p.384). Although the word “tolerance” come up with positive 

thoughts in our minds, according to Nieto (2004), someone who is at the tolerance level is at the 

lowest level in developing multicultural understanding. The researcher defines tolerance as “having 

the capacity to bear something, although not necessarily to embrace them”(p.385). According to the 

researcher, if individuals are at the lowest acceptance level, they recognize the differences and avoid 

rejecting them. Teachers, who are at the respect level, identified by Nieto (2004) as another level, 

interpret it as accepting to allow students with differences to see themselves in educational activities 

and to offer content that is inclusive of all cultures. Finally, teachers who are at the level of 

affirmation, solidarity and critique believe that discussions that arise from cultural conflicts are 

inevitable, but instead of escaping from them, teachers should support the educational environment 

with correct criticism. 

According to Inglis (2008), enabling students to learn together in a classroom with a lot of 

cultural diversity is one of the most challenging tasks for today's teachers. Cultural diversity in 

classrooms is a reality, and researchers should attach importance to identifying the experiences of 

teachers in culturally diverse classrooms, as well as analyzing teachers' multicultural understanding 

and attitudes. Thankfully, some studies examined teachers’ experiences with culturally diverse 

classrooms within the Turkish context (Arar et al., 2019; Karslı-Çalamak & Kılınç, 2021; Kotluk & 

Aydın; 2021; Sarı & Yüce, 2020; Tonbuloğlu et al., 2016; Yıldırım, 2019). For instance, Sarı and 

Yüce (2020) interviewed teachers who have a culturally diverse student populations in their 

classrooms. The research findings indicated that teachers had problems with time and classroom 

management due to not having enough experience, they could not find the right ways of 

communicating with these students, and they sometimes exhibited negative attitudes and could be 

prejudiced. In addition to these findings, Karslı-Çalamak and Kılınç (2021) completed research with 

teachers, and the findings indicated that teachers have difficulties finding economic and educational 

resources that support culturally diverse students in classroom settings. As can be seen in various 

research, teachers have similar and different difficulties in culturally diverse settings.  

The cultural diversity that exists in classrooms is not only a topic that creates problems; but 

also a situation that brings wealth (Davis et al., 2022). For this reason, it is important to carry out a 
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multidimensional process by including possible advantages and disadvantages of cultural diversity in 

research. Based on this point of view, this study aims to analyze the experiences of teachers in a 

culturally diverse environment, not only in terms of problems, threats, and weaknesses; but also their 

views on the opportunities and strengths that this diverse learning environment will provide. 

The purpose of the study is to examine the strengths and weaknesses of cultural diversity as 

well as the opportunities and threats that cultural diversity poses to teachers. Within this scope, the 

main problem and sub-problems of the research were formed. 

Research Questions 

1. What do teachers think about cultural diversity in the classroom?  

1.1. What are the strengths of cultural diversity in the classroom according to the 

teachers?  

1.2. What are the weaknesses of cultural diversity in the classroom according to the 

teachers? 

1.3. What are the potential opportunities for cultural diversity in the classroom according 

to the teachers?  

1.4. What are the possible threats against cultural diversity in the classroom according to 

the teachers?  

Methodology 

Research Model 

The research is designed as a qualitative phenomenological study to reveal the perceptions of 

the participants about the cultural diversity that exists in schools. According to Yıldırım and Şimşek 

(2018), the phenomenology design is the most appropriate design for “studies that aim to investigate a 

phenomenon that is not completely unfamiliar, and we cannot fully comprehend” (p. 69). In this 

study, it was appropriate to examine the views of teachers on cultural diversity, which they constantly 

encounter in the classroom, within a phenomenological design. 

Participants 

In this study, teachers were reached using the “snowball sampling” (Creswell, 2012, p.209) 

method of the “purposive sampling” (Creswell, 2012, p.206) approach. The snowball sampling 

method is a form of purposive sampling approach that occurs when the researcher communicates with 

one or more of the participants and proposes other accessible participants (Creswell, 2012, p. 209). 

With the advice of the teachers in the study, other participants were reached and informed. It was 

aimed to reach more data by sending the online form to the teachers who voluntarily participate in the 

research. These steps were followed in order, and communication was established with 141 teachers 
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working in various regions of Türkiye, who are still teaching in the 2021-2022 academic year, and 

agreed to voluntarily fill out the online form. In the first stage, the forms of 23 teachers who had no 

logical answer and gave incomplete information were not taken into consideration, and data were 

formed with a total of 118 teachers. Forms that are considered appropriate to be used are coded as T1 

(as in teacher), T2, T3,.., T118 (pseudonym) instead of real names. Demographic information of the 

participants is also shown in Table 1. 

Table 1. Demographic information of the participants 

Gender Frequency Percent 

Female 

Male 

78 

40 

66.1 

33.9 

Seniority   

Less than a year 

1 to 5 years 

5 to 10 years 

10 to 15 years 

15 to 20 years 

More than 20 years 

32 

22 

18 

17 

15 

14 

27.1 

18.6 

15.3 

14.4 

12.7 

11.9 

Education level   

Undergraduate 

Graduate 

100 

18 

84.7 

15.3 

Total 118 100 

 

As seen in Table 1, female teachers (66.1%), teachers working in the first year of their 

profession (27.1%), and teachers with bachelor’s degrees (84.7%) are the groups with the highest 

number of participants in the study. 

Data Collection and Analysis 

The data were collected by applying the semi-structured forms prepared by the researcher to 

the participants. These forms were applied to the participants via the online form. In the study, 

initially, the answers given by the teachers to the online forms were examined and 118 of all collected 

data were accepted as valid. Analyzes were made on these online forms and a word document was 

created for each question by giving a descriptive code to each of them. The collected data were 

transferred to the MAXQDA package program and similar expressions were gathered under four main 

themes: strengths, weaknesses, opportunities, and threats. The main themes created to consist of the 

steps of the SWOT analysis and content analysis was used. The data was categorized according to the 

SWOT analysis steps. Thus, the participants expressed their views on the strengths and weaknesses, 

opportunities, and threats within the scope of the research. According to Helms and Nixon (2010), the 

SWOT analysis is a technique that has been used frequently in academic studies in recent years, and it 

is a technique that countries use to shape the structure of many organizations, including determining 

their policies. The fact that the SWOT analysis method generates more understandable results and that 

it can be applied in any field, from finding a solution for a simple subject to solving problems with 
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more complex structures, makes this technique advantageous (Sarsby, 2016, p.3). For reliability, the 

codes that emerged because of the researcher's analysis and the codes created by two different field 

experts on the data were compared. To ensure the reliability of the data obtained through content 

analysis, the “Number of Agreements / (Number of Agreements + Disagreements) x 100” formula 

developed by Miles and Huberman was used (Saban, 2008, p.467). Accordingly, the reliability rate 

among the researcher was P = 663/ (663+56) X 100 = 92.21% and it seems the internal validity of the 

study was ensured. To ensure the external validity of the study, the sample of the study was chosen in 

a way that allowed generalization. 

Findings 

In this part of the study, the findings obtained from the collected data are included. 

The SWOT Matrix of Cultural Diversity in Classrooms 

The views of the teachers on the strengths, weaknesses, opportunities, and threats of cultural 

diversity in the classroom were categorized and shown in Figure 1. 

 

Figure 1. The SWOT matrix of cultural diversity in classrooms 

Weaknesses

• Parent-School Cooperation

• Adapting to Cultural Diversity

• Addressing All Differences

• Language Differences

• Lack of Communication

• Culture Clash

• Lack of Knowing Mainstream Culture

• Changing Existing Biases

• Difficulty of Blending Cultures

Strengths

• Recognizing Different Ideas

• Bringing Cultural Richness to the 
Classroom 

• Increasing Cultural Interaction

• Having Fun

• Prejudice Reduction

• Knowledge Construction

• Supporting Creativity

• Supporting Empathy Development

• Gaining New Experiences

Threats

• Cultural Exclusion 

• Lack of Communication

• Cultural Hegemony

• Cultural Insensitivity

• Cultural Conflict

• Cultural Misunderstanding

Opportunities

Developing Management Skills

• Developing Empathy

• Showing Respect

• Learning Cultural Components

• Unity in Diversity

• Providing New Experiences

• Being Open-Minded

• Gaining New Experiences

• Gaining New Perspectives

• Understanding “Others”
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Teachers' Views on the Strengths of Cultural Diversity 

In the first sub-problem of the research, the teachers' views on the strengths of cultural 

diversity and the codes obtained are shown within the word cloud created as in Figure 2 (all word 

clouds created on www.wordart.com).  

 

Figure 2. Codes associated with the strengths of cultural diversity 

In Figure 2, high-frequency codes that teachers often mention are expressed in large fonts, 

and as the frequency of the codes decreases, the point size decreases. A total of 9 codes were created 

from the teachers’ views and 160 expressions were obtained. The frequencies and percentages of the 

codes are given in Table 2. 

Table 2. Frequencies and percentages of the codes corresponding to the strengths of cultural diversity 

Codes Frequency Percentage (%) 

Knowledge Construction 46 28.75 

Bringing Cultural Richness to the Classroom 36 22.5 

Recognizing Different Ideas 20 12.5 

Gaining New Experiences 15 9.4 

Increasing Cultural Interaction 14 8.75 

Supporting Empathy Development 14 8.75 

Prejudice Reduction 10 6.25 

Having Fun 3 1.85 

Supporting Creativity 2 1.25 

Total 160 100 

 

In the first sub-problem, in which teachers' views on the strengths of cultural diversity were 

coded, a total of 9 codes were created from the views. Table 2 shows that these codes are collected 

mostly in the “Knowledge Construction” and least in “Supporting Creativity” codes. Examples of 

teacher views from which these codes were created are shown below. 
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“Since cultures have the task of conveying their characteristics, cultural elements and 

information coming together in the same class will provide new gains. In this way, a lot of 

information will be gained at the same time.” (T14) (Knowledge Construction) 

“Different cultures mean different perspectives. Cultural diversity means interpreting and 

seeing subjects from different perspectives for students. This could be eye-opening.” (T49) 

(Knowledge Construction, Recognizing Different Ideas) 

“Students in culturally diverse classes have the chance to learn about different cultures. In 

addition, these students also develop an understanding of tolerance.” (T63) (Supporting 

Empathy Development, Recognizing Different Ideas) 

“It provides the opportunity to get to know different cultural structures and reinforces the 

students' sense of cooperation.” (T112) (Knowledge Construction, Supporting Empathy 

Development) 

“Within diversity, students will teach each other the positive behaviors of their own cultures 

through peer learning. In addition, there will be the opportunity to process a multi-colored 

lesson.” (T42) (Increasing Cultural Interaction, Gaining New Experiences) 

“Sensitivity to different religions, languages and cultures is formed. Learning about the 

differences and similarities of their own cultures enables children to understand and 

empathize with their peers in the classroom.” (T108) (Prejudice Reduction, Supporting 

Empathy Development) 

“There is a cultural richness in the classroom. Everyone can learn from each other. 

Diversity comes in different ways and attracts attention.” (T26) (Bringing Cultural 

Richness to the Classroom, Increasing Cultural Interaction, Having Fun) 

In addition to the views received with direct quotes from the teachers, when we examine the 

relationships between the codes that emerged from the teachers' views on the strengths of cultural 

diversity, we see that the relationships seen in Figure 3 emerged. 

 

S.C.: Supporting Creativity, P.R.: Prejudice Reduction, H.F.: Having Fun, I.C.I: Increasing Cultural Interaction, 

B.C.R.C.: Bringing Cultural Richness to the Classroom, R.D.I.: Recognizing Different Ideas, G.N.E.: Gaining New 

Experiences, S.E.D.: Supporting Empathy Development, K.C.: Knowledge Construction 

Figure 3. Table of code relationships showing the intensities of the intersections of teachers' 

statements on the strengths of cultural diversity 
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As can be seen in Figure 3, it has been determined that there are 88 different relationships 

between the codes. Coded teachers’ view on the strengths of cultural diversity mostly intersected with 

“Knowledge Construction” (23), “Bringing Cultural Richness to The Classroom” (17), and 

“Supporting Empathy Development” (14). In addition, it has emerged from the findings that 

knowledge construction (6 different codes) and bringing cultural richness to the classroom (6 different 

codes) are the codes that are most quantitatively associated with other codes. 

Teachers' Views on the Weaknesses of Cultural Diversity in The Classroom 

In the second sub-problem of the research, the teachers' views on the weaknesses of cultural 

diversity and the codes obtained are shown within the word cloud created as in Figure 4. 

 

Figure 4. Codes associated with the weaknesses of cultural diversity 

A total of 9 codes were created from the teachers’ views about the weaknesses of cultural 

diversity, and 165 expressions were obtained. The frequencies and percentages of the codes related to 

weaknesses of cultural diversity are given in Table 3. 

Table 3. Frequencies and percentages of the codes corresponding to the weaknesses of cultural 

diversity 

Codes Frequency Percentage (%) 

Difficulty Addressing All Differences 52 31.5 

Lack of Communication 29 17.6 

Changing Existing Biases 20 12.1 

Culture Clash 16 9.7 

Difficulty Adapting to Cultural Diversity 15 9.1 

Difficulty of Blending Cultures 15 9.1 

Language Differences 12 7.3 

Parent-School Cooperation 3 1.8 

Lack of Knowing Mainstream Culture 3 1.8 

Total 165 100 
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In the second sub-problem, in which teachers' views on the weaknesses of cultural diversity 

were coded, a total of 9 codes were created from the views. Table 3 shows that these codes are 

collected mostly in the “Difficulty Addressing All Differences” and least in “Parent-School 

Cooperation” and “Lack of Knowing Mainstream Culture”. Examples of teacher views from which 

these codes were created are shown below. 

“When the cultural difference is added to the individual differences of all students, it 

becomes more difficult to find an equal sharing in teaching and dealing with students.” 

(T.34) (Difficulty Addressing All Differences, Difficulty of Blending Cultures) 

“Cultural diversity can be difficult for the teacher in some situations. It may be difficult to 

adapt subject knowledge to many cultures and there may be cultural conflict among 

students.” (T48) (Difficulty Addressing All Differences, Culture Clash) 

“Due to cultural differences, problems such as more communication and adjustment may be 

encountered in the classroom.” (T50) (Lack of communication, Culture Clash) 

“We cannot reach every student. It may cause some communication problems between the 

students and us.” (T64) (Difficulty Addressing All Differences, Lack of Communication) 

“It is difficult to maintain a certain level of behavior and culture in classes where there are 

many cultural differences.” (T26) (Difficulty Addressing All Differences, Changing 

Existing Biases) 

“There are times when we are not enough for every student and when they are ignored, not 

one by one, but collectively, the group reaches and passes the midpoint. That's why students 

with high learning power and low learning power get the same education, so they disappear 

in the group.” (T58) (Difficulty Addressing All Differences) 

In addition to the views received through direct quotes from the teachers, when we examine 

the relationships between the codes that emerged from the teachers' views on the weaknesses of 

cultural diversity, we see that the relationships seen in Figure 5 emerged. 

 

P.S.C.: Parent-School Cooperation, D.A.C.D.: Difficulty Adapting to Cultural Diversity, D.A.A.D.: Difficulty Addressing All Differences, 

L.D.: Language Differences, L.C.: Lack of Communication, C.C.: Culture Clash, L.K.M.C.: Lack of Knowing Mainstream Culture, 

C.E.B.: Changing Existing Biases, D.B.C.: Difficulty of Blending Cultures 

Figure 5. Table of code relationships showing the intensities of the intersections of teachers' 

statements on the weaknesses of cultural diversity 
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As it can be seen in Figure 4, it has been determined that there are 84 different relationships 

between the codes. Coded teachers’ views on the weaknesses of cultural diversity mostly intersected 

with “Difficulty Addressing All Differences” (18), “Lack of Communication” (16), and “Culture 

Clash” (13). In addition, it has emerged from the findings that difficulty addressing all differences (7 

different codes) and culture clash (7 different codes) are the codes that are most quantitatively 

associated with other codes. 

Teachers' Views on the Opportunities for Cultural Diversity in The Classroom 

In the third sub-problem of the research, the teachers' views on the opportunities for cultural 

diversity and the codes obtained are shown within the word cloud created as in Figure 6. 

 

Figure 6. Codes associated with the opportunities for cultural diversity 

A total of 10 codes were created from the teachers’ views about the opportunities for cultural 

diversity, and 206 expressions were obtained. The frequencies and percentages of the codes related to 

opportunities for cultural diversity are given in Table 4. 

Table 4. Frequencies and percentages of the codes corresponding to opportunities for cultural 

diversity 

Codes Frequency Percentage (%) 

Learning Cultural Components 70 34.0 

Gaining New Experiences 22 10.7 

Gaining New Perspectives 21 10.2 

Being Open-Minded 20 9.7 

Unity in Diversity 19 9.2 

Providing New Experiences 16 7.8 

Developing Empathy 15 7.3 

Showing Respect 15 7.3 

Understanding “Others” 5 2.4 

Developing Management Skills 3 1.4 

Total 206 100 
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In the third sub-problem, in which teachers' views on the opportunities for cultural diversity 

were coded, a total of 10 codes were created from the views. Table 4 shows that these codes are 

collected mostly in the “Learning Cultural Components” and least in “Developing Management 

Skills”. Examples of teacher views from which these codes were created are shown below. 

“It provides the opportunity to gain different perspectives, and at the same time to have 

detailed information about the difference. Some of the things mentioned; for example, I can 

encounter real-life applications of concepts such as common sense, respect, unity in 

diversity. I can see how much they can tolerate each other. Or how effective was what I 

said? When I continue with the same students in the upper grades, I can observe their 

changing thoughts and behaviors.” (T69) (Unity in Diversity, Gaining New Experiences, 

Developing Management Skills) 

“It gives students the chance to experience various cultures in the same setting, fosters 

empathy, and is a great opportunity to teach students to be us, not “just me”. It enables 

students to respect differences.” (T24) (Developing Empathy, Showing Respect) 

“First of all, seeing cultures other than your own makes you more culturally equipped. You 

are pushing yourself even more about how to teach with differences and you are pushing 

your limits. This saves you from being a stagnant teacher.” (T14) (Gaining New 

Perspectives, Learning Cultural Components) 

“Students can have the opportunity to see the rituals of different cultures closely and mingle 

with those cultures. At the same time, we teachers see the culture of the place where we 

work or the culture of other places.” (T 33) (Learning Cultural Components) 

“By blending different ideas and cultures, the ground can be created to reveal new ideas. In 

addition, students can learn to be tolerant of differences by discovering the diversity of 

ideas and cultures that exist in real life at an early age.” (T 79) (Being Open-Minded, 

Showing Respect) 

“As a teacher, I can learn something as part of lifelong learning. Likewise, in the 

classroom, students can see different cultures and compare them with their own. It 

contributes to the development of synthesis skills.” (T61) (Developing Empathy, Learning 

Cultural Components, Gaining New Perspectives) 

In addition to the views received through direct quotes from the teachers, when we examine 

the relationships between the codes that emerged from the teachers' views on the opportunities for 

cultural diversity, we see that the relationships seen in Figure 7 emerged. 
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D.M.S.: Developing Management Skills, D.E.: Developing Empathy, P.R.: Providing Respect, L.C.C.: Learning Cultural 

Components, U.D.: Unity in Diversity, P.N.E.: Providing New Experiences, B.O.M.: Being Open-Minded, G.N.E.: 

Gaining New Experiences, G.N.P.: Gaining New Perspectives, U.O.: Understanding Others. 

Figure 7. Table of code relationships showing the intensities of the intersections of teachers' 

statements on the opportunities for cultural diversity 

As can be seen in Figure 7, it has been determined that there are 218 different relationships 

between the codes. Coded teachers’ view on the opportunities for cultural diversity mostly intersected 

with “Learning Cultural Components” (51) and “Developing Empathy” (31). In addition, it has 

emerged from the findings that learning cultural components (9 different codes), developing empathy 

(8 different codes), providing respect (8 different codes), and providing new experiences (8 different 

codes) are the codes that are most quantitatively associated with other codes. 

Teachers' Views on the Threats Against Cultural Diversity in The Classroom 

In the fourth sub-problem of the research, the teachers' views on the threats against cultural 

diversity and the codes obtained are shown within the word cloud created as in Figure 8. 

 

Figure 8. Codes associated with the threats against cultural diversity in the classroom 



Educational Policy Analysis and Strategic Research, V17, N4, 2022 

© 2022 INASED 

 

77 

A total of 6 codes were created from the teachers’ views about the opportunities for cultural 

diversity, and 132 expressions were obtained. In Table 5, the frequencies and percentages of the codes 

related to opportunities for cultural diversity are given. 

Table 5. Frequencies and percentages of the codes corresponding to the threats against cultural 

diversity 

Codes Frequency Percentage (%) 

Cultural Conflict 41 31.1 

Cultural Insensitivity 24 18.2 

Cultural Exclusion 24 18.2 

Cultural Misunderstanding 18 13.6 

Lack of Communication 15 11.3 

Cultural Hegemony 10 7.6 

Total 132 100 

 

In the fourth sub-problem, in which teachers' views on the threats against cultural diversity 

were coded, a total of 6 codes were created from the views. Table 5 shows that these codes are 

collected mostly in the “Cultural Conflict” and least in “Cultural Hegemony”. Examples of teacher 

views from which these codes were created are shown below. 

“Their strict adherence to cultural elements to which they belong and their tendency to 

exclude other cultures by wrongly accepting them i a threat.” (T13) (Cultural Exclusion, 

Cultural Misunderstanding) 

“Unfavorable examples negatively affect the classroom culture and learning environment. It 

is more difficult to gain academic behavior in classes where students who are very different 

economically and culturally are together.” T32 (Cultural Exclusion, Cultural Conflict) 

“If we think that young children are very frank, there may be a fight between students due to 

frankness or because of imposing the truth they know. If a person who has not yet adopted 

his own culture is confronted with another culture and cannot synthesize the two cultures in 

his way, it may lead to an internal cultural conflict. It may even be a process leading to the 

exclusion by society.” (T61) (Cultural Conflict, Cultural Exclusion, Cultural 

Insensitivity) 

“Along with cultural diversity, it brings various beliefs, thoughts, and experiences. 

Sometimes a sentence that is not wrong or hurtful to us can mean much more to the other 

party. It is an environment open to misunderstandings.” (T3) (Cultural Conflict, Cultural 

Insensitivity) 

“Dealing with children and communicating one-on-one can be difficult.” (T100) (Lack of 

Communication) 

“Cultures influence and change each other over time. In a classroom environment where 

diversity is high, it can lead to cultural conflict and change, leading to alienation from the 

original cultural roots.” (T109) (Cultural Hegemony, Cultural Conflict) 
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In addition to the views received through direct quotes from the teachers, when we examine 

the relationships between the codes that emerged from the teachers' views on the threats against 

cultural diversity, we see that the relationships seen in figure 9 emerged. 

 

C.E.: Cultural Exclusion, L.C.: Lack of Communication, C.H.: Cultural Hegemony, C.I.: Cultural 

Insensitivity, C.C.: Cultural Conflict, C.M.: Cultural Misunderstanding 

Figure 9. Table of code relationships showing the intensities of the intersections of teachers' 

statements on the threats against cultural diversity 

As can be seen in Figure 9, it has been determined that there are 74 different relationships 

between the codes. Coded teachers’ view on the threats against cultural diversity mostly intersected 

with “Cultural Conflict” (20) and “Cultural Exclusion” (18). In addition, it has emerged from the 

findings that cultural conflict (5 different codes), cultural exclusion (5 different codes), and cultural 

insensitivity (5 different codes) are the codes that are most quantitatively associated with other codes. 

Conclusion and Discussion 

Strengths of Cultural Diversity 

The purpose of the study is to examine the strengths and weaknesses of cultural diversity as 

well as the opportunities and threats that cultural diversity poses to teachers. The first research 

question was created to examine teachers’ views on the strengths of cultural diversity. According to 

findings, knowledge construction towards cultural differences and bringing cultures to the classroom 

are the most considered views on thestrengths of cultural diversity. In this study, although teachers 

consider the knowledge construction towards differences as a priority, various studies have shown 

that teachers' skills in this dimension are not at the desired level or not a priority (Erbaş, 2019; 

Fullinwider, 2001; Merlin-Knoblich & Chen, 2018; Munalim, 2020). For instance, Fullinwider (2001) 

focuses on the idea that providing new perspectives in the construction of knowledge against 

differences can be an inextricable situation for the student. Instead, teachers should know which point 

of view should be taught for each specific situation, and then ensure that the knowledge of that 

situation is given to the student (Fullinwider, 2001).  In other studies, Munalim (2020) and Erbaş 

(2019) examined teachers’ practices of multicultural education within the framework of dimensions of 

multicultural education created by Banks (1994) and the findings of the studies indicated that 
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knowledge construction practices of teachers are not at a sufficient level to help students build 

knowledge towards differences.  

The results of the study informed us that teachers have difficulty in correcting incomplete 

information about the diversity existing in students, especially about ethnic issues, or replacing this 

incorrect information with correct ones (Kuppens et al., 2019). The importance of accurately 

informing students about cultural diversity was frequently expressed by teachers in this study. 

Expanding the scope of teacher education programs and educating future teachers on how to integrate 

students’ past lives and differences can be a solution for possible problems that may arise in the future 

while applying the dimension of knowledge construction of multicultural education. 

Another finding of the study was that, despite teachers’ belief that it is crucial to incorporate 

elements of cultural diversity into the classroom setting, they failed to provide detailed examples of 

how to do so. Pass et al. (2006) stated that bringing cultural components into the classroom 

environment would increase respect and tolerance among students. The researchers concluded that 

teachers could increase the visibility of cultures by planning activities that can be easily prepared in 

the classroom environment, such as “storytelling activities, food, traditional clothing, dance, cultural 

current events, a hands-on activity, classroom newspaper” (pp. 16-18). As we have seen in the 

recommended activities, teachers can easily plan activities that will improve students' perspectives on 

cultures. In addition, researchers recommend that organizing videoconference meetings with different 

parts of the world would simply support students to learn about different cultures that might exist in 

the classroom (Hopper, 2014; Tichnor-Wagner, 2016). For instance, Tichnor-Wagner (2016) 

recommends that students can learn about cultures on a global scale by using technological tools, 

which is one of the greatest opportunities this century has given us. Tichnor-Wagner (2016) reports 

that teachers will have no difficulty with planning, and they can easily inform students about cultures 

at the other end of the world by scheduling conference calls with international participants. 

Furthermore, the researcher claims that by integrating global and cultural issues into teacher’s 

pedagogical content knowledge, creating an environment for discussion on topics that set the agenda 

on a global scale; and incorporating the experiences of students who have lived in different cultures 

into the program, they can simply bring cultural diversity to the classroom environment. 

Weaknesses of Cultural Diversity 

The second research question was created to examine teachers’ views on the weaknesses of 

cultural diversity. Findings indicate that teachers stated that trying to address all cultures and the lack 

of communication caused by the high diversity are the weakest elements of cultural diversity in the 

classroom. There are studies in the literature showing that teachers have difficulties in handling all 

kinds of cultural diversity that students have within the scope of the lesson (Gay & Howard, 2000; 
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Lew & Nelson, 2016; Tiwari & Lal, 2016). Tiwari and Lal (2016) claim that teachers' access to all 

cultural diversity in the classroom can be overcome through various ways that they will follow in the 

lesson. Researchers believe that these ways are (a) discovering true ways of students' learning, (b) 

students' and teachers' communication channels should be open and diversified, (c) Teachers organize 

in-class, in-school, and out-of-school activities that make students aware of differences, (d) Avoiding 

prejudicial statements, attitudes, content, and actions that may exist in all components of education.  

The other findings of the research indicate that communication problems can weaken ways of 

understanding cultural diversity in the classroom. There are several research that emphasized using 

the right communication ways as one of the most important skills for teachers (Chisholm, 1994; 

Chuang, 2013; Gay & Howard, 2000; Salerno & Kibler, 2013). According to Gay and Howard 

(2000), effective communication is the “heart of teaching” (p. 10) in diverse classrooms. Gay and 

Howard (2000) mention that students who come from culturally diverse backgrounds can 

communicate differently than teachers’ expectations. Teachers who cannot correctly analyze the 

communication channels used by students cannot make sense of what they say and cannot speak the 

language that they will understand. For this reason, teachers need to analyze the communication 

channels of students to eliminate the effect of communication deficiencies in culturally diverse 

classes. Teachers should use appropriate language when addressing their students; if they have 

confusion about which terminology they will use, they should work on it to eliminate this confusion; 

and enrich their vocabulary about cultures (Keengwe, 2010). 

Opportunities for Cultural Diversity 

The third research question was created to examine teachers’ views on opportunities directed 

toward cultural diversity. According to the findings, teachers primarily focus on learning cultural 

components, which is the most valuable benefit of having cultural diversity in the classroom. Cockrell 

et al. (1999) argue that learning the components of cultures is synonymous with “cultural awareness” 

(p.360) and “cultural knowledge” (p.360). Various studies show us that with the building of cultural 

awareness in children at an early age, they can get rid of many prejudices (Cousik, 2015; Özturgut, 

2011; Sarraj et al., 2015). Furthermore, some studies indicate that supportive multicultural curricula in 

teacher education programs that bridge the gap between learning cultural components will educate 

culturally aware teachers (Cherng & Davis, 2019; Nieto, 2004; Thomas & Kearney; 2008; Yeung, 

2006). As these studies suggest, the existence of cultural differences and teaching-related content will 

minimize possible misunderstandings and conflicts in the classroom. Providing students with all kinds 

of diversity in content (race, ethnicity, gender, social economic status, various disabilities etc.) will 

reduce the difficulty of planning education that includes all diversity. Similarly, as stated in the 

previous part, possible communication problems will be reduced to the lowest level among students 

who know each other. 
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Threats to Cultural Diversity 

The fourth research question was created to examine teachers’ views on threats against 

cultural diversity. According to the findings of the study, cultural diversity is perceived by teachers as 

a threat, mostly in terms of possible cultural conflicts that may occur in the classroom and 

insensitivity to cultural diversity. According to Gay's (2004) definition of “reality and representation”, 

the correct design of the curriculum is one of the most important tools in preventing cultural conflicts 

that may occur in the classroom; and problems that may arise from ethnic and racial differences. The 

researcher claims that designing school programs equally and accurately showing diversity will 

prevent students with differences from seeing themselves as excluded, unimportant and alienated 

when they come to school.  

The other major threat against cultural diversity is the possibility of cultural insensitivity in 

students and teachers. There are some studies claiming that teachers can remain insensitive to students 

who come from diverse backgrounds and this insensitivity can be related to having less experience or 

inadequate training about how to deal with those students (Saint-Hilaire, 2014; Yuan, 2018). 

However, this inexperienced situation can cause children who come from diverse backgrounds to feel 

less welcomed in culturally insensitive environments. (Phuntsog, 1999). The training to be given 

based on the importance of cultural diversity in teacher education and the idea that there can be 

students from all kinds of backgrounds in the classroom will help reduce the fears that teachers may 

have against cultural diversity. Organizing these training about students' cultural backgrounds, 

learning styles and the right ways of communicating with them will reduce these fears. 

Recommendations 

The research comes up with the following recommendations for future research. 

1. Research can include in-depth interviews that reveal teachers' thoughts on cultural 

diversity in all its positive and negative dimensions. 

2. In-class observation-based studies can be conducted to support the ideas put forward 

by teachers in this research or show differences. 

3. Based on the findings, policymakers should plan an educational program for current 

teachers that includes content covering cultural diversity. 

4. Teacher education policies in schools of education should be re-planned by 

considering diversity. 

5. Research should be conducted to examine the interactions of students with 

differences, which are the subject of teachers' negative experiences with cultural diversity, in the 

classroom and school. 
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Abstract 

The profound and permanent impact of the Covid-19 pandemic caused a global closure of universities 

and schools by transforming physical classrooms into online/distance settings. Such a sudden shift 

resulted in uncertainty in the educational context. During the pandemic, the only way to sustain 

education was to benefit from distance education, which is defined as Emergency Distance Education. 

Specifically focusing on English language education in these emergency circumstances, such a 

distance education might be defined as Emergency Distance English Language Education (EDELE). 

In such a rush, both challenges and opportunities have been experienced in EDELE. Therefore, recent 

studies focus on how to respond to those challenges to improve the conditions of EDELE. Thus, this 

scoping review study aims to first identify (a) challenges experienced during EDELE, and then (b) 

responses for those challenges during EDELE from the perspectives of English as a Foreign Language 

(EFL) students. Via NVivo 11 Plus, the scoped studies focusing on EFL students were inductively 

and thematically analysed. The results revealed the challenges during EDELE centred around five 

main actions: changed, caused, revealed, increased, and decreased. Additionally, thematic analyses 

of the responses were organized around the implementations or recommendations by three 

stakeholders: teachers, students, and institutions. The current study contributes to EFL settings in 

improving distance education circumstances.  
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Introduction  

The unexpected Covid-19 pandemic which began at the end of 2019 impacted every territory 

of our world. As a response to the pandemic within educational contexts, some measures were taken 

quickly and numerous related phrases have been carved into our minds such as “closure of 

institutions, schools and colleges”, “temporary solutions”, “going into lockdowns”, “online 

education” and “shifting to emergency remote teaching”.  

Transition emerged to be the major keyword among all those, and this shifting process 

required a transition in the following facets:  

a) from face-to-face education to online/distance education,  

b) from learning in groups to more individualized learning,  

c) from slow motion to quick-paced actions,  

d) from old/outdated technologies to new/latest technologies,   

e) from lecture-based/teacher-centred lessons to interactive/student-based    

 lessons,  

f) from focus on the content to more towards the implementation, and 

g) from teacher-student dyad to teacher-student-parent (family/immediate  

 environment) triad. 

All of those transitions led to the rebuilding of the concept of education. They were somewhat 

necessary in such a threatening situation to enhance the educational contexts, yet how all these 

transitions were realized in different contexts is open to discussion, of course – depending on the 

conditions each country, each institution, each teacher and student has. 

Literature Review 

The Covid-19 crisis has led most schools and institutions to benefit from various computer-

based education modalities as a strategy to overcome interruptions of the pandemic to coursework. In 

fact, distance education and online education are among the buzzwords defining the education during 

the Covid-19 pandemic. Both of these strategies include students working on computers or other 

technological devices to receive education. However, in online education students and teachers can be 

together in the classroom for digital lessons and assessments, while in distance education, students 

and teachers can work digitally at various locations like at home (Stauffer, 2020). Considering the fact 
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that during the pandemic most of the students and teachers have had to study online at home to go 

beyond the problems having aroused in this crisis, ‘distance education’ is preferred to use in the rest 

of this study.  

Distance education is not a new term; in fact, it was also overwhelmingly used in the pre-

Covid world. It is related to “the effort of providing access to learning for those who are 

geographically distant” (Moore et al., 2011, p. 129). However, distance education due to the Covid-19 

crisis is unique when compared with the traditional distance education practices. Al Lily et al. (2020) 

state the differences of distance education with six main headings: its suddenness, internationalisation, 

popularity, expansion, imposition and medical emergencies. Those differences show that this abrupt 

and disruptive nature of distance education in the pandemic ruptured normal practices in education 

and caused changes in the routines of the regular education. This means, education is experiencing the 

greatest disruption, and this distance education procedure is defined as Emergency Distance 

Education (EDE) and Emergency Remote Education (ERE). 

During EDE especially in lockdown procedure, teachers and schools sought to ensure 

sustainability of learning and education at home, with a range of actions documented in various 

studies (Bond, 2021; Bozkurt et al., 2020; Karataş & Tuncer, 2020). Nowadays, despite the possibility 

of other waves and mutations of the virus it is hoped that the pandemic would soon come to an end. 

However, it is possible to say that ‘normal’ schooling is not as in the pre-Covid world. In fact, within 

this emergency context, the need for an appropriate and effective transformation process to distance 

education in the 21st century is still considered a bone to pick in the world. That is why, “practitioners 

and researchers around the world have been trying to understand how ERE has been implemented, 

seeking to identify ways of effectively engaging students in learning whilst at home during this 

incredibly difficult time” (Bond, 2021, p. 192). In educational contexts, this crisis caused disruption 

for the stakeholders such as students, teachers, school leaders and parents due to the sudden migration 

from face-to-face education to distance education all around the world (Hodges et al., 2020). Thus, to 

overcome emergency actions to implement distance education, it is crucial to explore the problems 

and also the benefits experienced by aforementioned stakeholders (Andrew et al., 2020; Bond, 2021).  

Regarding English Language Education (ELE) and English Language Teaching (ELT) in this 

emergency context, “the need to improve the quality of ELT experiences becomes a requirement due 

to Covid-19, which might continue or the fact that other emergencies could occur anytime” (Hazaea et 

al, 2021, p. 203). Therefore, this study makes use of Emergency Distance English Language 

Education (EDELE) to describe the rapid and unexpected transition from face-to-face education to 

distance education in ELE and ELT contexts amid the Covid pandemic. EDELE includes some 

various research studies highlighting teaching of English as a second or foreign language via distance 

education during the Covid-19 crisis. Those studies are mainly organised around some various aspects 
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such as students, teachers, preparedness of teachers, teaching practices, distance education design, 

modes and modality of English language teaching, challenges and remedies experienced in ELE and 

ELT contexts, used devices, digital learning and teaching platforms, technological resources, and the 

teaching of language skills (see, for example, Ağçam et al., 2021; Alzamil, 2021; Amin & Sundari, 

2020; Bailey, 2021; Bozavli, 2021; Cahapay & Labrador, 2021; Ghounane, 2020; Hazaea et al., 2021; 

Huang  et al., 2021; Kamisli & Akinlar, 2022; Karataş & Tuncer, 2020; Mahyoob, 2020; Rigo & 

Mikuš, 2021; Taşçı, 2021; Tuncer & Karataş, 2022; Yundayani et al., 2021). The findings of those 

studies show that in such a rush, some various challenges but also opportunities have been 

experienced about distance education in ELE and ELT contexts during the crisis. Thus, the current 

direction of the studies focuses on the best way to improve the quality of EDELE. Within this 

emergency context, to improve the quality of those practices, the necessity is to go beyond emergency 

online practices. To do so, as Kim (2021) states “[w]hile prompt action is required, there also needs to 

be considered reflection on what has been done in the past and what should be done in the future” (p. 

45).  Knowing that students are among the vulnerable group of stakeholders who have been afflicted 

by the pandemic in English Language Education, by a scoping review of studies focusing on students’ 

perspectives, this study aims to uncover the challenges experienced during EDELE, and responses 

that were given to those challenges either by actual implementations or recommendations. 

Methodology  

Design of the Study 

This study is a scoping review which aims “to map rapidly the key concepts underpinning a 

research area and the main sources and types of evidence available and can be undertaken as stand-

alone projects in their own right, especially where an area is complex or has not been reviewed 

comprehensively before” (Mays et al., 2001, p. 194). Based on Arksey and O’Malley’s (2005) 

methodology for a scoping review, this study followed the stages given below: 

Stage 1: Identifying the research question, 

Stage 2: Identifying relevant studies,  

Stage 3: Study selection, 

Stage 4: Charting the data, and 

Stage 5: Collating, summarizing and reporting the results. 

Data Collection and Analysis 

Stage 1. Identifying the Research Questions 

This scoping review study was driven by the following two research questions: 
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1- What are the challenges experienced by EFL students within the Covid-19-prompted 

EDELE context? 

2- What are the responses (both implemented actually and recommended) to the challenges 

experienced within the Covid-19-prompted EDELE context?  

Stage 2: Identifying Relevant Studies 

Thus, prior to conducting the literature review, one guiding question had to be established 

before deciding on the inclusion criteria: What is known from the existing literature on EDELE about 

challenges and responses? 

In line with this question, the publications included in the review addressed the following 

issues: 

- Challenges experienced within EDELE context. 

- Responses to the challenges experienced during EDELE. 

Stage 3: Study Selection  

After determining the relevant literature for the scoping review, the researchers established 

eligibility and exclusion criteria to apply to the relevant sources. Table 1 describes the eligibility 

criteria in terms of various criteria such as database, year of publication, participant, keywords and so 

forth. 

Table 1. Eligibility criteria for the scoping review 

Criterion Accepted value 
Databases Scopus, Web of Science (SSCI and ESCI) 
Type of studies Empirical 
Category of publication Journal articles 
Year of publication Between 2020 and April 2021 
Language of publication English 
Context EFL education at tertiary/postgraduate level during the Covid-19 pandemic 
Participants EFL learners and Postgraduate students 
Keywords Covid-19 (pandemic), EFL (students), online/distance/digital learning (e-

learning), emergency distance/remote education/teaching. 
 

This review did not aim at any specific author name, country, instrument type, or data 

analysis method. Thus, all eligible studies regardless of the aforementioned factors were taken into 

consideration. Sources other than journal articles such as book chapters, blogs, institutional reports, 

white/green/blue/yellow papers, press releases, online posts and informative websites were excluded. 

Journal articles were excluded if they did not fit into the contextual framework of the study, or if they 

did not include implications for EFL education. Papers which focused on very specific topics in EFL 

such as storytelling or formative assessment were also excluded.  
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According to the eligibility criteria depicted in Table 1, the researchers searched via the 

databases of Scopus and Web of Science (SSCI and ESCI). Additionally, all searches conducted in 

the scope of this study were based on the studies written in English. Keywords for the search were 

Covid-19 (pandemic), EFL (students), online/distance/digital learning (e-learning), and emergency 

distance/remote education/teaching. Since it was infeasible to include all potential keywords in one 

study, by using a number of various combinations of all those keywords, studies conducted during the 

pandemic and published between 2020 and April 2021 were collected. After the exclusion of the 

irrelevant papers, search resulted in 10 journal articles to be reviewed (which were marked with 

asterisk “*” in the reference list). 

This scoping review is based on a total of 10 publications in the literature of EDELE. Each 

study included in this review based on EDELE contexts from EFL students’ perspectives in higher 

education during the Covid-19 pandemic. Those reviewed studies were conducted in seven different 

countries: the Kingdom of Saudi Arabia (2 publications), Indonesia (2 publications), Türkiye (2 

publications), South Korea, Algeria, China, and Slovakia. The length of texts ranged from nine to 34 

pages.  

Stages 4 and 5: Charting the Data/Collating, Summarizing and Reporting the Results 

In the last two stages of scoping review, thematic analysis (TA) was used. Via NVivo 11 Plus, 

the selected studies covered in this scoping review were inductively and thematically analysed by two 

researchers together to reduce the data into workable main themes and sub-themes related to each of 

two research questions. The researchers held online meetings via Google Meet more than 10 times, 

and each meeting lasted more than two hours.  

The content of the publications was analysed in six phases based on Braun and Clarke’s 

(2006) methodology for TA: 

Phase 1: familiarization with data 

Phase 2: generating initial codes 

Phase 3: searching for themes 

Phase 4: reviewing themes 

Phase 5: defining and naming themes 

Phase 6: producing the report. 

In order to generate the initial codes, phrases/sentences/paragraphs within an article were 

highlighted for a specific challenge and/or response and then they were converted into single initial 
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codes as nodes in NVivo. Those individual nodes were then examined again in order to classify them 

according to their similarities and to find a suitable and inclusive theme. During this phase, some 

nodes were grouped under a single theme. These phases were repeated for each article via repeated 

reclassifications because of constant re-evaluation of the themes in the light of the next article. At the 

end of analysing 10 articles with the same method, the final classification of nodes as themes was 

reviewed by the researchers twice with the aim of establishing a reliable and a sound TA. After the 

theme generation procedure, the researchers prepared the visual representation of the themes by using 

the concept map function of NVivo. The main aim at this stage was to visualise themes and 

connections among them. 

At the end of TA, for the challenges researchers believed that using actions/verbs as main 

themes for covering the sub-themes might highlight EDELE as an active agent during the pandemic. 

Thus, they went one step further and used five verbs which entail the challenges: changed, caused, 

revealed, increased and decreased. Accordingly, the labels of the themes were slightly changed. For 

instance, ‘less motivated students’ was changed into ‘decreased/motivation of the students’ (see 

Figure 1).  Thus, 28 sub-themes categorized under five main themes emerged as challenges of 

EDELE. Regarding the second research question focusing on responses given to challenges, the 

implemented or recommended responses were grouped around three main themes which were the 

following stakeholders of EDELE: teachers, students, and institutions. 12 actions as sub-themes were 

depicted under the related themes.   

Reliability and Validity 

For considerations of how reliability and validity was ensured in this study, the selection 

process was given in a detailed way as to the eligibility and exclusion criteria of the current review.  

In addition, the researchers excluded the studies that focused on EFL students together with other 

departments’ students or teachers because data in them were analysed mixed with the ones from 

students of other departments or teachers. For instance, the study by Shim and Lee (2020) included 

findings from College of Education students together with many other different colleges, and it was 

not apparent whether EFL learners were included in College of Education so that study was excluded. 

Nevertheless, Ghounane’s study (2020) was included in the review because it analysed and presented 

the data gathered from novice teachers and EFL students separately, so it was easy to follow the 

findings based only on EFL students on the topic in question. 

Findings and Discussion 

Findings of the scoping review are discussed below in relation to the two research questions 

previously presented. The first research question focuses on the challenges while the second one is 

about the responses to those challenges. 
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Research Question 1: What are the challenges experienced by EFL students within the 

Covid-19- prompted EDELE context? 

In order to describe what Covid-19-prompted EDELE did as challenges for EFL context, the 

researchers read and extracted the challenges from those ten journal articles. Then, instead of 

reflecting them as themes only, they thought that focusing on what EDELE caused through 

actions/verbs would be much clearer to give the whole picture of the related context. Thus, challenges 

during EDELE were demonstrated through five main actions as main themes, and those are: changed, 

caused, revealed, increased and decreased (see Figure 1). 

 

Figure 1. Concept map of the challenges experienced during EDELE    

Figure 1 shows that EDELE changed three things: a) the shape of education (learning and 

teaching), b) the concept of language learning within the confines of school, and c) the form of 

communication between students and teachers. These interrelated things are all observable in the 

other educational contexts as well because with the outbreak of the Covid-19 pandemic, “almost all 
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countries ended education in schools at all levels” (Bozavli, 2021, p. 6). This event created a huge 

impact on the shape of education (learning and teaching). To reduce the dissemination of the virus, 

education was carried out without physically being within the borders of school structures, which led 

to the second sub-theme i.e. the concept of language learning within the confines of school. This was 

a challenging situation because some students “think that foreign language education is impossible 

without school” (Bozavli, 2021, p. 10). Thus, digital devices changed traditional face to face 

communication in the classroom. “Face-to-face learning was replaced by online learning” (Alzamil, 

2021, p. 20), all of which altered the form of communication between students and teachers. To’ifah 

and Sari’s (2022) study which explored the challenges EFL students faced in learning English also 

supported this sub-theme. In their study, they found that due to technological and environmental 

problems during the pandemic without the Internet access, it was not so possible to find the chance of 

maintaining the communication between students and teachers. Thus, “[i]n order for the process of 

online English teaching-learning to run smoothly, communication between the teacher and students 

needs adequate internet access” (p. 115). Such a need seems to result in change in the form of 

communication between students and teachers. 

According to Figure 1, the second theme depicting challenges of EDELE during the pandemic 

is caused that is associated with eight sub-themes. In other words, EDELE caused a) socialization 

problems, b) eye problems, c) problems in comprehension for students to understand the contents of 

conveyed teaching materials, d) doubts about students’ self-learning progress, e) difficulties in 

improving listening and speaking skills, f) difficulties in ensuring students’ proper behaviours, g) 

disagreement on incorporating informal online settings such as Social Networking Sites (SNS), and h) 

technical issues. Because of the suspension of schools students had to experience socialization 

problems which caused some students to think that “distance teaching harms their socialization” 

(Bozavli, 2021, p. 11). In addition to this social distancing, the abrupt transition into distance 

education led students into spending long hours on digital devices, which caused the appearance of 

some health complications such as eye problems (Karataş & Tuncer, 2020). One another sub-theme 

EDELE caused is problems in comprehension for students to understand the contents of conveyed 

teaching materials. It is possible to state that distance education requires students’ cognitive 

engagement with the efforts to utilize their metacognitive strategies in order to cope with the 

requirements of EDELE (Yundayani et al., 2021). Thus, the absence of those strategies might increase 

the possibility of not understanding teachers' explanations and related contents of conveyed teaching 

materials in an efficient way. Moreover, considering the nature of distance education during this 

crisis, in addition to metacognitive strategies the sense of learner autonomy was expected from 

students to have. In other words, regulating and taking the responsibility of their own learning by 

questioning, interpreting, making and implementing decisions were among the prerequisite actions to 

take for learner autonomy. These false assumptions and the lack or insufficient learner autonomy 
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caused doubts about students’ self-learning progress in monitoring and then regulating their new 

learning procedures accordingly (Bozavli, 2021; Huang et al., 2021). In line with this finding, 

Irgatoğlu et al. (2022) found that “before the COVID-19 pandemic, the level of autonomy was 

higher” (p. 10). 

According to the review, the other challenge experienced by the students during EDELE is 

difficulties in improving listening and speaking skills which refer to two core components of spoken 

language and foreign language proficiency (Richards, 2008).  In real world, listening and speaking 

skills can be seen complementary not in isolated segments. In an authentic context which exists 

outside of classroom, an interlocutor is both speaker and listener at the same time. This means that 

“the listener occupies an ‘interactional’ role and is involved in an exchange-of-information where 

listening and speaking are reciprocal” (Burns & Siegel, 2018, p. 5). Since the participation of the 

students are very low during distance education the opportunity to listen to their peers has decreased. 

Considering the nature of interaction in online classes, unfortunately students in most cases can only 

have the option to hear the voice of teachers. Bozavli (2021) also supports this sub-theme as most of 

the participants in his study think that “these skills can only be developed at school” (p. 10). 

Additionally, EDELE also caused difficulties in ensuring students’ proper behaviours such as 

completion of tasks and duties on time and display of proper behaviours during online classes (Huang 

et al., 2021, Mahyoob, 2020). In most distance education, students do not have to open their cameras, 

which might challenge teachers to control and monitor students' behaviours. In such a circumstance, 

the degree of students’ concentration might decrease, which might also raise some classroom 

management problems for teachers.  

The other sub-theme is disagreement on incorporating informal online settings such as Social 

Networking Sites (SNS). While students hold the opinion to incorporate informal online settings like 

Facebook, YouTube, and WhatsApp into their distance education, teachers are apprehensive about the 

inclusion of such settings into their formal educational online contexts (Ghounane, 2020). As SNS has 

become “second nature to our students” (Fewkes & McCabe, 2012, p. 93), they are willing to receive 

education through those social networks. Nevertheless, administration and teachers are so cautious 

about the integration of SNS into formal online settings. This situation might be caused by the 

possible dangers in terms of security and privacy concerns and /or the lack of necessary digital skills 

or literacies.  

The last sub-theme of caused is technical issues that students experienced during EDELE 

such as internet connection problems in accessing and downloading online lessons/ materials/exams. 

Because of the multitude of problems that might take place during distance education, creating the list 

of all technical issues is a very tiring job. However, some of those that can be added to the list are 
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“unstable internet connection, crashing hard drives, dying batteries or even the lack of technological 

equipment to conduct this form of distance learning” (Rigo and Mikuš, 2021, p. 92). 

The third main theme Figure 1 demonstrates is revealed related  to following eight sub-

themes as challenges of EDELE: a) insufficiency of digital platforms for unprecedented situations, b) 

scarcity of studies on the efficiency of networks and platforms, c) scarcity of studies on students' 

perceptions on digital platforms, d) scarcity of online materials/tools/sources, e) technophobia of 

teachers, f) digital illiteracy of students and teachers, g) students’ preferences for f2f education, and 

h) unpreparedness of educational contexts in taking immediate actions in extraordinary 

circumstances.  

The first sub-theme is insufficiency of digital platforms for unprecedented situations, which 

refers to the unplanned and insufficient use of digital platforms for full virtual distance education 

during the emergency crisis.  Though digital platforms have already been used in pre-Covid world, 

“none of them is to facilitate remote teaching on the unprecedented situation, such as the Covid-19 

pandemic where teachers and students are forced to move from face-to-face mode to full virtual 

remote teaching system unplanned” (Amin & Sundari, 2020, p. 366). This challenge came to surface 

especially in asynchronous-only settings where students find less opportunities for genuine 

interaction, which caused many students to think of distance education as less preferable and less 

satisfactory (Amin & Sundari, 2020; Bailey et al., 2020).  

The next three sub-themes are closely related to each other: b) scarcity of studies on the 

efficiency of networks and platforms, c) scarcity of studies on students' perceptions on digital 

platforms, d) scarcity of online materials/tools/sources. Nevertheless, there are specific nuances 

among them, and also the researchers assumed that it would be better to display them as separate sub-

themes rather than combining them under one label so that those crucial points would not go 

unnoticed. Due to the pandemic, social networking sites like Facebook and YouTube and online 

platforms like Zoom and Moodle were looked at from a new perspective, so the studies conducted on 

those in terms of distance education are relatively new and so few (Ghounane, 2020). In this respect, 

this situation has a direct impact on the scarcity of perception studies especially for the studies 

concentrating on students. In other words, “students’ preferences during this crisis are still unknown 

and need to be explored” (Amin, 2020, p. 364). Additionally, Covid-19-prompted distance education 

practices and related tools were not well-planned as in usual online planned instructions due to being 

in a hurry to sustain education. Thus, scarcity of online materials/tools/ sources emerged as another 

challenge. This situation demonstrates the fact that those areas still need investigation, and only with 

the widespread use of those networks and platforms can the number of studies on platforms, student 

perceptions and online materials increase. Thus, this challenge seems to be present for at least a few 

more years to come.  
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The fifth sub-theme is technophobia of teachers, which was triggered by the Covid-19 

pandemic. Regardless of being an old or young teacher, this technophobia feeling was evoked due to 

uncertainties that might be experienced during distance education. What was expected from all 

teachers was “to cope with advancements that the field of teaching and learning imposes” (Ghounane, 

2020, p. 36). This situation increased technophobia of teachers. 

According to the scoping review, the other challenge is digital illiteracy of students and 

teachers which is about the inadequacy of students and teachers to “identify and use technology 

confidently, creatively and critically to meet the demands and challenges of life, learning and work in 

a digital society” (Coldwell-Neilson, 2022). With the outbreak of the Covid-19 pandemic, the need to 

use technology and digital devices efficiently and effectively increased. However,  it was observed 

that both students and teachers experienced problems due to the lack of digital literacy skills, which 

was also documented in the scoped studies (Amin & Sundari, 2020; Bozavli, 2021; Ghounane, 2020; 

Huang et al., 2021; Karataş & Tuncer, 2020; Mahyoob, 2020; Rigo & Mikuš, 2021). Thus, digital 

literacy skills have become essential for teachers and students more than ever to cope with the 

requirements of distance educational contexts and sustain education in this crisis. However, the main 

pitfall during this process was the assumption of teachers in thinking that so-called ‘digital natives’ -

i.e. students- would easily adapt themselves into the technological realm of the situation. In reality, 

those students will not “learn the sophisticated skills they need to find and critically analyse 

information online, or to create and edit video and audio projects in a professional way. These skills 

and many others need to be taught and actively practiced in the classroom” (Halverson, 2018, p. 2). 

These ideas were supported by Polat’s (2021) study which examined the relationship between 234 

Turkish pre-service teachers’ (studying at various departments in Faculty of Education) digital 

literacy levels and their views on distance education. Findings of his study showed that students felt 

that their digital literacy levels are at a medium level. What is more significant is that how their 

perception of distance education changes according to their digital literacy levels since “as the digital 

literacy scores of the pre-service teachers increase, they think that distance education is more 

personally suitable (~ 7%) and offers a more effective learning environment (~ 4%)” (p. 307). 

All these challenges caused students to think about and compare f2f education and distance 

education which revealed students’ preferences for f2f education. One such study in the review 

exemplified this preference in the following sentences “though the participants enjoyed learning using 

the digital platforms, they felt doubt to use it for future courses and face-to-face teaching systems may 

be more preferable because it was their first-time digital learning experiences in an unexpected 

learning situation” (Amin & Sundari, 2020, p. 371). The study by Dindar et al. (2022) also confirms 

this preference. Concentrating on the thematic analysis of Turkish higher education students’ Twitter 

posts about online education during the pandemic, they found that students have a negative attitude 
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towards online education and they prefer f2f education. The immaturity and unsystematicity of Covid-

19-prompted education revealed unpreparedness of educational contexts in taking immediate actions 

in extraordinary circumstances which displays that the adjustment to distance education is not 

smooth, not well designed and planned (Huang et al., 2021). The study conducted on the Emergency 

Remote Education perceptions of Thai university students also supported this sub-theme since written 

comments of those students showed that they wished their university had a clear policy about the 

lessons taught online or onsite, and the students also wanted to be notified of those things in advance 

(Raktham, 2022).    

The fourth theme that EDELE was associated with is increased as seen in Figure 1. This 

action can be described by three sub-themes: a) cheating instances of students, b) the use of teacher-

centred approaches with rare opportunities for communication, and c) doubts for post-Covid world in 

relation to the future of language education. The first sub-theme EDELE helped to increase is 

cheating instances of students. This cheating entails many various situations ranging from exams, 

homework, online participation and oral assessment etc. For instance, in Alzamil’s (2021) study, 

when EFL students were directly given the statement “[o]nline learning helps students cheat”, the 

majority of the students (61 %) agreed with the statement. Another problem traced during EDELE is 

the increase in the use of teacher-centred approaches with rare opportunities for communication, 

which is related to over-reliance on the teachers to sustain distance education. This means instead of 

asking students to be active in distance education, in some contexts students were unfortunately 

expected to be passive receivers of knowledge from teachers. The same challenge is also expressed in 

Kamisli and Akinlar’s (2022) study by one participant teacher with those words “in a classroom 

environment we have eye contact with our students which is very crucial for communication. In our 

system, we had no chance like Zoom. We could not see our students’ eyes. It was like a monolog, 

teaching to the walls” (p. 6). In fact, though the main purpose is to teach English via learner-centred 

methodologies to improve learners' English communicative abilities, during the Covid-19 pandemic 

this was not quite probable, which was also raised in Huang et al.’s (2021) study.  

Within this chaotic atmosphere of the pandemic, students experienced quite a variety of 

feelings and doubt for the future of language education in post-Covid world is one of the dominant 

struggles. Whether they will go back face to face education soon, whether they will change the 

learning management system in the next term, whether online platforms will be used together with 

face to face education, and whether various methods and techniques will be used to combine distance 

education and face-to-face teaching as hybrid education are only some of the question marks on 

students’ minds. One such doubt was expressed in Amin & Sundari’s (2020) study with the following 

sentence: “though the participants enjoyed learning using the digital platforms, they felt doubt to use 

it for future courses and face-to-face teaching systems may be more preferable because it was their 
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first-time digital learning experiences in an unexpected learning situation” (p. 371). In line with this 

finding, Maican and Cocoradă (2021) found that overuse of e-learning platforms in the future was not 

supported. However, they added that “the use of the e-learning platform is appreciated by the 

participants as a sustainable resource during this crisis period, but blended learning is more 

appreciated than the exclusive use of e-learning platforms for the post-COVID period” (p. 14). 

In Figure 1, the last theme depicting the challenges of EDELE is decreased since it decreased  

possibility of the following six sub-themes: a) collaboration opportunities and practices, b) 

interaction (student-student and student-teacher), c) the amount of timely feedback, d) motivation of 

students, e) efficiency of the lessons, and f) students' satisfaction level for language education. 

Collaboration opportunities and practices i.e. collaborative communication is a significant factor for 

language learning. However, “collaboration did not appear on the agenda of the emergency remote 

teaching in spite of the affordability of online platforms” (Huang et al., 2021, p. 412). Since all the 

related stakeholders of EDELE were trying to fulfil the essential needs of the educational contexts, 

realization of collaborative instances seemed to be one step further and thus far from reality, which 

challenged collaboration opportunities and practices.  

In addition to absence of collaborative communication, another challenge is decrease in 

interaction (student-student and student-teacher) which is raised by the lack of an f2f classroom 

environment in distance education. This sub-theme refers to the absence of genuine interaction 

between student and student and also between students and teacher. This means because students used 

to be within physical classroom settings by making eye contact and feeling the belongingness to a 

group, students had some difficulties to cope with new types of interaction required in various modes 

of learning in distance education: synchronous and asynchronous learning. Although the majority of 

these interaction problems were associated with asynchronous learning due to its delayed interaction 

nature, there is evidence that students criticized synchronous learning as well. It is because of 

“possible unpredictable work schedule of the learners and technical difficulties like unstable internet 

connection, crashing hard drives, dying batteries or even the lack of technological equipment to 

conduct this form of distance learning” (Rigo & Mikuš, 2021, p. 92). Regardless of both of the modes 

of learning, enhancing the genuine interaction in distance education can be associated with “teacher’s 

role as an active participant” (Ghounane, 2020, p. 38).  

The decrease in student- teacher interaction affected the amount of timely feedback in a 

negative way. Most of the students during EDELE received no or insufficient timely feedback about 

their learning progress. The criticism also rested upon the timing of the feedback provided by the 

teachers (Karataş & Tuncer, 2020; Rigo & Mikus, 2021).  This situation might stem from the heavy 

workload of teachers; they were already trying hard to adjust to new online settings and thus 

evaluating the progress of their students and giving them necessary feedback might not be at the top 
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of their to-do list. Motivation of students has experienced a sharp decrease during EDELE, too. 

However hard teachers tried to draw students' attention into distance education, they had some 

difficulties to ensure students’ motivational engagement into online settings. Students as participants 

in some studies accepted that they went through a challenging process in which they had motivational 

problems which might even lead into students’ attrition (Bozavli, 2021; Ghounane, 2020; Huang et 

al., 2021). It is because “during the pandemic, the students’ level of willingness, self-confidence, and 

motivation were lower than before” (Irgatoğlu et al., 2022, p. 10).  

EDELE decreased the efficiency of the lessons as well (Alzamil, 2021; Bozavli, 2021). Newly 

formed lessons did not leave a positive effect on the learners; thus, they felt that online lessons were 

not as efficient as face to face lessons. The last sub-theme is that EDELE decreased students' 

satisfaction level for language education. Amidst of all those challenges described above, it was 

inevitable for students to find themselves surrounded by the feeling of dissatisfaction about distance 

education, which was documented in some studies (Bailey, 2020; Hamdan et al., 2021; Mahyoob, 

2020) scrutinizing the satisfaction level of EDELE learners. This sub-theme was also highlighted in 

the study by Mahyoob (2020) with this statement “students are not happy with distance education” (p. 

360).  In Kamisli and Akinlar’s (2022) study, this dissatisfaction was also mentioned since students 

“were most unhappy about the less favourable features of distance education such as lack of 

interaction and eye contact, limited socialization with friends on campus, lack of concentration at 

home, too artificial and boring atmosphere, and lack of an efficient academic environment and 

interactive activities” (p. 8). In line with this statement, Bali and Liu’s study (2018) which compared 

traditional courses with online courses also proved that the traditional in-class courses have a higher 

level of satisfaction and interaction.   

Among all those challenges, interaction appears to be the most fundamental factor having an 

influential effect on the other challenges as well. Bernard et al. (2009) highlight the importance of 

three types of interaction in distance and online-learning: instructor-students, students-students and 

student-content interaction. The first two emerged in the current study as decreased interaction 

(student-student and student-teacher) and the third type as caused problems in comprehension. As it 

can be seen, EFL learners also pinpointed the importance of those three types of interactions for a 

better distance education context.  

Research Question 2: What are the responses to the challenges experienced within the 

Covid-19-prompted EDELE context? 

The thematic analyses of the responses in the reviewed studies revealed the actual 

implementations or recommendations around three stakeholders: teachers, students, and institutions. 

All three agents as main themes and related actions as sub-themes are depicted in Figure 2. The 
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actions in Figure 2 were either taken as responses or suggested as recommendations to overcome 

those challenges experienced during EDELE. 

 

Figure 2. Concept map of the responses to the challenges during EDELE  

In Figure 2, the first group of stakeholders responding to those challenges was teachers. 

According to the results of the scoping review four sub-themes were generated as responses or 

recommendations to overcome some challenges experienced during EDELE. Those actions are: 

engage students with interactive activities, use various communication modes/online 

settings/platforms/tools, increase students’ extrinsic motivation, and give feedback via various tools 

and modes. It is possible to say that interactive moments in language classes construct one of the 

backbones of students’ language development. For this reason, enhancing interaction in language 

classes is one of the main actions language teachers should realize both in f2f settings and in distance 

education. However, this interaction was put into jeopardy during the Covid-19 pandemic. As a result, 

among the reviewed studies, engage students with student-based interactive activities emerged as the 

most frequent sub-theme and response. According to the scope, here are some actions expected from 

or implemented by teachers to establish and sustain interactive atmosphere in distance education: 

provide active learning atmospheres for students, use online discussion forums, use student-centred 

approach with various opportunities for communication and collaboration, establish genuine 
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interaction between instructor and students and students to students, use videotaping speaking tasks, 

and create online opportunities for students to practice English.  

Under the light of those actions related to the sub-theme engage students with student-based 

interactive activities, in educational contexts interactive tools like online discussion forums can give 

students the chance to become a member of a community, “which allows knowledge construction to 

become a social activity. Within forum threads, active participants are constantly contributing content, 

negotiating meaning, creating output, and observing input” (Bailey et al., 2020, p. 2564). In order to 

maintain a constant interaction among the related agents, communication modes are quite crucial. For 

this reason, the scoped studies recommend teachers to use various communication modes, online 

settings, platforms and tools. This recommendation embodies the use of more than one platform, 

formal and informal settings together, and both synchronous and asynchronous communication 

modes.  

During EDELE, students might have various needs and expectations to sustain interaction for 

their new learning procedures. A good response to those needs might be to “use more than one 

platform collaboratively to satisfy the students’ needs on learning” (Amin & Sundari, 2020, p. 364). 

In most contexts, teachers are more inclined to use only formal settings and academic platforms like 

Moodle to conduct education during EDELE. This means that some teachers were hesitant in using 

informal settings; however, some studies demonstrated that “learners are eager to learn the language 

in an informal context more than the formal one. Social networks like Facebook, YouTube, and 

WhatsApp allow students in an international setting to meet and discuss different topics” (Ghounane, 

2020, p. 23). In addition to the integration of formal and informal settings, the use of both 

synchronous and asynchronous communication modes together were also highlighted as another key 

response to improve the quality of distance education. Synchronous and asynchronous communication 

modes have various unique advantages for students who are in struggle to cope with their new 

learning procedures. In order to lead them to overcome this struggle during EDELE, combination of 

synchronous and asynchronous communication modes was recommended. For instance, in a study 

comparing synchronous (Google Meet) and asynchronous (Edmodo) communication modes, Rigo and 

Mikuš (2021) put forward the idea of combination of those modes. 

According to the review results, the other sub-theme teachers are expected to do is to increase 

students’ extrinsic motivation. One way to increase that is to provide game-based activities which is 

regarded as a learning strategy that combines entertainment and educational purposes (Berns et al., 

2016). The support for this sub-theme comes from Huang et al.’s (2021) study in which “[g]ame-

based activities were expected by some students who hoped to have a more interesting and enjoyable 

learning environment where all the students can participate” (p. 412). The last sub-theme expected 

from teachers is to give feedback via various tools and modes. For the scoped studies, receiving 
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immediate and direct feedback helps students to see where they are and what they need within their 

educational process. And thus, students can adjust themselves into EDELE situations more smoothly. 

One way to send feedback is via e-mails which was also stated in Alzamil’s (2021) study. Though 

most of the students in his study preferred to get feedback in f2f settings instead of online ones, they 

appreciated the speed of e-mailed feedback and also “receiving the feedback by email allowed them 

potentially to keep their teacher’s comments for future use” (p. 25). Receiving prompt feedback also 

increases the satisfaction of the students because of the positive relationship between the two (Gopal 

et al., 2021).  

As seen in Figure 2, the second important group of stakeholders to whom some actions were 

attributed in some of the analysed studies was students. What those students did or what kind of 

recommendations were given to them were centred on five sub-themes depicted in Figure 2. The first 

action given as a response for the students to do is to become responsible for their own learning 

which is related to being aware of their strengths and weaknesses in their new learning process in 

order for their own cognitive engagement during EDELE. In fact, this finding can be associated with 

being autonomous learners who can take responsible for their own learning with the ability to “set 

learning goals, determine learning content and progress, choose learning techniques, monitor self-

learning processes, and conduct self-assessments” (Holec, 1981, p. 3). In a similar vein, learner 

autonomy relates to take actions independently to decide why, what and how to learn (Teng, 2019). 

To sum up, what is expected from students is to put in efforts in order to adjust metacognitive 

strategies for the regulation of their own learning procedures (Yundayani et al., 2021). To do so, some 

closely related actions for students to take are defined in the next four sub-themes: connect teaching 

materials to their daily lives, use critical thinking skills more, read more, and take notes carefully.  

The other stakeholder in EDELE is institutions that include higher education institutions, 

universities, governments, and profit and non-profit organizations. Totally, three sub-themes were 

expressed under this theme: provide technical support for teachers and students, train teachers and 

students to enhance their digital literacy, and promote the use of various platforms. Focusing on the 

first two sub-themes, it can be said that students and teachers who are the other stakeholders in 

EDELE are expected to get training and take technical support to handle technical problems. 

However, the responsible stakeholder for these actions are the institutions. Thus, the researchers 

categorized these two sub-themes under the stakeholder of institutions. One support comes from 

Ghounane’s (2020) study through the following statement “[u]niversities should focus on training 

teachers and learners to use ICT in the classroom through seminars and workshops” (p. 39). Digital 

literacy is crucial for both teachers and students but especially for teachers. In the same vein, 

Sánchez-Cruzado et al.’s (2021) study revealed that “digital literacy is not a reality that has favoured 

the teaching–learning process and that a training program is urgently required for teachers to reach 
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optimal levels of digital skills, so as to undergo a true paradigm shift, ultimately combining 

methodology and educational strategies” (p. 1).   

The third sub-theme is to promote the use of various platforms. In response to the challenges 

experienced during EDELE and as a result of the shift to distance education, institutions have started 

to use various online platforms and tools. Those platforms and tools in the scoped studies include 

Zoom, Google Classroom, Google Meet, Edmodo, Facebook, Blackboard, Cisco WebEx, Moodle, 

Quizlet application, WhatsApp, and YouTube. According to the results, moving to such online 

learning settings and the use of those online platforms and tools helped educational contexts to 

reverse aforementioned challenging aspects to an advantage. Those advantages are a) learning in 

comfortable atmosphere of home, b) deepening students learning, c) providing flexibility and 

independence, d) maintaining confidentiality, e) providing time and cost efficiency, f) demonstrating 

authenticity, g) providing enjoyment, and h) benefiting from practicality of using the digital 

platforms. With the help of online platforms/tools students sustain their education in the comfortable 

atmosphere of home.   

Conclusion and Implications 

The Covid-19 pandemic caused challenges but at the same time new avenues for improving 

educational contexts. Perceiving those challenges and problems, scholars conducted studies to 

overcome those challenges and get prepared for the future. With this context in mind, this study aimed 

at summarizing what was found in the related literature regarding the challenges of EDELE and the 

responses implemented and recommended to overcome those challenges during EDELE. To do so, 

the scoping review on 10 studies based on EDELE from the perspectives of EFL students was 

conducted. At the end, the findings and their discussion were presented in relation to the two research 

questions. The answer of the first research question revealed the challenges of EDELE, which centred 

around five main thematic actions: changed, decreased, caused, increased and revealed. Thematic 

analysis conducted for the second research question uncovered the implemented or recommended 

actions for the three stakeholders of EDELE: teachers, students, and institutions. 

Via the findings and discussion conducted in this scoping review study and especially by 

checking the responses section for those challenges, it is hoped to demonstrate various crucial 

implications for English language education for both crisis moments and afterwards so as to improve 

the quality of distance education for future practices. Despite the fact that the findings of this study 

cannot be generalized, the challenges and responses reported in this review cover unique lived 

experiences from seven different countries and provide a wealth of information for those who want to 

comprehend and scrutinize EDELE contexts from an EFL perspective.  
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The EFL learners in 10 scoped studies highlighted some important points both in the 

challenges and in the responses to them. As a result of the thematic analyses on both challenges and 

responses, it was observed that all the concerned stakeholders -teachers, students, and institutions in 

this study- should collaboratively and cooperatively carry the burden of distance education during 

those chaotic processes. Thus, for a better distance education for English language teaching, the 

following considerations should be given a high priority: 

- Realization of interaction by leading the students to take active role,  

- The integration of synchronous and asynchronous communication modes, 

- The use of more than one type of online settings/platforms/tools, 

- Inclusion of enjoyable activities for students’ extrinsic motivation,  

- Provision of immediate and timely feedback via various tools and modes, 

- Responsibility of students to regulate their own learning,  

- Inclusion of opportunities requiring the use of critical thinking,  

- Provision of technical support, and 

- Training on digital literacy.  

Documenting all these recent considerations will surely pave the way for facilitating English 

language education contexts. Considering the recommendations in this scoping review, the main 

objective should be to move beyond the emergency practices in EDELE to provide high quality 

distance education for English language education. In fact, it is not an easy task to change deeply 

rooted beliefs and attitudes held about the comparison of f2f and distance education. However, having 

a deep understanding of EFL students’ perceptions is critical not only for shedding light on challenges 

and responses during EDELE but also for making a better sense of the concept of distance education 

in EFL contexts.  
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Abstract 

The aim of this study was to examine the effects of perception of the close environment on obesity 

and physical activity levels in university students. Included in this study were 113 students between 

18–25 years of age, taking into account that there may be erroneous and missing data according to the 

95% confidence level in the pre-sample size calculation table according to the confidence level and 

acceptable error for the research, 10% more than the recommended sample size was calculated and 

113 students participated. Up to 20% of the participants were fitted with a pedometer and heart rate 

monitor for 1 day to determine their objective physical activity levels. Height measurement, body 

weight measurement, bioimpedance analysis, International Physical Activity Questionnaire-Short 

Form (IPAQ-SF), pedometer, heart rate, and Immediate Walkability Perception Questionnaire 

(IWPQ) were applied to the participants. As a result, a significant relationship was found between the 

number of steps and the shops, facilities, and other nearby places in the vicinity (P < 0.05; r = –

0.353). At the same time, a significant relationship was observed between the stores, facilities, and 

other nearby places in the vicinity and the level of physical activity (P < 0.13; r = –234). 

Relationships were found between the body mass index (BMI), Body fat percentage, and abdominal 

circumference data, which are considered as obesity indicators, and the sub-dimensions of the 

perception of walkability in the immediate environment, but none of these were statistically 

significant. 
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Introduction 

Turkey is among the most obese countries in Europe (World Health Organization, WHO). 

The effects of sedentary life are among the biggest factors of this obesity problem in the country. 

Many situations that make the people immobile can be listed, and the most important of these is the 

built environment. Studies have shown that physical activity is affected by the built environment. In 

the study, it was aimed to examine the effects of the walkability perception in the immediate 

environment on obesity and physical activity. 

The WHO reported that obesity has become a global problem. Obesity should not be seen 

only as an aesthetic problem. According to the degree of obesity, many first- and second-degree 

health problems arise. The importance of fighting this disease, which is thought to play an important 

role in nutritional disorders, cardiovascular diseases, type 2 diabetes, orthopedic problems, mental 

disorders, and many other problems with psychological content, is increasing. The simplest way to 

avoid this disease is proper nutrition and physical activity. There are many things that limit physical 

activity. However, incorporating physical activity into daily life will direct us to act directly. By 

providing this correlation, it is necessary to increase mobility in our daily work life or increase 

walkability in the immediate environment. It is thought that the effects of street connections, walking 

and bicycle paths, traffic danger, and crime safety on our perception of walking in the immediate 

environment are high. 

In its 2002 report, the WHO stated that health problems resulting from a sedentary lifestyle 

cause 1.9 million deaths annually worldwide. Rising health expenditures in the treatment of health 

problems caused by an inactive lifestyle have reached levels that will damage a country’s budget 

(Akyol et al., 2008). We can consider the costs of this situation on individuals and society in two 

ways. The first is the increase in health expenditures to keep obesity under control, and the second is 

the working hours that cannot be evaluated due to obesity-related diseases (Leicester & Windmeijer, 

2004). Inpatient and daily hospital stay, outpatient treatment, manpower costs (doctors, nurses, other 

healthcare workers, dietitians, physiotherapists), laboratory and imaging costs, medications, surgeries, 

reports received due to obesity and obesity-related additional diseases, employment lost due to 

disability expenses, such as opportunities, deterioration in quality of life and related expenditures, 

health expenditures and health promotions, and health researches continue to harm a country's 

economy (Ko, 2008).   

Urbanization, the lack of safe places to be active, the lack of access to physical activity 

equipment, the distance from places such as parks and gymnasiums, the cost and time constraints of 

physical activities, intense work tempo, transportation, and socioeconomic conditions are some of the 

things that affect physical activity (Cavill et al., 2006; Motl et al., 2006; Ferreira et al., 2007). But the 



Educational Policy Analysis and Strategic Research, V17, N4, 2022 

© 2022 INASED 

 

114 

simplest way to be physically active is walking. The current research shows that physical activity is 

affected by the built environment. The built environment can facilitate physical activity by being 

supportive (Mitchell, 2016). To put it more clearly, individuals must gain the perception of 

walkability in order to walk. When a person's perception of walkability is considered, it is an 

inevitable fact that they are under the influence of the attractiveness of the environment, possibilities, 

access to facilities, traffic density, and construction. When it comes to walking, it can be defined as 

the simplest physical act used to travel from one place to another using only one's own energy. The 

use of this inexpensive transportation method by people is directly proportional to the effect of the 

environment they are in. In other words, things such as the presence of environments that encourage 

them to walk, a low traffic density, low crime rate, and the presence of shopping centers that can meet 

their personal needs are among the main things that lead individuals to walk. 

Walking is an action that is shaped not only because it is the basic mode of transportation, but 

also for people to explore the city, pedestrian opportunities, and the character of the city and its 

inhabitants in the built environment, such as streets, pavement, and roads. In addition, walking allows 

people to socialize with each other. The balance of vehicle and pedestrian use in a city is very 

important for walkability, because pedestrian spaces should be equal for everyone. Pedestrian roads in 

terms of equality of use for the elderly, disabled, families with children, and all other people, should 

be fully equipped in terms of sidewalks, pedestrian crossings, reserved roads, street furniture, and 

trees. (Hancock et al., 1999). 

METHOD 

Research Group 

In this study, to determine the effect of perception of close environment on walkability among 

university students, between 18 and 25 years of age, studying at Çanakkale Onsekiz Mart University 

Bayramiç Vocational School, the confidence level for the research and the acceptable error according 

to the pre-sample size calculation table according to the 95% confidence level were incorrect and 

incomplete. Considering that there may be erroneous and missing data, 10% more than the 

recommended sample size was calculated and 113 students participated. Up to 20% of the participants 

were fitted with a pedometer and heart rate monitor for 1 day to determine their objective physical 

activity levels. The participants were asked to wear the pedometer on the right side of the waistband 

of the pants/skirt. The heart rate measurement watch was placed on their wrist in such a way that there 

was no gap. The number of students who wore a pedometer and heart rate measurement watch was 

calculated as 22 students, which was 20% of the sample. 
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Height measurement 

A stadiometer device (SECA, Germany) with an accuracy level of ±0.01 m, located on a 

stable surface, was used to measure the height of the participants in the research group. Measurements 

were made after a deep inspiration while the participants were barefoot and in an anatomical stance on 

the stadiometer. The distance between the point where the sliding caliper of the device touched the 

vertex of the head and the platform where the sole of the foot touched was recorded as the height in 

cm. 

Bioimpedance Analysis 

A bioelectrical impedance device was used to determine the body weight, body fat ratio, body 

fat mass, lean body mass, and residual mass values of the participants. Attention was paid to take 

measurements at least 4 h after the last meal of the participants and in the time period when there was 

no excessive physical activity for the last 12 h and no diuretic drug consumption in the previous 7 

days. The gender and age of the participants were recorded in the sections of the computer program of 

the device. After these descriptive data were entered, the device the participants were asked to hold 

the electrode arms while their arms were stretched out and their armpits were slightly open. After the 

participant stayed in that position for approximately 5–10 s, reports showing the values presented by 

the device via its own software were collected. 

International Physical Activity Questionnaire-Short Form (IPAQ-SF) 

The IPAQ-SF consists of 9 questions measuring the intensity of physical activity. The 

questions give information about physical activities, climbing stairs, walking, shopping, and sitting 

time over the previous seven days. From these data, the total weekly physical activity level 

(MET/h/week) was classified as low, medium, or high. Individuals who stated that they did not 

perform physical activity should have low physical activity level × ≤ 600 MET-min/week, and the 

total physical activity should reach minimum × ≥ 600–3000 MET-min/week to have an intense or 

moderate physical activity level (Craig et al., 2003). 

Pedometer  

A pedometer was used to determine the objective physical activity levels and daily step 

counts for up to 20% of the participants. The participants were asked to carry the pedometer on their 

waist for 1 day (except for sleeping and showering) and they were told to wear the pedometer on the 

right side of the waistband on their pants or skirt.  

Step counts obtained with the pedometer were classified as <5000 (sedentary), 5000–7499 

(mildly active), 7500–9999 (slightly active), 10000–12499 (active), and >12500 (highly active) 

(Tudor-Locke and Bassett, 2004). 
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Heart Rate 

A heart rate monitor was used to determine the objective physical activity levels and heart 

rate for up to 20% of the participants. Using the signals that measure the heart rate from the wrist to 

the watch, the device recorded the heart rate data for 24 h.  

 

Immediate Walkability Perception Questionnaire (IWPQ) 

The survey was applied to measure the neighborhood's perception of the environment 

(Cervero & Duncan, 2003; Cerin et al., 2006; Moudon et al., 2006; Leslie et al., 2007). It consists of 6 

parts: access to services, street connectivity and infrastructure for walking/cycling, aesthetics, traffic 

hazards, and crime rate. 

Analysis of Data 

The data obtained from the measurements and surveys within the scope of the study were 

analyzed using the SPSS package program. The number of variables (n) of the data were presented as 

percentages (%). The significance level of the data was accepted as 0.05 in all of the statistical 

analyses. All of the measurements were completed taking into account the pandemic conditions and 

were made in a way that would not risk the health of the participants. 

Results 

Table 1. Identifying Information of the Participants. 

 N Min Max x̄ ss 

Age 113 18 43 20.66 3.009 

BMI 113 152.00 195.00 170.9292 9.43182 

Body Fat Mass 113 16 47 22.85 4.908 

Lean Mass 113 2 74 15.16 10.197 

Body Fat Percentage 113 32 93 52.13 12.612 

BMI 113 3.60 47.90 21.6982 9.96104 

 

Descriptive information such as the age, height, BMI, body fat mass, lean body mass, and 

body fat percentage of the participants are given in Table 1.  
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Table 2. Average of Sub-Dimensions of the Perception of the Close Environment of the Participants 

 N Min Max x̄ ss 

Nearby Store Facilities and Others 113 1.30 .50 3.1556 0.74637 

Transportation to Facilities 113 1.00 5.00 2.8555 0.63757 

Streets Nearby 113 1.00 4.00 2.5885 0.66221 

Walking and Cycling Areas 113 1.50 3.50 2.5177 0.35937 

Aesthetics in My Neighborhood 113 1.25 3.75 2.2323 0.49968 

Traffic Hazard 113 1.33 4.00 2.4100 0.47142 

Crime 113 1.00 4.00 2.2596 0.76989 

Step Count 35 539 17333 8301.14 3782.272 

Heart Rate 35 80 105 90.46 10.033 

The average standard deviation and minimum and maximum values of the 6 dimensions of 

the participants' perception of walkability in their immediate environment are given in Table 2. 

Table 3. Descriptive Statistics of the Participants based on the Step Classifications. 

 Sedentary Mildly 

Active 

Slightly 

Active 

Active Highly 

Active 

Age x̄ 21 22 21 20 22 

ss 2 2 3 1 3 

Min 19 19 18 18 19 

Max 24 25 25 22 25 

Weight 

(kg) 

x̄ 71 69 70 66 71 

ss 12 10 16 13 10 

Min 55 57 44 56 60 

Max 85 87 95 89 81 

Height 

(cm) 

x̄ 172.29 169.71 174.30 174.00 174.00 

ss 7.48 7.63 10.85 7.30 9.38 

Min 157.00 158.00 154.00 158.00 160.00 

Max 180.00 178.00 187.00 180.00 180.00 

Body fat 

mass (kg) 

x̄ 14 16 13 12 13 

ss 5 8 9 7 6 

Min 5 2 3 4 5 

Max 20 27 25 22 19 

Lean mass 

(kg) 

x̄ 57 53 57 54 58 

ss 9 9 13 12 9 

Min 40 39 36 36 48 

Max 67 61 71 69 68 

Skeletal 

muscle 

mass (kg) 

x̄ 32 30 33 30 33 

ss 6 5 8 8 5 

Min 21 21 19 19 27 

Max 38 35 41 39 39 

BMI x̄ 24 24 23 22 24 

ss 4 4 4 4 3 

Min 18 19 18 18 19 

Max 28 30 30 27 26 

Body fat 

percentag

e (%) 

x̄ 19.39 23.33 17.34 18.66 18.48 

ss 6.54 10.98 10.52 10.12 8.56 

Min 8.40 3.60 5.50 6.20 7.80 

Max 28.60 36.50 39.80 35.50 28.20 
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The descriptive information of the participants according to the step classification is given in 

Table 3. The step classification of the participants was taken as a reference from the study by Tudor-

Locke & Bassett (2004). 

Table 4. Average of the Immediate Surroundings Perception Sub-Dimensions by Step Classification 

of the Participants. 

 Sedentary Mildly 

Active 

Slightly 

Active 

Active Highly 

Active 

Nearby Store 

Facilities and Others 

x̄ 4.01 3.60 3.46 2.80 3.51 

ss 0.37 0.50 0.58 0.87 0.92 

Transportation to 

Facilities 

x̄ 2.71 2.38 2.60 2.57 2.17 

ss 0.71 0.52 0.60 0.71 1.00 

Streets Nearby x̄ 2.29 2.14 2.45 2.36 2.13 

ss 0.81 0.75 0.50 0.56 1.03 

Walking and 

Cycling Areas 

x̄ 2.48 2.48 2.43 2.38 2.46 

ss 0.33 0.24 0.39 0.40 0.08 

Aesthetics in My 

Neighborhood 

x̄ 1.93 2.32 2.18 2.04 2.25 

ss 0.47 0.61 0.54 0.67 0.74 

Traffic Hazard x̄ 2.43 2.52 2.20 2.67 2.75 

ss 0.37 0.38 0.57 0.43 0.17 

Crime x̄ 2.29 2.57 2.23 2.43 2.17 

ss 0.49 0.79 0.79 0.74 0.88 

 

According to the step classification of the participants, the average standard deviation values 

of walkability perception in the immediate environment are given in Table 4. BMI classification was 

made by taking the reference values of the World Health Organization (WHO 1997). 

Table 5. Distribution of the IWPQ Sub-Dimensions Based on the BMI Classification. 

 BMI Classification 

Low 

weight 

Normal Pre-

obese 

Class 1 

obese 

Class 2 

obese 

Class 3 

obese 

Nearby Store 

Facilities and 

Others 

x̄ 3.00 3.20 3.16 3.10 3.37 4.17 

ss 0.62 0.80 0.78 0.66 0.58 . 

Transportation 

to Facilities 

x̄ 2.95 2.85 2.81 2.89 2.83 2.00 

ss 0.58 0.71 0.59 0.38 0.24 . 

Streets Nearby x̄ 2.56 2.59 2.63 2.67 2.75 1.50 

ss 0.49 0.72 0.72 0.58 0.35 . 

Walking and 

Cycling Areas 

x̄ 2.44 2.58 2.46 2.56 2.67 2.33 

ss 0.32 0.33 0.45 0.19 0.00 . 

Aesthetics in 

My 

Neighborhood 

x̄ 2.14 2.29 2.23 1.83 2.50 2.00 

ss 0.45 0.47 0.60 0.52 0.35 . 

Traffic Hazard x̄ 2.39 2.44 2.31 2.89 2.50 2.67 

ss 0.40 0.50 0.47 0.51 0.24 . 

Crime x̄ 2.24 2.07 2.56 2.89 2.17 3.00 

ss 0.77 0.68 0.80 1.17 1.18 . 

 

It was found that the low-weight individuals got the best score in the nearby stores and other 

nearby places sub-dimension. This means that the walking time of the low-weight individuals to 
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shops and facilities in the immediate vicinity was shorter. It was found that the best score in the 

transportation to facilities sub-dimension was in the low-weight individuals. In the sub-dimensions of 

the streets, the walking and cycling areas in the close vicinity and aesthetics in the close environment, 

the class 2 obese group had the best score. The group that thought that the traffic hazard prevented 

walking the most was the class 3 obese group. The group with a low walking level due to the crime 

sub-dimension was the class 3 obese group. BMI classification was made by taking the reference 

values of the World Health Organization (WHO 1997). 

Table 6. Waist Circumference Averages Based on Gender. 

 Abdominal Circumference 

x̄ ss Min Max 

Women's Waist 

circumference 

Normal 71.1 3.7 79.3 65.6 

Risk 84.7 3.0 87.9 80.3 

High Risk 95.6 5.9 107.0 88.9 

Male Waist 

circumference 

Normal 78.5 7.7 93.5 66.7 

Risk 97.4 2.1 100.5 95.0 

High Risk 123.1 17.9 138.7 102.9 

 

Another reference value taken as an obesity indicator was waist circumference (the Table 

reference range was taken from Lean et al., 1998). The average waist circumferences of the 

participants are given in Table 6 above. These data were obtained using a bioelectrical impedance 

device. 

Table 7. Body Fat % Classification Averages Based on Gender. 

 Body Fat Percentage 

 % n x̄ ss 

Male Body Fat 

Percentage 

Classification 

Athletic 21.2% 14 7.86 1.58 

Good 16.7% 11 11.91 1.24 

Normal 31.8% 21 16.70 1.69 

Fat 10.6% 7 21.44 .80 

Obese (Fat, 

Overweight) 

19.7% 13 29.32 6.31 

Female Body Fat 

Percent 

Classification 

Athletic 0.0% 0 . . 

Good 31.9% 15 19.37 2.25 

Normal 25.5% 12 26.88 2.13 

Fat 21.3% 10 32.74 1.85 

Obese (Fat, 

Overweight) 

21.3% 10 40.03 3.06 

 

Body fat percentages obtained using the bioelectrical impedance device were evaluated 

according to the reference ranges given in the study of Jeukendrup and Gleeson (2010). According to 

these results, 19.7% of the men and 21.3% of the women were classified as obese  
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Figure 1. Body Muscle Mass Average.    Figure 1. Body Fat Mass Average. 

 

Body region analyses of the participants are given in the figures above. As given in Figure 1, 

the average left arm muscle mass was 2.71 kg, the right arm muscle mass average was 2.74 kg, the 

body muscle mass average was 22.93 kg, the left leg muscle mass average was 8.28 kg, and the right 

leg muscle mass average was 8.31 kg, and as given in Figure 2, the average left arm fat mass was 1.0 

kg, the right arm fat average was 0.98 kg, the body fat average was 7.32 kg, the left leg fat average 

was 2.38 kg, and the right leg fat average was 2.4 kg. 

Table 8. Relationship Between the Perception of Walkability in the Neighborhood and Number of 

Steps, FA Level, Heart Rate, Percentage of Body Fat, Abdominal Circumference ,and BMI. 

 Step 

count 

PA 

Level 

Heart 

Rate 

Body Fat 

Percentage 

Abdominal 

Circumference 

BMI 

Nearby Store 

Facilities and 

Others 

r –0.353 –0.234 –0.408 –0.030 0.111 0.084 

p 0.038 0.013 0.015 0.750 0.241 0.374 

N 35 113 35 113 113 113 

Transportation to 

Facilities 

r –0.163 –0.058 –0.145 –0.051 –0.145 –0.143 

p 0.349 0.541 0.407 0.595 0.126 0.132 

N 35 113 35 113 113 113 

Streets Nearby r –0.005 .090 –0.041 0.041 –0.028 –0.040 

p 0.979 0.346 0.816 0.670 0.770 0.674 

N 35 113 35 113 113 113 

Aesthetics in My 

Neighborhood 

r 0.063 0.008 –0.024 0.053 0.027 0.012 

p 0.718 0.935 0.892 0.579 0.780 0.900 

N 35 113 35 113 113 113 

Traffic Hazard r 0.201 0.007 0.355 0.059 –0.006 –0.027 

p 0.246 0.939 0.036 0.537 0.948 0.780 

N 35 113 35 113 113 113 

Crime r –0.109 .057 –0.030 –0.154 –0.054 –0.012 

p 0.531 0.545 0.866 0.104 0.566 0.897 

N 35 113 35 113 113 113 

Body 

muscle 

22.93 

kg 

Right arm 

muscle mass 

2.74 kg 

Left arm 

muscle mass 
2.71 kg 

Right Leg 

 8.31 kg 

Left Leg Fat 

8.28 kg 

Body fat 

7.32 kg 

Right arm 

fat 0.98 kg 

Left arm 

1.0 kg 

Right leg 

fat 2.40 kg 
Left leg fat 
2.38 kg 
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A significant correlation was found between the shops, facilities, and other nearby places in 

the vicinity and the number of steps (P < 0.05; r = –0.353). In other words, it can be said that the 

individuals went to nearby stores on foot. At the same time, it was observed that the physical activity 

level of these individuals increased (P < 0.13; r = –234). It can be said that the closer the stores were, 

the more active the individuals were. No significant difference was found between the number of 

steps, physical activity level, and heart rate in the other sub-dimensions of the questionnaire.  

Relationships were found between the BMI, body fat percentage, and abdominal circumference data, 

which are considered as obesity indicators, and the sub-dimensions of the perception of walkability in 

the immediate environment, but none of these were statistically significant. 

0 

A significant relationship was found 

between the number of steps and physical 

activity. It was found that the individuals with an 

increased number of steps were more physically 

active. 

 

 

 

  

Graphic 2. Relationship between the Heart Rate 

and the FA level. 

Graph 3. Relationship between the Heart Rate 

and the Step Number. 
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A significant relationship was found between the physical activity level and heart rate. It was 

found that the heart rate of the active individuals also increased. The heart rate monitor gave results 

proving the accuracy of the answers to the questionnaire. 

Other data parallel to these data were found between the number of steps and the number of 

heart beats. It was found that the individuals with an increased number of steps also had an increased 

heart rate, and a significant relationship was found between these two data. 

Discussion and Conclusion 

A significant relationship was found between the stores in the vicinity and the number of 

steps (P < 0.05; r = –0.353). It can be said that the individuals went to nearby stores on foot. At the 

same time, it was observed that the level of physical activity of these individuals increased (P < 0.13; 

r = –234). It can be said that the closer the stores were, the more active the individuals were. 

Although there was a relationship between the number of steps, physical activity level, and 

heart rate among the other sub-dimensions of the questionnaire, it was not statistically significant. 

Relationships were found between the BMI, body fat percentage, and abdominal circumference data, 

which are considered as obesity indicators, and the sub-dimensions of the perception of walkability in 

the immediate environment, but none of these were statistically significant. In this process, it was 

observed that the perception of walkability in the immediate environment had no effect on obesity. 

While there may be many reasons for this, it is thought that the biggest factor was that the study 

process took place at the same time as the worldwide COVID-19 pandemic, which affected many 

factors. It was observed that people reduced exercise such as going for a walk to avoid the risk of 

contamination. It is also thought that the measures taken by the country's administrators to reduce the 

course of the pandemic reduced the level of physical activity in individuals and reduced the amount of 

walking they did. It is also an inevitable fact that this process affected the obesity rate of individuals. 

When the studies in the literature were evaluated, it was seen in a study examining the relationships 

between physical environment variables and individuals' walking and cycling, that complementary 

strategies aimed at influencing universal factors are required, and given the popularity of walking in 

the community, more emphasis should be placed on creating landscapes that increase walking in 

recreation and transportation. (Saelens et al., 2003). In a study conducted by Johansson et al. (2016), 

they examined the relationship of walking on a certain walking route with perceived urban design 

qualities and concluded that land use and design have an impact on public health. 

Much of the published literature on the concept of walkability includes various definitions 

and variables that hypothesize to create an environment that will increase walking behavior. 

Successfully providing walkability and establishing its definition correctly will provide convenience 

to planners and designers in neighborhood design. Perception of walkability affects walking behavior. 
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Walkability can be an indicator of the quality of a space. Walkability variables are similar to each 

other in many literatures and the prominent variables comprise residential density, land uses, 

connections, streets, walking opportunities, aesthetics, security (Akçam & Karaçor 2018). 

In addition to all of these, the following conclusions were reached in this research: 

• Obese participants were identified and informed about solving problems that may be 

encountered in the future. 

• Participants were informed that obesity can be prevented with physical activity. As a 

result, it is thought that the hospital costs for the following processes will decrease and 

accordingly the country's economy will be supported. 

• The participant' perception of walkability in the immediate environment was examined 

and it is thought that it will guide the local governments to make arrangements by paying 

attention to the built environment features in order to increase the walkability perception 

of the students in line with the research result. 

• In line with health policies in the country, this study will shed light on city planners to 

build walkable cities. 

• It will support taking more encouraging measures to increase walking-related activities 

according to the physical activity status of walking individuals. 

Ethical Statement 

This work was supported by Çanakkale Onsekiz Mart University, Project ID: 3202. 

Conflict of Interest 

No potential conflict of interest was declared by the authors. 

Credit Author Statement 

The authors contributed equally to this research. 

References 

Akçam, E., & Karaçor, E. K.(2018) Sosyo-Demografik Yapı ve Fiziksel Çevre Özelliklerinin 

Yürünebilirlik Algısı Üzerine Etkisi. Düzce Üniversitesi Bilim ve Teknoloji Dergisi, 6(4), 

1364-1376. 

Akyol, A., Bilgiç, P., & Ersoy, G. (2008). Fiziksel Aktivite, Beslenme ve Sağlıklı Yaşam. T.C. Sağlık 

Bakanlığı Temel Sağlık Hizmetleri Genel Müdürlüğü. 

Cavill, N., Kahlmeier, S., & Racioppi, F. (2006). Physical activity and health in Europe: evidence for 

action. World Health Organization. 



Educational Policy Analysis and Strategic Research, V17, N4, 2022 

© 2022 INASED 

 

124 

Cerin, E., Saelens, B. E., Sallis, J. F., & Frank, L. D. (2006). Neighborhood Environment Walkability 

Scale: validity and development of a short form. Medicine And Science in Sports and 

Exercise, 38(9), 1682. 

Cervero, R., & Duncan, M. (2003). Walking, bicycling, and urban landscapes: evidence from the San 

Francisco Bay Area. American Journal Of Public Health, 93(9), 1478-1483. 

Craig, C. L., Marshall, A. L., Sjöström, M., Bauman, A. E., Booth, M. L., Ainsworth, B. E., ... & Oja, 

P. (2003). International physical activity questionnaire: 12-country reliability and 

validity. Medicine & Science in Sports & Exercise, 35(8), 1381-1395. 

Ferreira, I., Van Der Horst, K., Wendel‐Vos, W., Kremers, S., Van Lenthe, F. J., & Brug, J. (2007). 

Environmental correlates of physical activity in youth–a review and update. Obesity 

Reviews, 8(2), 129-154. 

Hancock, T., Labonte, R., & Edwards, R. (1999). Indicators that counts! Measuring population health 

at the community level. Canadian Journal Of Public Health (90), 22. 

Jeukendrup, A., & Gleeson, M. (2010). Sport nutrition: an introduction to energy production  and 

performance. United Kingdom: Human Kinetics. 

Johansson, M., Sternudd, C., & Kärrholm, M. (2016). Perceived urban design qualities and affective 

experiences of walking. Journal of Urban Design, 21(2), 256-275. 

Ko, G. T. (2008). The cost of obesity in Hong Kong. Obesity Reviews, 9(1), 74-77. 

Lean, M. E. J., Han, T. S., & Seidell, J. C. (1998). Impairment of health and quality of life in people 

with large waist circumference. The Lancet, 351(9106), 853-856.  

Leicester, A., & Windmeijer, F. (2004). The'fat tax: economic incentives to reduce obesity. The 

Instiute for Fiscal Studies. 

Leslie, E., Coffee, N., Frank, L., Owen, N., Bauman, A., & Hugo, G. (2007). Walkability of local 

communities: using geographic information systems to objectively assess relevant 

environmental attributes. Health & Place, 13(1), 111-122. 

Mitchell, C. A. (2016). Children's Physical Activity and the Built Environment: The Impact of 

Neighbourhood Opportunities and Contextual Environmental Exposure. Western Graduate 

& Postdoctoral Studies 

Motl, R. W., Dishman, R. K., Saunders, R. P., Dowda, M., & Pate, R. R. (2006). Perceptions of 

physical and social environment variables and self-efficacy as correlates of self-reported 

physical activity among adolescent girls. Journal Of Pediatric Psychology, 32(1), 6-12. 

Moudon, A. V., Lee, C., Cheadle, A. D., Garvin, C., Johnson, D., Schmid, T. L., ... & Lin, L. (2006). 

Operational definitions of walkable neighborhood: theoretical and empirical insights. 

Journal Of Physical Activity and Health, 3(s1), S99-S117. 



Educational Policy Analysis and Strategic Research, V17, N4, 2022 

© 2022 INASED 

 

125 

Saelens, B. E., Sallis, J. F., & Frank, L. D. (2003). Environmental correlates of walking and cycling: 

findings from the transportation, urban design, and planning literatures. Annals Of 

Behavioral Medicine, 25(2), 80-91. 

Tudor-Locke C, & Bassett DR. (2004). How many steps/day are enough? Sports Medicine, 34(1), 1-8.  

WHO. “Obesity: Preventing and Managing the Global Epidemic: report of a WHO Consultation on 

Obesity”, Geneva. World Health Organization. (1997). 

  



Educational Policy Analysis and Strategic Research, V17, N4, 2022 

© 2022 INASED 

 

126 

Does Fear of Happiness Exist? Exploring Fear of Happiness Through the Five Factors 

Dimensions of Personality  

 

İsa Yücel İŞGÖR1 

Hatay Mustafa Kemal University 

 

Abstract 

In this research, the relationship between fear of happiness among university students and their types 

of personality was investigated through analyzing various factors, such as relationships, gender, 

perceived parental attitudes and locations of upbringing. The subjects of study in this research 

consisted of the students at Balıkesir Necatibey Faculty of Education in Balıkesir city center in the 

spring term of the 2020-2021 academic year. The sample of the research included 252 students, 

selected with the random sampling method from the population, 160 of whom were female (63.5%) 

and 62 male (36.5%). For the data collection tools, the Big Five 50 Personality Questionnaire, Fear of 

Happiness Scale, and Personal Information Form were used. The independent samples t-test, 

correlation, multiple regression analysis and one-way multivariate analysis of variance (MANOVA) 

were applied in the analysis of the applied data. According to the findings gathered from the research, 

a negative low level of relationship exists between the students' fear of happiness levels and 

extraversion and neuroticism, which are specific personality traits. No significant relationship was 

found between fear of happiness and other traits. It was observed that personality traits predicted the 

students’ fear of happiness levels significantly, explaining 8% of the change in the scores of the fear 

of happiness. While there was a significant result in favor of females in the dimensions of 

conscientiousness and agreeableness, a significant result was determined in favor of males in the 

dimension of neuroticism. Finally, it was noticed that there was no significant difference between the 

students' fear of happiness and their personality traits in terms of the perceived parental attitude. 

Keywords: Fear of Happiness, Personality, Five Factor Personality. 

DOI: 10.29329/epasr.2022.478.6 

Submitted: 05 June 2022  Accepted: 09 October 2022 Published: 05 December 2022 

  

 
1Assoc. Prof. Dr., Faculty of Education, Hatay Mustafa Kemal University, Hatay, Turkey. ORCID:0000-0002-3110-6081 

Correspondence: isayucel.isgor@mku.edu.tr  



Educational Policy Analysis and Strategic Research, V17, N4, 2022 

© 2022 INASED 

 

127 

Introduction 

Positive psychology is essentially defined by its focus on increasing positive emotion when 

dealing with psychological issues. The primary aim of most human behaviors is to increase positive 

emotions and thoughts and suppress emotions and thoughts that induce negativity. However, recent 

studies have shown that people are not only escaping from negative feelings such as sadness, and fear, 

but they are also working to avoid positive emotions such as happiness, kindness, compassion and 

joy. This situation causes psychological problems in individuals and prevents individuals 

experiencing psychological problems from getting rid of their problems (Gilbert et al., 2012).  

While happiness is defined by emotions like joy and humor, some people avoid it because of 

the thoughts it produces. This is known as "fear of happiness".  Fear of happiness, in general, entails 

staying away from happiness and the pursuit of happiness for many reasons. In another definition, 

fear of happiness is defined as a status in which the individual rejects the desire to seek pleasure, 

which is one of the main sources of motivation, and a fear of experiencing pleasure, a condition called 

chemophobia (Sheldon et al., 2010). There are many personal and social reasons that trigger this fear. 

Positive and negative sensations, a culture which does not value happiness, the belief that evil will 

follow happiness, the belief that happiness will lead people to be evil and the belief that desiring 

happiness will make the individual insensitive, and selfishness are among the factors that may lead to 

a fear of happiness (Joshanloo and Weijers, 2014). Those experiencing fear of happiness may have a 

thought that the emotion of happiness will not last long, that negative experiences will follow the 

events that give them joy and pleasure. Therefore, the individual consciously works to avoid 

happiness (Gilbert et al., 2012; Joshanloo, 2014; Lambrou, 2014). Consequently, fear of happiness 

can be regarded as a cognitive structure which does not wish for happiness (Şar et al., 2019). 

Exaggerating this cognitive structure may lead one to reject happiness and take on actions that make 

one unhappy in order to alleviate the effects of negativities that may follow happiness (Erber et al., 

2000). Cautionary attitudes towards happiness are even reflected in everyday language. For instance, 

"don't say this (success, happy news, etc.) everywhere because of the evil eye" or "one who smiles a 

lot, cries a lot" show the prevalence of this thinking. Different cultures create their own discourses on 

this phenomenon (Joshanloo, Lepshokova, et al., 2014).  

Personality is regarded as one of the basic factors present in the fear of happiness, and is 

certainly integral to this research. Some definitions of personality assert that it is formed with a 

coherent structure explaining the behavior of the person in different situations, based on individual 

differences in the sense of the trio of emotions, thoughts and behaviors (McCrae et al., 1987). In 

another definition, personality is understood as a set of features that have unique characteristics and 

qualities that distinguish an individual from other people, and that show stability and permanence 

against time and situations (Ayas et al., 2017). Norman (1963) tried to determine the personality of 
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characters with adjectives and came up with the five-factor structure to explain this. In addition, Costa 

and McCrae (1985) are thought to have given the greatest contribution to this cause by conducting 

comprehensive research related to the five-factor personality model and creating a scale. The five-

factor personality model is an understanding that hierarchically classifies personality. Today, many 

psychologists agree that this model is based on studies with proven reliability, validity and objectivity 

conducted in different cultures, genders, ethnicities and ages. According to the five-factor model, 

personality constitutes have five main dimensions that are thought to be the basic traits of one’s 

personality. These are known to be neuroticism, extraversion, conscientiousness, agreeableness and 

openness to experience (McCrae et al., 2006; McCrae et al., 1992; Mount et al., 2006). 

Extraversion: This dimension consists of characteristics such as being friendly and talkative 

along with traits that include sociability and assertiveness. It is also worth noting that being social is 

not one of the basic characteristics of this dimension (McCrae et al., 1987). The negative axis of this 

trait is defined as extraversion. In the dimension of introversion, some traits such as being shy and 

distant, but being quieter and introverted (Ayas et al., 2017). Agreeableness: The dimension of 

agreeableness  evaluates how well individuals are able to be reliable and good-tempered. These 

individuals demonstrate behave kindly and tend to be open to cooperation. They are social, tolerant 

and prefer interaction (Somer et al., 2002). On the other hand, the individuals with a low level of this 

trait demonstrate characteristics such as being suspicious, pretentious, sympathetic, stubborn and 

demanding (John et al., 1999). Conscientiousness: This defines the individual’s capability of being 

planned, competent and self-controlled (Ayas et al., 2017). Conscientious people are task-conscious, 

achievement-oriented and notably cautious (Somer et al., 2002). Getting a low score in this dimension 

insinuates that one may be negligent, undisciplined, and likely non-competitive (John et al., 1999). 

Neuroticism: This dimension assesses the tendency of people to be aggressive and anxious. Their 

negative moods are more evident and they are restless (Ayas et al., 2017). According to McCrae et al. 

(2005), emotional balance indicates the intensity of people interacting in social situations. Individuals 

with high neuroticism have illogical thoughts and, therefore, struggle with problem-solving (Somer et 

al., 2002). Individuals with high emotional balance, however, are those who tend to be more social, to 

be the center of attention, and who like adventure and action (John et al., 1999). Openness to 

Experience: this dimension of personality is characterized by open-mindedness and a high level of 

imagination. In addition, an individual with these characteristics is likely to be interested in academic 

issues, may prefer freedom to routine, is constantly seeking change and has a strong sense of 

curiosity. In the case of the lack of openness to experience, the opposite of these traits is experienced 

(John et al., 1999; McCrae et al., 2005; Somer et al., 2002). 

When the studies related to fear of happiness and personality traits are reviewed, many studies 

can be reached. However, since fear of happiness is a new concept in the field of positive psychology, 
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a limited number of researches can be encountered. In addition, there appears to be an increasing 

interest in studies on fear of happiness, which explore the negative relationships between positive 

emotions such as psychological well-being, subjective well-being, hope, life satisfaction, 

psychological resilience, happiness, well-being and emotional intelligence (Baş et al., 2021; Elmas, 

2021; Joshanloo, 2013; Muhtar, 2016; Özkan, 2020; Sarı et al., 2016; Tekke et al., 2019; Togo et al., 

2019; Yıldırım, 2019There are also studies on the positive relationship between fear of happiness as a 

type of phobia and negative psychological characteristics such as stress, depression, anxiety, 

obsessive beliefs, cognitive distortions, negative mood and alexithymia (Elmas, 2021; Gilbert et al., 

2012; Lyvers et al., 2022; Özen, 2019). 

The personality traits concept is a comprehensive topic that has been studied with many 

variables and in different research for years. However, when the literature is examined within the 

scope of this research, studies even exist on the relationship between personality traits and fear of 

happiness and positive emotions. Some research results suggest that there are negative relationships 

between fear of happiness and the positive sides of the personality traits, and that the personality traits 

have a significant effect on fear of happiness (Agbo et al., 2017; Elmas, 2021; Özkan, 2020). There 

are even studies related to the relationship between personality and different psychological traits 

(Bulut, 2017; Doğan, 2013; McCrae et al., 1987; Pervin et al., 1999; Yam, 2018). Finally, there are 

various findings demonstrating that both the personality traits according to gender among the 

demographic variables differ and not (Bilgin, 2017; Güvenç, 2019; Merdan, 2013). 

Fear of positive emotions has emerged as one of the new fields of interest in positive 

psychology. It is observed that there is a limited number of studies on the fear of happiness, one of the 

important topics related to the fear of positive emotions. However, the number of studies on fear of 

happiness has gradually increased in the last few years. As it is considered in this scope, it is thought 

that the study is significant in terms of shedding light on some questions related to this concept. The 

main purpose of this research is to explore the effect of the five-factor personality traits on the fear of 

happiness. The study also aims to investigate fear of happiness and personality traits in terms of 

gender and perceived parental attitude. 

Method 

Study Group 

The sample group of the research consisted of the students studying at the faculty of 

education of a state university in the spring term of the 2020-2021 academic year. A total of 252 

students from this population were selected with the random sampling method. Ages ranged between 

18 and 27 (X̅=20,83 Sd= 1.88). There were 160 (63.5%) female and 92 (36.5%) male participants. 
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Research Model 

The study is a correlational study which aims to determine the relationship between fear of 

happiness and the five-factor personality traits among the students. 

Data Collection Tools  

Three different measurement tools were used in the research to collect the data which would 

be statistically analyzed. The Fear of Happiness Scale, the first of these scales, was developed by 

Joshanloo (2013) and translated into Turkish by Türk et al., (2017). The second scale is the Big Five-

50 Traits Test (B5KT-50-Tr), developed by Goldberg (1992) and adapted into Turkish by Tatar 

(2017). And the third tool is the Personal Information Form, which was shaped by the researcher.  

Fear of Happiness Scale (FHS)  

The Fear of Happiness Scale was developed to determine how prone the subjects were to 

fearing a state of happiness. The scale consists of expressions based on the thought that something 

bad or unhappy would follow the state of being happy and cheerful. The scale has five items and a 

single dimension, and it was scored with a 7-point Likert type from "Never suits me” to “Totally suits 

me”. Within the scope of the validity of the scale, both exploratory factor analysis and confirmatory 

factor analysis results demonstrated that the single-factor structure of the scale was compatible 

(RMSEA=0.068, NFI= .98, CFI=0.99). In the reliability studies, the inner consistency level of the 

scale was determined as .89. The Cronbach Alpha reliability was found to be .82 for the entire scale.  

Big Five-50 Personality Test (B5KT-50-Tr) 

The reliability and validity study for the Big Five-50 Personality Test was performed by Tatar 

(2017). The scale consists of 50 items and five sub-dimensions. The sub-dimensions of the scale are 

extraversion, agreeableness, conscientiousness, neuroticism and openness. Each sub-dimension 

consists of ten items. The scoring in the scale is in 5-point Likert type from "1 = Never suits" to "5 = 

Totally suits". The inner consistency coefficient of the sub-dimensions of the scale is between .70 and 

.81. In this research, the Cronbach Alpha reliability of the entire scale was observed to be .85.  

Personal Information Form 

This form was composed by the researchers. Questions related to determining the 

demographic features of the students such as age, gender, and perceived parental status are. 

Implementation  

The sample of the scale consisted of the voluntary students at a faculty of education of a state 

university in the 2020-2021 education year. Before the implementation process, the ethics committee 
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permissions were obtained from the authorized institutions. The participating students filled out the 

Personal Information Form, the Fear of Happiness Scale and Big Five-50 Personality Test. The 

implementation was carried out with voluntary students and the data collection tools were applied in a 

30-minute duration. A total of 289 students participated in the research, and the data of 27 students, 

who were determined not to give reliable valid answers to the forms as a result of the necessary 

controls, were not included in the analysis. 

Analysis of the Data 

After the data was collected, the statistical analyses were carried out by the researchers. The 

SPSS 24 data analysis program was used in this process. In line with the hypotheses, the techniques 

such as percentage, frequency, independent samples t-test, correlation, multiple linear regression 

analysis and one-way multivariate analysis of variance (MANOVA) were applied in the analysis of 

the data. The p< 0.01 and p< 0.05 significance levels were used in determining the significance of the 

results. 

Findings 

The descriptive statistics (mean, standard deviation, and correlation results) related to the 

study after the analysis in the research are presented in Table 1.   

Table 1. Mean, standard deviation and correlation results related to the study (N= 252) 

 1 2 3 4 5 6 

Fear of Happiness 1,000      

Extraversion -.183** 1,000     

Agreeableness -.105 .317** 1,000    

Conscientiousness -.025 .135 .341** 1,000   

Neuroticism -.268** .373** .078 .033 1,000  

Openness to Experience -.026 .331** .408** .307** .011 1,000 

X̅ 16,47 30,33 37,64 36,17 28,61 37,28 

Ss 8,13 7,27 6,14 6,11 6,85 5,27 

 **p< .01 

When Table 1 is analyzed, it is seen that the highest correlation was determined between fear 

of happiness and neuroticism in the personality traits (r= -.268, p< .01). On the other hand, the lowest 

correlation is in the dimension of conscientiousness (r= -.025, p> .01). To determine whether the 

personality traits explained fear of happiness or not, a multiple linear regression analysis was used. 

The suitability of the data set for the analysis was examined beforehand, and it was determined to be 

appropriate. The findings obtained as a result of the analysis are provided in Table 2.  
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Table 2. Multiple linear regression analysis findings related to predicting fear of happiness (N= 252) 

Variable B 
Standard 

Error 
β t p 

Bivariate 

r 

Partial 

r 

Constant 5,725 .930 - 6,153 .000 - - 

Extraversion -.190 .160 -.085 -1,187 .236 -.183 -.075 

Agreeableness -.205 .187 -.078 -1,100 .273 -.105 -.070 

Conscientiousness .027 .176 .010 ,155 .877 -.025 .010 

Neuroticism -.547 .157 -.231 -3,475 .001 -.268 -.216 

Openness to Experience .104 .218 .034 .476 .635 -.026 .030 

R= .29              

R2= .08   
     

F= 4,532        

 

A multiple regression analysis was applied to determine the extent by which the personality 

dimension variables explained students’ levels of happiness. The results showed that the personality 

traits together had a significant relationship (R= .29, R2= .08) between fear of happiness level  ( F(5-

246)= 4,532,  p< .01). It was observed that the five personality traits together predicted 8% of the 

difference in the scores of the fear of happiness. According to the regression analysis results, the 

significance level of the predictor variables on fear of happiness is as follows: neuroticism (β= -.231), 

extraversion (β= -.085), agreeableness (β= -.078), openness to experience (β= .034) and 

conscientiousness (β= .01). From the significance levels in the regression coefficients, it can be 

claimed that only the variable of neuroticism (p< .01), among the predictive variables, significantly 

predicts the fear of happiness. Other variables did not affect fear of happiness significantly. The 

regression equation that predicted fear of happiness is given below. 

Fear of happiness score = (-0.19 x extraversion score) + (-0.205 x agreeableness score) + 

(0.027 x conscientiousness score) + (-0.547 x neuroticism score) + (0.104 x openness to experience 

score) + (5,725).  

To determine whether there was a difference in terms of fear of happiness and personality 

traits according to gender in the research, a t-test was applied. The findings are presented in Table 3. 

Table 3. The t-test findings related to the differentiation between fear of happiness and personality 

traits according to gender (N= 252) 

 Groups N X̅ Ss sd t p 

Feat of Happiness 
Female 160 16,33 8,14 

250 -.378 .705 
Male 92 16,73 8,15 

Extraversion 
Female 160 30,05 7,49 

250 -.815 .416 
Male 92 30,83 6,89 

Agreeableness 
Female 160 38,85 5,76 

250 4,271 .000 
Male 92 35,53 6,24 

Conscientiousness 
Female 160 37,24 6,10 

250 3,787 .000 
Male 92 34,29 5,70 

Neuroticism 
Female 160 27,74 6,54 

250 2,683 .008 
Male 92 30,12 7,15 

Openness to Experience 
Female 160 37,21 5,72 

229 -,320 .749 
Male 92 37,41 4,42 
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An independent samples t-test was applied to determine whether there was a difference 

between fear of happiness and personality dimensions scores according to gender, and as a result it 

was observed that fear of happiness score means did not differ significantly from female (X̅female= 

16,33) to male (X̅male= 16,73) participants [t(250)= -.378, p> .05]. It was determined that there was not 

significant difference between the scores of the genders in terms of the extraversion score means 

among the personality traits (X̅female= 30,05, X̅male= 30,83) [t(250)= -.815, p> .05]. In terms of the 

agreeableness mean scores, female mean scores (X̅female= 38.85) were found to be significantly 

higher than male mean scores (X̅male= 35.53) [t(250)= 4,271, p< .05]. For the  conscientiousness 

score averages, a significant difference was found in favor of females (X̅female= 37,24) versus their 

male (X̅male= 34,29) counterparts [t(250)= 3,787, p< .05]. In addition, neuroticism score averages were 

skewed more towards the males (X̅female= 27,74, X̅male= 30,12) [t(250)= -2,683, p< .05]. No significant 

difference was encountered between the average scores of females (X̅female= 37,21) and average scores 

of males (X̅male= 37,41) in terms of openness to experience score averages among the personality 

dimensions [t(250)= -.320, p> .05]. 

In another hypothesis of the research, fear of happiness and personality traits levels of the 

university students according to the perceived parental attitude were examined. The MANOVA 

analysis was used and the findings are given in Table 4.  

Table 4. The MANOVA findings related to the university students’ fear of happiness and personality 

traits in terms of the perceived parental attitudes (N= 252) 

Variables 

Perceived 

Parental 

Attitude 

n X̅ s d F p 

Signific

ance 

(Tukey) 

Fear of Happiness 

Over-protective 7 6,58 ,52 

4-247 1,265 .284 - 

Extremely 

Repressive-

Authoritarian 

9 9,58 ,64 

Neglectful 1 4,27 ,05 

Extremely 

Permissive 
6 4,86 ,61 

Democratic 19 6,61 ,67 

Extraversion 

Over-protective 7 0,45 ,91 

-247 970 425 - 

Extremely 

Repressive-

Authoritarian 

9 9,32 ,94 

Neglectful 1 6,45 ,70 

Extremely 

Permissive 
6 0,61 ,24 

Democratic 19 0,71 ,27 

Agreeableness  

Over-protective 7 7,67 ,74 

4-247 .165 327 - 

Extremely 

Repressive-

Authoritarian 

9 8,26 ,51 

Neglectful 1 33,82 ,24 

Extremely 

Permissive 
6 7,61 ,32 

Democratic 19 7,88 ,68 
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Conscientiousness 

Over-protective 67 36,04 6,45 

4-247 .458 .766 - 

Extremely 

Repressive-

Authoritarian 

19 35,68 6,74 

Neglectful 11 34,64 5,90 

Extremely 

Permissive 
36 35,58 6,14 

Democratic 119 36,63 5,87 

Neuroticism 

Over-protective 67 27,51 6,86 

4-247 1,705 .149 - 

Extremely 

Repressive-

Authoritarian 

19 27,21 6,57 

Neglectful 11 25,82 7,59 

Extremely 

Permissive 
36 29,58 7,78 

Democratic 119 29,42 6,44 

Openness to 

Experience 

Over-protective 67 37,10 5,90 

4-247 .614 .653 - 

Extremely 

Repressive-

Authoritarian 

19 36,79 6,42 

Neglectful 11 35,18 5,40 

Extremely 

Permissive 
36 37,69 5,34 

Democratic 119 37,53 4,68 

 

Before the one-way multivariate (MANOVA) analysis, the normality of the data were tested 

and it was observed that the data demonstrated normal distribution. The results obtained from the Box 

test indicated that the difference between the covariance matrices were not significant (p= .077, p> 

.05). Among the Levene test results, it was found that the error variances were equal in terms of fear 

of happiness (p= .368, p> .05), extraversion (p= .777, p> .05), agreeableness (p= .014, p< .05), 

conscientiousness (p= .871, p> .05), neuroticism (p= .298, p> .05) and openness to experience (p= 

.089, p>.05) scores.  

As a result of the one-way MANOVA result, it was concluded that no significant difference 

was encountered in terms of the perceived parental attitude when the variables were studied jointly [ 

F(24-845)= .860, p> .05, Wilks’ λ= .659, partial ƞ2= .021]. Even when the variables were examined one 

by one, students’ fear of happiness levels in terms of the perceived parental attitudes did not differ 

[F(4-247) = 1,265, p> .05]. In addition, no significant difference was found between the extraversion 

[F(4-247) = .970, p> .05], agreeableness [F(4-247) = 1,165, p> .05], conscientiousness [F(4-247) = .458, p> 

.05], neuroticism [F(4-247) = 1,705, p> .05] and openness to experience [F(4-247) = .614, p> .05] 

dimensions as far as the perceived parental attitude was concerned.  

Discussion and Result 

This study aimed to explore the predicting level of the university students' personality traits 

on the fear of happiness. The research was meant to investigate whether there was a difference in fear 
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of happiness and personality traits according to gender, perceived parental attitude, and the location of 

upbringing.  

The first major finding indicated that personality traits of the students predicted fear of 

happiness significantly; the difference in the students' personality traits explained 8% of fear of 

happiness difference levels. As to be expected, positive sides of the personality traits negatively 

predicted fear of happiness (Nall et al., 2017), which is considered a fear-phobia type. When this 

result is read from a different perspective, it can be assumed that even the negative sides of the 

personality have positive relationships with the psychological situations. Supporting this claim, there 

are other findings in the literature related to the relationship that the negative sides of the personality 

have a positive relationship with the psychological situations, and that the positive sides have a 

negative relationship with the negative emotions. Bulut (2017) determined a positive, medium level 

correlation between depression level and neuroticism which is among the five-factor personality 

traits. In another study on personality traits of the psychological guides, Yam (2018) found a positive, 

moderate level significant relationship between neuroticism and anxiety. In addition, Doğan (2013) 

explored the correlation between the five-factor personality model and subjective well-being, and 

stated at the end of the research that there was a positive significant relationship between the 

personality dimensions such as extraversion, conscientiousness, agreeableness and openness to 

experience and subjective well-being.  

Furthermore, it was determined that neuroticism predicted subjective well-being negatively 

and extraversion predicted subjective well-being positively. In another study, Özkan (2020) 

investigated the relationship between the personality traits and the fear of happiness, and determined a 

significant relationship between self-actualization, emotional stability, neurotic tendency, psychotic 

symptom, family relations, social relations, social norms and anti-social tendencies and fear of 

happiness. Elmas (2021) deduced that fear of happiness was predicted by cognitive distortions in 

relationships, life satisfaction and psychological fragility variables. And as a result of the analysis, the 

mentioned variables predicted fear of happiness by a rate of 20.9%. These research findings supported 

the results from the current study. 

While there was a significant result in favor of females in the conscientiousness and 

agreeableness dimensions in terms of the personality traits of the students according to gender, a 

significant result was determined in favor of males in the neuroticism dimension. This finding may 

help explain why females tend to be more sensitive.  There are a number of studies in the literature 

suggesting that females have higher neuroticism scores, and results of this study supported those 

conclusions. In addition, in psychopathology studies, it was found that women are twice as likely to 

experience mood problems (depression, stress, and anxiety) than men (Goodwin et al., 2004; Nolen-

Hoeksema et al., 2001). Anxiety disorders are, in fact, more common among women than men 
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(Yonkers et al., 2003). South, Jarnecke and Vize (2018); 973 found that females had higher 

neuroticism, agreeableness and conscientiousness scores than males. Other research determined that 

the probability of recurrence of the disease in patients with panic disorder was higher among women 

than men (Yonkers et al., 1998). Bilgin (2017) found that the neuroticism personality trait was 

significantly higher among adolescent females compared to males. Kajonius and Johnson (2018) also 

found that agreeableness and neuroticism among females were higher when compared with males. In 

another study, Açıkel (2013) investigated the relationship between the university students' love styles 

and their personality traits and found that the neuroticism level among females was higher than in 

males. Finally, Güvenç (2019) conducted research on university students and determined that only in 

neuroticism did females have significantly higher scores than males. These study results in the 

literature support the hypothesis in this research.  

Another finding of the research suggests that there is no significant difference between fear of 

happiness and personality traits in terms of students' perceived parental attitude. No previous research 

comparing fear of happiness and parental attitudes could be uncovered. However, contrary to the 

research results, there are many studies on the significant differentiation of variables such as phobia, 

stress and anxiety, which can be associated with personality traits and fear of happiness, with parental 

attitudes. The family is the first and basic pillar of the personality development for an individual. The 

quality of the relationship between the child and parents in the family is the fundamental factor 

determining the psychological and behavioral structure of the individual. Parental attitudes are an 

issue related to how parents react to their children's behavior, and this certainly plays an important 

role in the developmental process. Individuals who grow up with democratic parental attitudes 

demonstrate positive traits such as self-confidence, self-esteem, strong social skills and a refined 

autonomy, according to a number of different studies. Consequently, parents who are overly 

oppressive, authoritarian, negligent and protective invite negative psychological characteristics such 

as anxiety, fear, stress, depression, lack of self-confidence, anti-social behavior and addiction into the 

lives of their children. Depending on these results, negative parental attitudes are expected to show 

positive and significant relationships with negative emotional characteristics and negative personality 

traits, including fear of happiness. These research results reflect that found in the literature. In fact, 

Yavuz et al. (2015) found that depression scores were significantly higher in adolescents who had 

overprotective mothers. Milne et al. (2001) observed a significant relationship between overprotective 

and indifferent maternal attitudes and depression. In another study, the adolescents who grew up in an 

environment with overprotective parents were more anxious (Mousavi et al., 2016). Raboteg-Saric et 

al. (2014) have concluded that the students whose parents have democratic attitudes are happier and 

have higher life satisfaction. In a study on 100 female students, Yousaf (2015) concluded that 

authoritarian parents’ kids have lower self-esteem, and İnanç et al. (2017) determined that the 

authoritarian parental attitude demonstrated significant positive correlations with extraversion, 
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hostility, disorganization, neuroticism and being closed to innovations; overprotective attitude with 

conscientiousness, neuroticism and openness to experience; the permissive attitude with hostility, 

disorganization, and neuroticism. In short, the disapproved parental attitudes (authoritarian, over 

permissive, and protective) are among the positive and significant relationships between negative 

emotional states and features on the negative axis of personality, and are consistent with the literature 

and supported theoretically. Such a result may be attributed to age and other variables from this 

particular sample. This is why it is important that the hypothesis be evaluated with different sample 

groups in future studies.  

The study highlighted how students' personality traits significantly predicted fear of happiness 

negatively, explaining 8% of the difference in fear of happiness level. While there was a significant 

result in favor of females in the conscientiousness and agreeableness dimensions in terms of the 

students’ personality traits according to gender, a significant result was determined in favor of males 

in the neuroticism dimension. Another result obtained from the research was that there was no 

significant difference between fear of happiness and personality traits in terms of students' perceived 

parental attitude. Further research is needed to show the relationships regarding positive personality 

traits both at school and in the family, environment to decrease anxiety, phobia and fear of positive 

emotion in individuals considering the prediction of personality traits' predicting fear of happiness 

negatively. More research can be planned with different samples and variables related to the fear of 

happiness. The curricula that can be applied in class or with the group can decrease the fear of 

happiness for the individuals who experience the fear of happiness. Activities can be conducted to 

inform families and educators about strategies to cope with fears of positive emotions. 
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Abstract 

We examined how high school students use their cognitive and metacognitive skills in the geometry 

problem-solving process. This research employed a mixed-methods descriptive sequential design. 

Data were collected in the 2019–2020 academic year at secondary education institutions in the central 

districts of Adana, Türkiye. Using stratified sampling, 313 students participated in the quantitative 

component, of 313 students 149 are girls and 164 were boys and they were all 15 years olds. Then, 

using extreme case sampling, 18 students were selected as participant of the qualitative component. 

Fourteen of them were boys and four were girls. Measures included the metacognitive skills scale, 

geometry problem test, thinking-aloud protocol, and an observation form. Descriptive statistics and 

content analysis were applied for data analysis. Results showed that students with high metacognitive 

skills used metacognitive skills more when solving geometry problems than students with low 

metacognitive skills. As the implication of the result it is suggested that attention should be paid to the 

development of students' metacognitive skills in schools. In this context, it would be beneficial to 

train teachers to develop metacognitive skills. In addition, there is a need to investigate the effect of 

metacognitive skills on learning in different learning areas. 
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Introduction 

Developments in the field of cognitive psychology in recent years have brought the concepts 

of cognition and metacognition to the forefront among learners. Especially in the process of solving 

mathematical problems, where cognitive processes are vital, many studies on student behaviour and 

the importance of metacognition stand out (Desoete and De Craene, 2019; Depaepe, De Corte, and 

Verschaffen, 2010; Verschaffel, Depaepe, and Mevarech, 2019; Young and Worell, 2018). In general, 

cognition refers to mental processes such as thinking, learning, and remembering. Metacognition 

includes self-regulation strategies such as awareness and self-assessment on the information learned. 

The concept of metacognition, first introduced by Flavell in the 1970s, is the awareness of one’s own 

thinking processes. It is also emphasised as the ability to organise and evaluate these processes 

(Brown, 1987; Flavell, 1979; Scott and Levy, 2013). According to Rickey and Stacy (2000), 

metacognition means thinking about one’s own thinking. According to Hennessey (2003), it means an 

individual’s inner awareness about his/her learning process. For Garofalo and Lester (1985), it means 

knowledge and beliefs about cognitive events as well as the ability to regulate and control them. 

Wilson (2001) defined metacognition as an individual’s awareness of his/her thinking and the ability 

to evaluate and organise it. 

While cognitive strategies are processes used by individuals to help them reach specific goals, 

metacognitive strategies are the processes employed by individuals to monitor and control cognitive 

strategies to ensure the achievement of said goals (Livingston, 2003). Hacker (1998) defined 

metacognition as a person’s knowledge repertoire with cognitive and affective dimensions that are 

constantly followed. Educators generally define thinking about thinking as the regulation of cognition 

(Costa and Kallick, 2000; Scott and Levy, 2013). The concept of metacognition refers to individuals’ 

knowledge about their own information processing skills as well as the nature of cognitive tasks and 

strategies to cope with these tasks. It also includes managerial skills related to monitoring and 

individuals’ self-regulation of their own cognitive activities (Schneider and Artelt, 2010). 

Theoretical Framework 

Types of Cognition 

The concept of metacognition in education and psychology generally consists of two 

categories: cognition knowledge and cognition regulation (Schraw and Moshman, 1995). Cognition 

knowledge refers to individuals’ self-control knowledge about their learning and thinking processes, 

which is examined within a framework of two main views stated by Flavell (1979) and Jacobs and 

Paris (1987). According to the theory put forward by Flavell (1979), cognition knowledge includes 

three dimensions: person, task, and strategy. Person knowledge means the individual’s thoughts about 

his/her own learning, task knowledge means an individual’s thoughts about a task, and strategy 
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knowledge includes the thoughts of an individual concerning the strategic issues he/she has. 

According to the theory put forward by Jacobs and Paris (1987), cognition knowledge—an 

individual’s knowledge of a task (declarative knowledge)—includes knowing what strategies to use 

when performing the task (procedural knowledge) and what to do in situations related to the task 

(conditional knowledge; Schraw and Moshman, 1995; Verschaffel, Depaepe, Mevarech, 2019). 

In contrast, strategies included in cognition regulation include three basic sub-dimensions: 

planning, monitoring, and evaluation. The planning stage includes the choice of strategy and the 

allocation of appropriate resources that affect performance. The monitoring phase refers to an 

individual’s instantaneous awareness of his/her understanding of the process and performance 

regarding the given task. The evaluation phase is the self-evaluation process about what the individual 

has learned and regulation (Schraw and Moshman, 1995). Many mathematics educators (e.g. Garofalo 

and Lester, 1985; Young and Worell, 2018) consider cognition regulation as a solution to 

mathematical problems. The planning stage in cognition regulation includes understanding the 

problem and planning, the monitoring stage includes the implementation of the solution, and the 

evaluation stage includes the processes of controlling the solution. 

Metacognition, Problem, and Problem-Solving 

Metacognition, problem, and problem-solving processes are of great importance and are the 

basic skills that should be acquired in mathematics education (Artzt and Armor-Thomas, 1992; 

Lucangeli et al., 2019; Jacobse and Harskamp, 2012; Posamentier and Krulik, 2008; Smith and 

Mancy, 2018). According to Blum and Niss (1991), problems are situations in which the individual 

does not have any methodological, procedural or algorithmic knowledge to answer, consisting of open 

questions and mentally challenging the individual. Problem solving, on the other hand, is the effort to 

reach a goal in a situation where the individual does not have an automatic solution (Schunk, 2012). 

Donaldson (2011) stated that problem-solving is the basis of mathematics and students should acquire 

these skills as they are useful in other disciplines and in their daily lives (Evans, 2012). Krulik and 

Rudnick (1989) emphasised the importance of using one’s own knowledge, skills, and abilities to 

solve problems. Jonassen (2000) stated that problem-solving is the most important tool to acquire in 

life.  

The problem-solving process is very complex. Concerning the solving of mathematical 

problems, Garofalo and Lester (1985) emphasised the cognitive processes in problem-solving as 

preparing an action plan for a better understanding of the problem, to follow each action while 

implementing the plan, to select and implement appropriate strategies, to control and evaluate the 

results, and to review or completely change the plan when necessary. However, many mathematics 

educators noted that it is not enough to focus solely on cognitive processes in problem-solving (Artzt 
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and Armor-Thomas, 1992; Schoenfeld, 1992; Smith and Mancy, 2018). In this context, many 

mathematics educators stated that the knowledge that students have in the problem-solving process is 

not sufficient in cognitive dimension. At the same time, they emphasize the importance of students' 

awareness that they have this knowledge and that this information should be used effectively under 

control (Lucangeli & Cornoldi, 1997). 

Achieving the desired success in the problem-solving process means not only having field 

knowledge but also being aware of this information, planning and using it, organising it, controlling 

it, and evaluating it; in short, it also depends on metacognitive factors (Lester, 1994, Artzt and Armor-

Thomas, 1992; Kramarski, Mevarech and Arami, 2002; Zhao et all., 2019; Jacobse and Harskamp, 

2012; Kuzle, 2019). Metacognition helps students realise what tools they need to solve a problem and 

to understand how to reach a solution. Schoenfeld (1987) noted that metacognition affects success in 

problem-solving as well as monitoring and control of herself/himself in the process of problem-

solving as much as his/her own cognitive knowledge. 

In contrast, many mathematics educators working on the concept of metacognition noted that 

students with metacognitive skills or higher-order thinking skills are more successful at problem-

solving than from students who do not have these skills (Lester, 1994; Mevarech and Kramarski, 

1997; Ohtani and Hisasaka, 2018; Zhao, et al., 2019). Many mathematics educators emphasised that 

students who can use metacognitive skills effectively exhibit more positive attitudes towards problem-

solving, which promotes success in problem-solving processes (Chan and Mansoor, 2007; Kramarski, 

Mevarech and Arami, 2002; Stillman and Mevarech, 2010; Smith and Mancy, 2018). 

Based on some basic individual differences, Schoenfeld (1987) and Lester (1994) classified 

learners as high- or low-success problem solvers. In the context of metacognition, the most important 

of these individual differences is learners’ awareness of knowledge, ability to control weaknesses and 

strengths, and ability to organise and monitor the problem-solving process and reach conclusions 

(Erbas and Okur; 2012; Young and Worell, 2018). In addition, high-success problem solvers deal 

with the structural properties of problems, while low-success problem solvers focus on problems 

without paying attention to the details (Schoenfeld, 1987). Prior studies concerning mathematics 

education indicated that there is a positive difference in the metacognitive skills and problem-solving 

skills of primary and secondary school students who can organise metacognitive processes and 

information on their own and use learning strategies appropriately and correctly (Schneider and 

Artelt, 2010; Desoete et al., 2001; Kuzle, 2018, 2019; Smith and Mancy, 2018; Veenman and Cleef, 

2019). 

In this study, the achievement levels of students with low and high metacognitive skills, who 

were asked to solve geometry problems, were examined. We chose geometry because, children in 
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many countries score the lowest on geometry in Programme for International Student Assessment 

(PISA) exam (Sorby and Panther, 2020). Another important reason for choosing the geometry 

subfield is that prior studies that examined metacognitive and problem-solving skills typically 

analysed algebra (Bani, Ekawati, Rahaju, 2019; Desoete et al., 2001; Erbas and Okur, 2012; Jacobse 

and Harskamp, 2012; Özkubat and Özmen, 2021; Teong, 2003). Scant studies have addressed 

metacognitive skills and geometry (Susanto and Irvan, 2018; Kuzle, 2017; Rofii, Sunardi and Irvan, 

2018). Moreover, although many researchers have examined metacognition in younger age groups, it 

remains unclear how this process occurs in adolescence (Stillman and Mevarech, 2010). This is 

valuable since this age group can participate in international exams such as PISA and the Trends in 

International Mathematics and Science Study. 

Consequently, we examined how high school students use their cognitive and metacognitive 

skills in the geometry problem-solving process and aimed to answer two research questions: 

1) What are students’ metacognitive skill levels? 

2) How do students with low and high metacognitive skills use cognitive and metacognitive 

skills in the problem-solving processes related to geometry? 

Methodology 

This study followed a mixed-methods sequential explanatory design. First, quantitative data 

were collected and analysed; second, qualitative data were collected and analysed; then, the results 

were integrated (Creswell and Poth, 2017; Shorten and Smith, 2017). As quantitative data, the scores 

obtained from the metacognitive skill scale were used to determine the metacognitive skill levels of 

the students. Later, 18 students who got low and high scores from this scale were determined and 

qualitative data were collected from these students. 

Population and Sample 

Concerning the quantitative component, using stratified sampling, we recruited students in the 

2019–2020 academic year from secondary education institutions in the central districts of Adana 

(Cukurova and Sarıcam), Türkiye. Stratified sampling enables the determination of sub-groups in the 

population and their representation in the population (Mills and Gay, 2019). In contrast, the sub-

groups of this study were the schools that accept students with a certain exam score and the schools 

that accept students regardless of their exam score. The metacognitive skills scale was applied to 191 

students from the schools attended by students who scored high in the high school entrance exam and 

122 students from 122 students from the schools attended by students who scored low in the high 

school entrance exam. Of 313 students 149 are girls (48%) and 164 are boys (52%). Further, 25% (n = 

78) scored 0–49 grade points, 5% (n = 16) scored 50–59 grade points, 6% (n = 19) score 60–69 grade 
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points, 28% (n=88) scored 70–84 grade points, and 36% (n = 112) scored 85–100 grade points. All 

students are 15 years old. 

Eighteen students formed the qualitative sample. These students were recruited using 

purposeful sampling according to extreme case sample, one in which all of the members are outliers 

who do not fit the general pattern or who otherwise display extreme characteristics (Fraenkel, Wallen, 

2018). Extreme cases consist of students who score low and high on the metacognitive awareness 

scale. Interviews were conducted in the school’s administrative office or in a multi-purpose hall from 

February–March 2020. The duration was not restricted; but interviews lasted between 45 minutes and 

60 minutes. 

The qualitative sample was determined by analysing students’ scores on the metacognitive 

skills scale: nine students with the lowest scores (X = 1,67 − 2,1) and nine students with the highest 

scores (X = 4,50 − 4,94). The students in the low metacognitive skills group scored between 5 and 

64 (seven boys and two girls). All of these students were from the schools attended by students who 

scored low in the high school entrance exam. The students in the high metacognitive skills group 

scored between 78 and 100 (seven boys and two girls). Seven of these students attended schools 

accepting student high scores in the high school entrance exam, while the other two were from school 

accepting low scores in the high school entrance exam. Coding was used to protect students’ 

anonymity: low = L, and high = H, and numbers were used for interview order; thus, L1 was the first 

interviewed student with low metacognitive skills, H1 was the first interviewed student with high 

metacognitive skills, and so on. 

Data Collection Tools 

We utilised the metacognitive skills scale, the geometry problem test, the thinking-aloud 

protocol, and an observation form to collect data. Both concurrent (Ader, 2019; Shilo and Kramarski, 

2019) and asynchronous (Lucangeli et al., 2019; Zhao et al., 2019) techniques were used to evaluate 

cognitive and metacognitive strategies. To benefit from the strengths of both techniques and to be less 

affected by their limitations, simultaneous and non-simultaneous techniques should be used together 

(Veenman and Cleef, 2019). Specifically, the metacognitive skills scale is an asynchronous example, 

and the think-aloud protocol is a synchronous example. 

Metacognitive Skills Scale 

The Junior Metacognitive Awareness Inventory-B, developed by Sperling et al. (2002), was 

used to determine students’ perception of their own learning structure and awareness of their learning 

characteristics. The scale comprises 17 items that are answered using a 5-point Likert scale: 5.00–4.20 

= ‘always’, 4.19–3.40 = ‘often’, 3.39–2.60 = ‘sometimes’, 2.59–1.80 = ‘rarely’, and 1.79–1.00 = 

‘never’.  
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An item sample for each sub dimension is presented below.  

I ask myself questions about how well I am learning while I am learning something new 

(cognition knowledge) 

I ask myself periodically if I am meeting my goals (cognition regulation) 

In a previous exploratory factor analysis of the validity and reliability of the Turkish version, 

Aydın and Ubuz (2010) found that the scale consists of two dimensions: cognition knowledge and 

cognition regulation. Cronbach’s Alphas were 0.74 and 0.79, respectively.  

Geometry Problem Test 

A geometry problem test was developed by the current researchers. It consists of six problems 

related to learning geometry. During the preparation process, the relevant literature was examined and 

problems that would reveal students’ metacognitive processes were created. The questions were open-

ended, paralleled the school’s geometry curriculum, and were related to students’ daily lives, in 

accordance with their grade level (e.g. Mevarech and Kramarski, 1997). In addition, the problems 

required a solution that can reveal the planning, monitoring, and evaluation steps from the 

metacognitive skills revealed by Shraw and Monter (2005). To ensure test validity, an expert panel 

(three mathematics teachers and one curriculum developer) was formed. Owing to their feedback, two 

questions were removed and one question was modified. When the difficulty levels of the problems 

were examined, the first two questions were about measuring length and were deemed easy to solve; 

the next two questions were about area calculation of geometric figures and were moderately difficult; 

and the last two questions were related to area and volume, which could be solved in three steps and 

were deemed difficult (Rosenzweig, Krawec, and Montague, 2011). We wanted to include varying 

difficultly levels to determine whether difficultly was associated with the strategies that students used 

in problem-solving processes. 

One of the problems asked is presented below. 

Mr. Ali wants to feed chickens in his farm. For this, he wants to create a poultry house area 

with a 24-meter wire with the back wall of his house as the border. For the chickens to move freely in 

the coop to be set up by Mr. Ali, how many square meters can the area of this coop be at most? 

Think-Aloud Protocol 

The think-aloud protocol aims to reveal the internal thoughts or cognitive processes of the 

participants about existing situations or phenomena during task performance (Patton, 2015). In other 

words, the think-aloud protocol is an important multidimensional assessment technique that is used to 

measure participants’ verbal performance that is in fact being assessed their internal experiences, and 

what strategies they employed (Rosenzweig et al., 2011). It is one of the most appropriate methods 
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used to examine cognitive processes such as problem-solving, especially in mathematics (Jacobse and 

Harskamp, 2012; Veenman and Cleef, 2019). Students were encouraged by the researchers to verbally 

express their thoughts during the problem-solving process. Students’ responses were audio-recorded. 

Observation Form 

A structured observation form was developed by the current researchers. The form was 

created by conducting informal interviews with students, observing students’ problem-solving 

behaviours, and reviewing the relevant literature (Artzt and Armor-Thomas, 1992; Garofalo and 

Lester, 1985; Montague, Applegate, 1993; Kuzle, 2017). The draft observation form was prepared by 

considering two behavioural classifications that students display in problem-solving processes: 

cognitive and metacognitive. After the form was reviewed by three mathematics educators, it was 

finalised. The cognitive process comprised reading, understanding, expressing the problem in their 

own words, visualising, planning, predicting, processing, and evaluating. The metacognitive process 

comprised planning (self-instruction), monitoring (self-questioning), and self-evaluation (self-

monitoring). 

Data Analysis 

Data were analysed in accordance with the mixed-methods descriptive sequential design; i.e. 

quantitative data were analysed before qualitative data (Creswell, 2013). Descriptive statistics were 

applied to the quantitative data obtained from the metacognitive skills scale, which were used to 

determine the qualitative sample (as noted above). Qualitative data were analysed by using SPSS 

version 22 (SPSS; IBM, Armonk, NY, USA). Qualitative data were content analysed. 

First, the data obtained from the think-aloud protocol were recorded by the researchers and 

turned into a written document. Second, the written document was coded by the researchers using the 

problem-solving steps. Third, raw data obtained from the voice recordings of five students were 

randomly analysed by two experts in the field of mathematics education, who encoded the data. The 

consensus between coders was 92%, indicating strong reliability (i.e. it should exceed 70%; Miles, 

Huberman, and Saldana, 2014). Differences between coders were resolved by modifying or removing 

the code until consensus was reached. After the coding of the think-aloud protocol, the researchers 

combined the data obtained as a result of the observation, which could not be detected in the think 

aloud protocol, with the coding, taking into account the literature on the codings (Artz and Armor-

Thomas, 1992; Rosenzweig et al., 2011; Teong, 2003). 

Validity and Reliability 

In the current study for the Metacognitive Skills Scale, an exploratory factor analysis revealed 

a two-factor structure that explained 46.7% of the total variance, and an eigenvalue above 1 was 

obtained. According to the confirmatory factor analysis results (χ2/df = 191.14/118) = 1.61, p < .001; 
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Goodness of Fit Index (GFI) = 0.93, Incremental Fit Index (IFI) = 0.98, Comparative Fit Index (CFI) 

= 0.98, Adjustment Goodness of Fit Index (AGFI) = 0.91,  Root Mean Square Error of 

Approximation (RMSEA) = 0.046), the model had an acceptable goodness-of-fit (Jöreskog and 

Sörbom, 1993). Cronbach’s Alphas were 0.85 for cognition knowledge, 0.83 for cognition regulation 

factor, and 0.91 for the total scale. 

To ensure the validity and reliability of the qualitative data, rich descriptions, diversification, 

and expert control strategies were used. In this context, the qualitative data obtained were presented as 

codes and themes for the purpose of rich description and supported with direct quotations. In order to 

increase the reliability and validity of the data, the thinking aloud protocol and the data obtained from 

the observation were cross-checked. In addition, a second encoder was used in the analysis of 

qualitative data. The agreement between the coders was calculated as .92 according to the formula of 

Miles and Huberman (2015). 

Ethical Consideration 

Written permission was obtained from the Directorate of National Education and from the 

schools within the scope of the research (Permission report date: 05.12.2019, number: E.46678). In 

addition, written consent was obtained from the parents for their children to participate in the study. 

The students participating in the study were asked verbally whether they were volunteers or not, and it 

was stated that non-volunteers could not participate in the study or leave the research process. 

Additionally, an ethical approval certificate was obtained from the scientific ethics committee of 

Cukurova University  

Findings 

Students’ scores on the metacognitive skills scale are presented in Table 1: cognition 

knowledge (X = 3.71), cognition regulation (X = 3.97), and total score (X = 3.84). Thus, students 

frequently used both cognition knowledge and cognition regulation. 

Table 1. Students’ scores on the metacognitive skills scale. 

Factor N 𝐗 SD Lower and upper limit 

Cognition knowledge 313 3.71 .67 2.11-4.89 

Cognition regulation 313 3.97 .60 1.22-4.89 

Total 313 3.84 .59 1.67-4.94 

The themes and codes for the cognitive skills used by students with low or high 

metacognitive skills in the problem-solving process are shown in Table 2. Four key categories 

emerged: understanding the problem, planning, solving the problem, and evaluating the problem. 
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Table 2. Cognitive strategies used by students with low and high cognitive skills in the problem-

solving process. 

Category Code Low metacognitive skills (n = 9) High metacognitive skills (n = 9) 

 CB E21 E22 
M 

1 

M 

2 

D 

1 

D 

2 
T 

E 

21 

E 

22 
M1 

M 

2 
D1 D2 T 

  f f f f f f f f f f f f f f 

Understanding 

the problem 
Read 9 12 11 13 16 12 73 11 12 14 15 12 14 78 

Planning 

Implementing 

the plan 
8 3 7 5 4 7 34 8 5 3 4 10 12 42 

Trial-and-error 

strategy 
    3  3  2     2 

Problem-

solving 
Calculation 6 13 6 9 6 7 47 5 5 7 3 14 11 45 

Evaluating the 

problem 

Evaluating the 

result 
1 1 4 2 1 6 15 3 2 2 4 1 7 19 

 Total  24 29 28 29 27 32 169 27 24 26 26 37 44 184 

CB: Cognitive Behaviour; E: Easy; M: Moderate; D: Difficult; T: Total 

First, understanding the problem was used by students with both low (f = 73) and high (f = 

78) cognitive skills. Second, planning was frequently used by students with both low (f = 34) and 

high (f = 42) cognitive skills. When the difficulty levels of the questions were examined, students 

with low and high cognitive skills made plans with similar frequency for easy and moderately 

difficult questions; however, students with high cognitive skills made more plans for difficult 

questions than did those with low cognitive skills. For example, H1 noted, ‘How many pieces are 

there now? I'll find this first. So, if he bought 24 pieces in 50 minutes, then how many minutes would 

he get a piece? I have to find 50/24. It should fall on each piece in 25/12 minutes. I have to calculate 

it’. Moreover, H2 said, ‘First I will find the height of the cabinet from the ground and divide it into 

two’. In contrast, students did not use the trial-and-error strategy much in the planning category. For 

example, L9 said, ‘…I can give a number in the head. The number I will give is divided by all of them. 

Okay, if there were 12 coming here, they would all be divided by 12’. Additionally, L5 said, ‘The 

green ceramic box is at least that. Now I can think of a common multiple of all of them; but, if I do so, 

I think it will be too long. That's why I say I think it should be blue’. 

Third, problem-solving was frequently used by students with both low (f = 47) and high (f = 

45) cognitive skills. For example, H1 said, ‘If there is a 24-metre wire, now I can extend the wall as 

much as I want. Let the limit be 1. If one side is 1 metre, the other side is 1. Then its other side is 24-

(1+1) = 22 and half is 22:2 = 11. Then the area of the coop would be 1 × 11 = 22 metres. In the 

form, he calculated the result of the problem. Similarly, H4 said, ‘…He was 0.3 metres, or 30 

centimetres, from the wall. I found the area of 150 square metres. So, when I divide 150 by 30, I find 

that there should be 150:30 = 5 tables. 
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It was observed that students with low (f = 19) and high (f = 15) cognitive skills not often 

checked the results of problem solving. In addition, these two groups of students demonstrated this 

behavior at close frequency to each other. For example, H2 said, ‘…While checking the solution of 

this problem, he first gave the starting point in the question and asked where he could be after half an 

hour. I wonder where half a turn will pass. First, I thought, when it passes half a turn, it will likely be 

somewhere between C and D’. 

The categories and codes for the metacognitive skills used by students with low and high 

metacognitive skills in the problem-solving process are shown in Table 3. 

Table 3. Metacognitive strategies used by students with low and high metacognitive skills in the  

Category Code Low metacognitive skills (n = 9) High metacognitive skills (n = 9) 

  
E21 E 22 

M 

1 
M2 

D 

1 
D2 T E21 

E 

22 

M 

1 

M 

2 

D 

1 

D 

2 
Total 

  f f f f f f f f f f f ff f f 

Understanding 

the problem 

Expressing in 

your own 

words  

4 4 10 7 10 7 42 7 8 17 21 24 13 90 

Checking the 

information 

given  

8 3 7 5 4 7 34 8 10 3 4 10 12 47 

Visualisation  0 1 4 2 1 6 14 3 2 2 2 1 7 17 

 Total 12 8 21 14 15 20 90 18 20 22 27 35 32 154 

Planning Before starting 

to solve the 

problem, 

explain the 

path followed 

and visualise 

and interpret it 

in one’s mind 

1 2 7 7 3 9 30 4 1 7 5 18 18 53 

Facilitating 

operations  

   1   1 0 3     3 

 Total 1 2 7 8 3 9 31 4 4 7 5 18 18 56 

Implementation 

(monitoring) 

Self-

instruction  

1     1 1 8 8 11 10 13 13 63 

Explain the 

reasons for his 

problem 

solution 

  1   1 2 0 4 1  1  6 

Be aware if 

something is 

wrong 

1  1   2 2 2 1 5 2 5 5 20 

 Total 2  2   4 4 10 13 17 12 19 18 89 

Evaluation  Asking 

oneself 

questions by 

thinking about 

the steps to 

solve the 

problem 

   1   1 7 8 5 9 4 8 41 

Using another 

strategy to 

solve the 

problem 

       8 1 0 1 2 1 13 

 Total     1   1 15 9 5 10 6 9 54 

Overall total  13 10 30 23 15 33 125 47 46 51 54 78 77 353 

E: Easy; M: Moderate; D: Difficult; T: Total 
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Four key categories emerged: understanding the problem, planning, implementation 

(monitoring), and evaluation. First, understanding the problem was used more by students with high 

cognitive skills (f = 90) than students with low cognitive skills (f = 42). Concerning difficulty, 

students in both groups expressed more problems in their own words in the moderately difficult and 

difficult questions than the easy questions. H1 said, ‘Okay, they want to create a poultry house. Mr. 

Ali asks how many square metres can the area be for the chickens in the coop to move freely’. In 

addition, students with high cognitive skills (f = 17) and students with low cognitive skills (f = 14) 

rarely used the visualisation code (Drawing shapes, comparing shape and problem information). For 

example, L8 said ‘…My house will stand straight and then there will be chickens. It will be easy for 

chickens to enter here from outside. I can draw the house over there. Let this be the farm. There are 

chickens; so, the back wall of his house is intertwined with the farm. So, let's call it home. Wall length 

can be extended as desired. I can create an area in such a 24 metre shape by using this wall…’ 

Second, compared to students with high cognitive skills (f = 53), students with low cognitive 

skills (f = 30) used planning more frequently. In addition, when the difficulty levels of the questions 

are examined, it can be said that high-level students plan more. For example, H5 said, ‘Okay, then I 

will do this. First, I delete one of the squares in the places where there is a wall; I draw. Because he 

will not be able to come here. Then I choose any corner for the table sets. I start placing the table sets 

there. I start from there, respectively. I place them with a space between them and then count them 

one by one. So, I put a table set in every 1 corner. I guess there is probably a table in the middle of 

the room. Let's calculate now’. Additionally, L1 said, ‘He wants the number of teams to be placed in 

the sitting area in the shop. In other words, I think to do it not by trading, but by shape. First, it 

should be away from the walls and I have to mark each of them as a square space’. Within the same 

category, it was clearly seen that the code facilitating operations were rarely used students with high 

(f = 3) and low (f = 1) cognitive skills. For example, L6 said, ‘If there were no decimal numbers 0,3. 

If this was 3, then I would multiply this place by 10 and it would be 3; so, I think it would cover 3 

squares. Ok, it will cover 3 squares’. Similarly, H5 said, ‘If each one is 0.3 metres, I can't deal with 

the decimal fraction; let's say 0.3 = 3/10. Now let me convert that to centimetres. Here, 1 metre is 100 

cm. Then, 100 × 3/10 times = 30 cm’. He converted the decimal number to a fraction and facilitated 

the process by using the relationship between metres and centimetres. 

Third, the implementation category comprised self-instruction, explaining one’s work, and 

being aware of one’s mistakes. As in other categories related to metacognition, students with high (vs. 

low) cognitive skills mostly used this category and most utilised self-instruction (f = 63). As the 

difficulty level of the questions increased, the frequency of using this strategy also increased. For 

example, H1 said, ‘Its total diameter is 230. Yes, the highest point he wants from us; it was wanted 

how many metres above Seyhan Lake. The farthest point A is 230 metres. First, I found half of it. 
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230:2 = 115 okay. There were 20 here too. 115 plus 20 is 135’. In contrast, the least used code in this 

category was explaining the reasons for their actions. While six students with high cognitive skills did 

this, only two students with low cognitive skills did. L1 said, ‘Now this is the wall. So, I put only one 

table set here; then, I count each square one by one, and there are 10 table sets in total. But I 

probably made a mistake in the account. Let me check. I put 1, 2, 3, 4, 5, 6, 7, 8. I counted wrong: 8 

tables’. One of the least-used strategies was being aware of one’s mistake. H2, who used this code, 

said, ‘He wants a coop area with the back wall of the house as the border. But this area should be a 

place where chickens can roam free. I can set that back wall whatever I want. Then the other three 

sides will be equal to each other. What could be the area of the coop: 1 × 24 = 2 × 12 = 3 × 8 = 4 × 

6 = 24. If it is 8 × 3, which one will have a larger area? I have to value. All of them will give the 

truth. Why did I do that so that all of their fields will give 24. But, sorry, I had to find the length of the 

three sides. I made [a] mistake. In this question, since 3 sides are 24, I had to divide 24 by 3, and I 

was going to find an edge and calculate its area from there’. 

Lastly, the evaluation category comprised asking oneself questions by considering the steps 

to solve the problem and using other strategies to solve the problem. Most codes were used by 

students with high cognitive skills, and asking oneself questions (f = 41) and considering the steps to 

solve the problem were used most frequently. In addition, it can be said that students with low and 

high metacognitive skills use this strategy closely according to the difficulty levels of the questions. 

For example, H4 said, ‘I found the area 150 square metres. So, when I divide 150 by 30, I find that 

there should be 150:30 = 5 tables. Is it true? Let me see. Now there were 5 tables. If each one is 30 

cm, then 30 × 5 = 150 is ok. Yes, it would be right, okay there will be 5’. In contrast, using other 

strategies was the least used; On the other hand, it is observed that the use of other strategies is 

applied very rarely to solve the problem.  It is understood that the use of other strategies is mostly 

used in the process of evaluating the solution of easy problems. For example, H1 said, ‘He/she can 

complete his/her circle in 50 minutes. For this, I had to find the environment first. But since the value 

of was not given in the question, I also applied the ratio-ratio. In the question, if there is a tour going 

every 50 minutes, I have established a proportion of how much it goes in half an hour’. 

Discussion 

This research was conducted to examine the cognitive and metacognitive skills used by high 

school students when solving geometry problems. Most students used the cognitive knowledge and 

cognition regulation components of the metacognitive skills scale ‘frequently’. In other words, 

students had high metacognitive skills, which was similar to the relevant literature (Aljaberi and 

Gheith, 2015; Aydın and Ubuz, 2010; Young and Worell, 2018). For example, Young and Worell 

(2018) concluded that middle school and high school students’ metacognitive skills for problem-

solving are quite high. 
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In contrast, when the cognitive skills used by students in the problem-solving process were 

examined according to our second sub-purpose, students with high cognitive skills used these skills 

more than students with low cognitive skills. This result is similar to the studies in the related 

literature (Erdinç and Okur, 2012; Özkubat and Özmen, 2021). For example, Özkubat and Özmen 

(2021) found that low achieving students used cognitive strategies less than average students when 

solving mathematical problems. 

We concluded that students with high metacognitive skills used metacognitive skills more 

when solving geometry problems than students with low metacognitive skills, which mirrors the 

related literature (Artz and Armor-Thomas, 1992; Montague and Applegate, 1993; Desoete et al., 

2001; Rosenzweig et al., 2011; Serin and Korkmaz, 2018; Schoenfeld, 1987). For example, Serin and 

Korkmaz (2018) found that students who are more successful at mathematical problem-solving use 

metacognitive process more so than other students. Rosenzweig et al. (2011) revealed that students 

with moderate achievement use higher cognitive skills more in problem-solving than their low 

achievement peers. Similarly, Deosete et al. (2001) found that students with high mathematical 

problem-solving skills have more metacognitive knowledge and skills than students with low 

mathematical problem-solving skills. In contrast, Swanson (1990) found that students with high 

metacognitive skills used metacognitive processes such as planning (hypothetical deduction (if-so 

propositions) and evaluation) more effectively than students with low metacognitive skills. 

We also concluded that although all the students read the problems in a similar way, it was 

observed that students with high metacognitive skills expressed the problem more by using their own 

sentences, whereas students with low metacognitive skills used their own sentences less in the 

expression of the problem. This result is also similar to what has been shown earlier (Aydemir and 

Kubanc, 2014; Schoenfeld, 1987; Veenman and Cleef, 2019). Veenman and Cleef (2019) revealed 

that students with high metacognitive skills read problems in a way that spurs prior knowledge and 

allows them to determine what is required in the problem-solving process. Similarly, Sutherland 

(2002) stated that all students read the text given in the problem; but students who had difficulty 

solving the problem could not understand what was required, and they were unable to comment on the 

problem. 

All students explained (planned) what operations they would apply when problem-solving; 

however, students with high metacognitive skills explained their planning and what strategy they used 

more so than their counterparts. This coincides with prior literature (Aydemir and Kubanc, 2014; 

Cozza and Oreshkina, 2013; Schoenfeld, 1987; Veenman and Cleef, 2019). For example, Aydemir 

and Kubanc (2014) concluded that students who use metacognitive skills can explain why they chose 

what strategy they planned to use; however, students with low metacognitive skills chose a strategy at 

random during the planning stage. Further, Montague (1992) revealed that low-level problem solvers 
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spend a lot of time on operations and formulas rather than making plans while problem-solving. In 

addition, students who were successful in the problem-solving process employed effective strategies 

such as relating and critical processing information, self-regulation of attention, effort, and task 

persistence when they are faced with a problem (Veenman and Cleef, 2019). 

All students used calculation strategies in the problem-solving process; however, students 

with high metacognitive skills mostly used the strategies of controlling their own instructions and 

evaluating their plans in this process. This too coincides with previous literature (Artz and Armor-

Thomas, 1992; Cozza and Oreshkina, 2013; Depaepe, De Corte, and Verschaffen, 2010; Montague, 

2001; Özkubat and Özmen, 2021; Veenman, 2017). Montague (2001) found that successful problem-

solving students could organise themselves, give instructions, question themselves, and observe 

themselves during the implementation phase of problem-solving. Özkubat and Özmen (2021) also 

revealed that middle school students mostly used the calculation strategy when solving mathematical 

problems, which may be because this strategy is emphasised in schools. 

Finally, although few students could control the outcome of the problem operationally, 

students with high metacognitive skills asked themselves questions by thinking about the steps needed 

to solve the problem and evaluated the effectiveness of the strategies they applied. These results also 

coincide with past studies (Cozza and Oreshkina, 2013; Erbas and Okur, 2012; Purnomo, Toto, 

Subanji, and Swasono, 2016; Veenman and Cleef, 2019). Erbas and Okur (2018) found that students 

who were both successful and unsuccessful in solving verbal mathematical problems not utilised what 

they had learned from the previous problem when solving the next problem. Similarly, Aydemir and 

Kubanc (2014) revealed that students with high metacognitive skills checked the accuracy of their 

answers when problem-solving and questioned the process. Purnomo et al. (2016) revealed that 

students with high metacognitive skills think of different solutions that they can use when problem-

solving. 

In sum, we concluded that students with high metacognitive skills use metacognitive skills 

more when solving geometry problems than students with low metacognitive skills. We also 

examined the sub dimensions of cognitive skills and how they are associated with students’ ability to 

solve geometry problems. Training can be provided to facilitate and improve students with different 

cognitive skills to use metacognitive strategies while solving geometry problems. Research results 

revealed the importance of metacognitive skills in solving geometry problems. For this reason, 

attention should be paid to the development of students' metacognitive skills in schools. In this 

context, it would be beneficial to train teachers to develop metacognitive skills. Although the research 

results were obtained from 18 students with a qualitative method, similar results were obtained with 

the studies on the same subject in the literature. Therefore, the finding also is thought to be applicable 

to other countries for similar age groups. 
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In addition, this study shed light on how students understand math problems, how they 

analyse the problems, how they develop solutions, how they complete relevant tasks, and how they 

evaluate the results. These have widespread implications for mathematics educators, who can tailor 

the difficulty of the geometry problems to fit students’ skillsets and promote higher cognitive skills 

and metacognition. 

Limitations 

This study had some limitations. First, the use of the think-aloud protocol as a data collection 

tool assumes that students can think aloud while completing tasks. However, students may also have 

non-verbal metacognitive skills that could not be ascertained. Further studies should employ larger 

sample sizes and students with varying abilities (e.g. gifted students or students with learning 

difficulties). Lastly, the current sample comprised ninth-grade students; therefore, future studies 

should examine the problem-solving processes of students across different grade levels. In addition, 

there is a need to investigate the effect of metacognitive skills on learning in different learning areas.  
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Abstract 

This study aims to determine whether university students' levels of online self-regulated learning, 

online technologies self-efficacy, and motivated strategies for learning predict their general academic 

achievement and online academic achievement. In this study, the scanning design and the prediction 

research design were used. The participants of this research consisted of 55 undergraduate students 

studying in different departments of a university in Western Canada. The data were collected with 

“Online Technologies Self-Efficacy Scale (OTSES)” developed by Barnard et al., (2009); “Motivated 

Strategies for Learning Questionnaire (MSLQ)” developed by Pintrich et al., (1991); “Online Self-

regulated Learning Questionnaire (OSLQ)” developed by Miltiadou and Yu (2000); and 

“demographic form”. This study did not determine a significant relationship between university 

students' total scores of OSLQ, OTSES, MSLQ, and their GPAs. Instead, the study found that 

university students' total scores of OSLQ, OTSES, MSLQ did not significantly predict their GPAs 

and online GPAs. 
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Introduction  

There are many variables in the related literature that affect students’ learning processes. The 

main ones are intelligence, learning styles, self-efficacy, study habits, and socio-economic variables. 

In this study, the effects of university students’ scores of online self-regulated learning, online 

technologies self-efficacy, and motivation on GPAs and online GPAs (grade point average) were 

investigated. 

Online Self-Regulated Learning 

Zimmerman (2000) “defines self-regulated learning as self-generated thoughts, feelings, and 

actions that are planned and cyclically adapted to achieve personal goals” (p.14).  Self-regulated 

learning is defined as a dynamic process in which students personally activate and maintain 

cognitions, effects, and behaviors that are systematically directed towards achieving personal goals 

(Zimmerman & Schunk, 2011). Self-regulated learning is the process in which one's thoughts, 

feelings, and actions are organized systematically in order to achieve one's goals (Usher & Schunk, 

2018). Boekaerts et al. (2005) defined the concept of self-regulated learning as a repetitive, multi-

component, and self-directed process that targets the individual's own cognition and emotions in 

harmony with the environment.  

Self-regulated learning includes the knowledge, skills, and dispositions that students rely on 

in order to manage and regulate various components of their learning (Hattie & Donoghue, 2016). 

Self-regulated learners set, organize, self-monitor, and self-evaluate various points, plans, and goals 

during the process of acquiring self-regulated learning (Zimmerman, 1990). Pintrich and DeGroot 

(1990) point out that there are three fundamental components of self-regulated learning: (1) 

metacognitive strategies (planning, monitoring, and changing cognition), (2) task management and 

control, and (3) actual cognitive strategies for learning the material.  

Self-regulated learning is an active and constructive process that puts students in charge of 

their own learning (Van den Boom et al., 2007). Students can be taught or encouraged to be self-

regulated learners by acquiring effective strategies and developing their sense of self-efficacy 

(Zimmerman, 1989). According to Bothma and Monteith (2004), self-regulated learning is considered 

“a prerequisite for successful distance education” (p.141). Students with self-regulation skills try their 

learning strategically and make detailed arrangements over time and between tasks (Winne & 

Hadwin, 2012). 

Online learning has been defined as learning where all instructions are given through online 

multimedia without meeting the teacher and students (Dixson, 2012, as cited in Dhungana, 2015). The 

terms e-learning and online learning are generally used interchangeably; however, while e-learning 
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can cover all kinds of telecommunications and computer-based learning, online learning especially 

means using the Internet and the Web. In online learning, a computer and internet access are required 

to teach, and students can take classes without having to attend any face-to-face classes (Bates, 2005). 

Online learning application refers to training courses in which internet or Web-based teaching 

applications are used synchronously or asynchronously. Online learning has been accepted as a more 

cost-effective and appropriate learning method with opportunities for lifelong learning (Saba, 2011, as 

cited in Dhungana, 2015). Since the 19th century, distance education has evolved in several phases 

involving both synchronous and asynchronous audio/video transmissions as well as asynchronous 

text-based communication (Croxton, 2014, as cited in Theriault, 2020).  

The roots of online learning can be found in distance education (Hartnett, 2016). Online 

learning includes a variety of computer-based learning platforms and delivery methods, genres, 

formats and media, and mobile platforms in all disciplines. These include multimedia, educational 

programming, simulations, games, and stationary use of new environments (Keengwe & Kidd, 2010). 

Online learning means the use of online communication networks for educational applications such as 

sharing lessons and supporting educational projects, research, accessing resources, and group 

collaboration (Harism, 2017). 

Online learning has developed in various ways such as asynchronous and synchronous 

communication, web-based learning environments, and commercial course platforms (Marsteller, 

2017). Online learning requires a detailed design of the course to increase learning performance and 

provide a positive experience (Schultz & DeMers, 2020). Online learning provides students with more 

convenience and flexibility (Cui et al., 2013). Wijekumar et al., (2006) determined that self-regulation 

was important for students' online success due to the independent nature of online learning 

environments. 

Online students have more intrinsic motivation than students who receive face-to-face 

education (Wighting et al., 2008). In online learning environments, it is important for students to have 

self-regulated learning skills (Jonassen et al., 1995). Students in online education need to have self-

efficacy in controlling, managing and planning their learning behaviors, and this learning process is 

self-regulated learning (Zimmerman, 2008). 

Online Technologies Self-Efficacy  

Bandura (1977) defined self-efficacy as a person's ability to organize and execute the 

necessary actions to reach the predetermined learning outcome level. Self-efficacy refers to beliefs 

about one's ability to organize and implement the necessary actions to achieve the skill performance 

specified for certain tasks (Zimmerman, 2000). 
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Numerous studies in the literature have found a relationship between students' academic 

achievement and self-efficacy beliefs (Komarraju & Nadler, 2013; Pajares & Graham, 1999; 

Zimmerman & Kitsantas, 2005). Self-efficacy influences student's behaviours and helps with their 

motivation. Self-efficacy affects an individual's task choice, effort, patience, and success. Sources of 

information about self-efficacy are personal achievements, representative experiences, verbal 

persuasion, and physical and emotional states (Schunk, 1984). Self-efficacy strongly affects learning 

motivation (Bandura, 1997; Schunk & Ertmer, 2000; Eryaman, et all. 2013, Cho & Heron, 2015). 

Online self-efficacy considers at least three areas: technology, learning, and social interaction 

(Shen et al., 2013). Technology self-efficacy plays an important role in the preparation of educators 

who can use educational technology successfully to improve student learning (Holcomb et al., 2010).  

According to Wang et al. (2013), students' self-efficacy concerning technology and their use of 

technology in online learning is a critical element in measuring whether students are prepared for 

online learning. Torkzadeh & Van Dyke (2002) determined that it was possible to increase the self-

efficacy level of online technologies through educational processes. 

Motivated Strategies for Learning   

Motivation is “the initiation of learned or habitual patterns of movement or behavior” (Hull, 

1943, p.226). Motivation has been defined as a need or desire that activates behaviors and directs 

them to a goal (Myers, 2010). The term motivation is derived from a Latin verb. Motivation is the 

process by which goal-directed activity is encouraged and sustained. Motivation includes targets that 

give momentum and direction to the movement (Pintrich & Schunk, 2002). 

Motivation requires physical or mental activity, whereas physical activity requires diligence, 

persistence, and other overt actions. Mental activity consists of cognitive actions and evaluating 

progress (Pintrich & Schunk, 2002). Motivation is about what drives us, why we engage in certain 

activities, our commitment, our effort, and whether we are committed to a task (Hartnett, 2019). The 

concept of student motivation is employed to describe the extent to which students put their attention 

and effort into what their teachers want or do not want. Student motivation is based on students' 

personal experiences, especially their willingness to participate in learning activities and their reasons 

(Brophy, 2010). Motivation plays a crucial role in learning, affects what, when and how we learn, and 

is an important factor in performance (Schunk, 1991; Schunk & Usher, 2012). Student motivation is 

considered to be a significant factor for success in online learning environments (Artino, 2008). 

The Current Study 

Many factors affect the academic success of university students. Some of these factors are 

intelligence, academic self-efficacy, socio-economic factors, online self-regulated learning, online 
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technologies self-efficacy, and motivation. It is thought that university students’ high level of online 

self-regulated learning, online technologies self-efficacy, and motivation will contribute to their better 

learning of their own fields and positively affect their GPAs and online GPAs. 

Providing students with self-regulated learning skills is one of the main aims of education 

(Boekaerts, 1997). Self-regulated learning has a significant impact on the realization of lifelong 

learning (Zimmerman, 1990; Boekaerts, 1997; Schunk & Zimmerman, 1998; Zimmerman, 2002; 

Dent & Koenka, 2016). Self-regulated learning skills should be seen as a vital issue not only to guide 

students' own learning during school education, but also to improve themselves and their current 

knowledge after leaving school (Boekaerts, 1999). 

Self-regulated learning is effective and functional for acquiring metacognitive knowledge and 

skills, and consequently creates lifelong learners both at university and in career (White & 

DiBenedetto, 2018). The increase in the ease of access to information with the development of 

technology necessitates the acquisition of lifelong learning and self-regulated learning skills for 

university students. For this reason, university students need to gain these skills. 

It is thought that self-regulated learning affects the academic success of university students. 

Self-regulated learning is especially important in higher education because university students need to 

self-organize their education (Broadbent, 2017; Broadbent & Poon, 2015). Theobald (2021) 

determined that education programs related to self-regulated learning increased the academic 

performance, self-regulated learning strategies, and motivation of university students. Students with 

self-regulated learning skills are associated with various motivational characteristics such as high self-

efficacy beliefs (Zimmerman, 2015). Self-regulated learning is linked to academic performance, 

academic motivation, and learning (Pintrich, 2000; Pintrich & De Groot, 1990; Zimmerman, 2000; 

Zimmerman & Bandura, 1994). 

Many studies have investigated self-efficacy in online learning and its effect on self-

regulation (Schwam et al., 2021). Since there is no research in the related literature that examines 

whether university students’ total scores of OSLQ, OTSES and MSLQ could predict their general 

academic achievement and online course success, this study was conducted. The results of this study 

are important because they will fill this gap in the literature. In addition, it is thought that the results 

of this study will contribute to researchers working on this subject. 

The fundamental objective of this study is to determine whether the OSLQ, OTSES and 

MSLQ levels of university students predict their general academic and online academic success. The 

research questions are as follows: 
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1.Is there a relationship between university students' total scores of OSLQ, OTSES and 

MSLQ, and their in-person course GPA and one's online course GPA? 

2.Do university students' total scores of OSLQ, OTSES and MSLQ predict their in-person 

course GPA and one's online course GPA? 

Method 

In this study, the cross-sectional survey design was used to define the relationships between 

university students' total scores of OSLQ, OTSES and MSLQ, and their GPAs and online course 

success (Creswell, 2012). In addition, the predictive design, which is one of the correlational designs, 

was used to determine the predictive relationship between university students’ total scores of OSLQ, 

OTSES and MSLQ, and their GPAs and online course success. 

Participants 

The participants of this study consisted of 30 students (23 women and 7 men; between 19-24 

years old), who attended the first, second, third and fourth years of various programs of Faculty of 

Education, Faculty of Arts and Social Sciences, and Other Faculties at a university in Western 

Canada, and 55 (43 women and 12 men; between 19-33 years old) volunteer students who took online 

courses. 

Table 1. Descriptive Statistics of the Participants 

Variables  N 

Gender Female 43 

Man 12 

 Freshman 9 

 Sophomore  6 

Grade level Junior    8 

 Senior   32 

 Faculty of Education 41 

Faculty  Faculty of Arts and Social Sciences 11 

 Other Faculties  3 

 

Data Collection and Measure 

The Online Self-Regulated Learning Questionnaire (OSLQ) 

This 5-point Likert-type scale, developed by Barnard et al, (2009), consists of 24 items. This 

scale consists of six sub-dimensions: goal setting, environment structuring, task strategies, time 

management, help seeking, and self-evaluation (Barnard et al., 2009). Barnard et al. (2009) 

determined that the original Cronbach alpha values for the sub-factors of the OSLQ scale were 

between 0.87 and 0.95.  
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The Online Technologies Self-Efficacy Scale (OTSES) 

This scale was developed by Miltiadou and Yu (2000) specifically to assess students' 

technological readiness for an online classroom and to address their competencies related to distance 

education. This 4-point Likert-type scale consists of 29 items ranging from strongly disagree to 

strongly agree. This scale is a 4-point Likert-type scale and consists of 29 items. This scale consists of 

four sub-dimensions: internet competencies, synchronous interaction, asynchronous interaction I, and 

asynchronous interaction II. The answers given by the students for each item in this scale show their 

self-efficacy levels. The Cronbach's alpha coefficient for the overall total scores of the scale is 0.95 

(Miltiadou & Yu, 2000). 

Motivated Strategies for Learning Questionnaire (MSLQ) 

This scale was developed by Pintrich et al., (1991) to evaluate the motivational orientation 

and learning strategies of university students. Students' self-regulated learning level was measured 

with 19 items selected from the original 81-item Likert-scale questionnaire. In this study, the 

Cronbach alpha coefficient of the items between 1 and 7 in the “Self-efficacy for learning and 

performance” sub-dimension is 0.93; the Cronbach alpha coefficient of the items between 8 and 12 in 

the “Test Anxiety” sub-dimension is 0.80; and the Cronbach alpha coefficient of the items between 13 

and 19 in the “Metacognitive Self-regulation” sub-dimension is 0.69. The scale has a median value 

(4) labeled as neutral. The Cronbach's alpha coefficient for the overall total scores of the scale is 0.79 

(Pintrich et. al., 1991). 

Data Analysis 

The data of the study were collected with OTSES developed by Barnard et al., (2009); MSLQ 

developed by Pintrich et al., (1991); OSLQ developed by Miltiadou and Yu (2000); and 

“demographic form”, and they were applied face to face to volunteer students by the researcher.  

In this study, the arithmetic average sum of the total scores obtained from OSLQ, OTSES, 

MSLQ was analyzed with the Kolmogorov-Smirnov technique using, (Mertler ve Reinhart, 2017) the 

SPSS 26.00 program. Since the distribution was normal as a result of the analysis, the Pearson 

Product-Moments Correlation Coefficient and Multiple Regression analysis (Fraenkel & Wallen, 

2006) parametric techniques were used. 

In this study, whether there was a relationship between OSLQ, OTSES, MSLQ, and 

university students’ GPAs and online GPAs was examined using the Pearson product-moment 

correlation analysis technique. Multiple regression analysis was used to determine whether the total 

scores from OSLQ, OTSES, and MSLQ predicted the participants' GPAs and online GPAs. 
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Grade point average (GPA) and Online GPA) 

GPA was calculated using the average of students’ self-reported grades for all courses up to 

the first and seventh semesters in a university located in Western Canada. GPA corresponds to the 

overall average of all course grades.  

Online grade point average (Online GPA) 

GPA was calculated using the average of self-reported online course grades taken in any 

semester of the first and seventh semesters of a university in Western Canada. 

Results 

In this section, total scores of OSLQ, OTSES, MSLQ; and arithmetic mean scores, standard 

deviation results, correlation analysis results, and multiple regression analyzes related to GPA and 

Online GPA are included. 

First Sub-Problem: Correlation results of the relationship between the OSLQ, OTSES and 

MSLQ total scores of university students and their overall grade point averages 

Table 2. Means, Standard Deviations and Correlations for Study Variables  

Variables M SD 1 2 3 4 5 

GPA 3.4046 .42968 1 ,489** ,036 -,202 ,118 

Online GPA 3.4165 .60813 ,489** 1 -,103 -,321 ,018 

OSLQ total scores 2.7288 .45190 ,036 -,103 1 -,078 -,285* 

OTSES total scores 1.6387 .38155 -,202 -,321 -,078 1 ,247 

MSLQ total scores 3,4503 .50118 ,118 ,018 -,285* ,247 1 

 

As can be seen in Table 2, there was no significant correlation [r=.036, p>.05)] between the 

students' GPAs and online self-regulated learning total scores. No significant correlation was 

determined between the students’ overall grade point averages and online self-efficacy total scores [r= 

-202, p>.05)]. There was no significant correlation between the students’ general grade point averages 

and motivated strategies for learning total scores [r= .118, p>.05)]. 

There was no significant relationship [r= -.103, p>.05] between the students' online GPAs and 

online self-regulated learning total scores. No significant relationship was determined between the 

students' online GPAs and total online self-efficacy scores [r= -,321, p>.05]. No significant 

relationship was found between the students' online GPAs and motivated strategies for learning total 

scores [r= ,018, p>.05]. 

A negative significant relationship was determined between the students' total scores of 

OSLQ and, MSLQ [r=-.285, p<.05]. A positive significant relationship [r= 489, p<.01] was 

determined between the students' online GPAs and overall grade point averages. 
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Second sub-problem: Predicting university students’ GPAs and online GPAs through their 

total scores of OSLQ, OTSES and MSLQ. 

Table 3. Multiple Regression Analysis for GPA 

 B Std. 

Error 

Beta t  p Zero 

order 

Partial Part 

(Constant) 3.203 .711  4.503  .000    

MSLQ total scores .166 .129 .201 1.289  .204 .118 .193 .189 

OTSES total scores -.288 .177 -.253 -1.623  .112 -.202 -.240 -.238 

OSLQ total scores .034 .152 .034 .223  .824 .046 .034 .033 

R= .277, R 2=. 077 

F (3-46)= 1.188, p >.05) 

According to Table 3, multiple regression analysis was performed in order to investigate 

whether the students’ total scores of OSLQ, OTSES and MSLQ predicted their GPAs. The students’ 

total scores of OSLQ, OTSES and MSLQ did not significantly predict their GPAs [F (3-46) = 1.188, p 

>.05)]. 

The students’ total scores of OSLQ, OTSES and MSLQ explain 0.077% of the variance in 

their GPAs. The students’ total scores of OSLQ, OTSES and MSLQ did not significantly predict their 

GPAs. 

Table 4. Multiple Regression Analysis for Online GPA 

 B Std. 

Error 

Beta t p Zero-

order 

Partial Partial 

(Constant) 4.342 1.220  3.558 .001    

MSLQ total scores .033 .243 .027 .138 .892 .051 .027 .026 

OTSES total scores -.120 .338 -.070 -.355 .726 -.035 -.069 -.068 

OSLQ total scores -.284 .240 -.230 -1.183 .248 -.226 -.226 -.225 

R= .236, R 2=. 056 

F (3-29)= .512, p >.05) 

According to Table 4, the students’ total scores of OSLQ, OTSES and MSLQ did not predict 

their online GPAs [F (3-29)= .512, p >.05)]. The students’ total scores of OSLQ, OTSES and MSLQ 

explain 0.056 % of the variance in their online GPAs. The students’ total scores of OSLQ, OTSES 

and MSLQ were found to have no significant effect on the estimation of their online GPAs. 

Discussion, Conclusion and Recommendations  

In this study, it was investigated to what extent university students’ total scores of OSLQ, 

OTSES and MSLQ predicted their GPAs and Online GPAs.  

No significant correlation was determined between the university students' total scores of 

OSLQ, OTSES and MSLQ for learning, and their GPAs. According to this result obtained in this 
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study, it can be said that total scores of OSLQ, OTSES and MSLQ do not positively affect university 

students’ academic success. 

The results of this research support the following research results. Puzziferro (2008) did not 

find a correlation between the online technologies self-efficacy scores of undergraduate students and 

their online course success. Zimmerman and Kulikowich (2016) determined that there was no 

statistically significant relationship between the scores obtained from the learning, time, and 

technology scales, which are the sub-dimensions of the online learning self-efficacy scale, and the 

overall GPA. The results obtained in this study do not support the following research results. Basila 

(2016) determined that self-regulated learning, motivation, and academic self-efficacy scores were 

associated with students' academic performance in their online courses. Hector McGhee (2010) found 

that there was a significant relationship between online technologies self-efficacy and academic 

achievement of undergraduate students at university and determined a low relationship between self-

regulated learning and academic achievement. Wang et al., (2013) found that students with a higher 

level of technology self-efficacy for their online course received higher final grades. Bates and 

Khasawneh (2004) determined that students' online learning technologies self-efficacy scores were 

positively related to their motivation to use online learning technologies. Zheng et al., (2018) 

identified a negative correlation between previous online learning experiences of second language 

learners and their online self-regulation efforts and found that students with positive online learning 

experiences had a tendency to be more flexible and independent in the self-regulated learning process. 

Contrary to the results obtained in this study, Tsai et al. (2020) found that students' self-efficacy in 

online learning was moderately related to their general self-efficacy and learning outcomes. Schwam 

et al. (2021) determined a significant relationship between self-regulated learning profiles and online 

learning, online comfort, age, and gender. 

Based on the findings of the current study, it cannot be said that there was a concept that was 

significantly related to the total scores that the university students got from OSLQ, OTSES, MSLQ, 

and their GPAs and online GPAs. In other words, it is not expected that the students with high total 

scores from OSLQ, OTSES, MSLQ have a higher academic achievement. 

In this study, it was determined that the students’ total scores of OSLQ, OTSES and MSLQ 

did not significantly predict their GPAs. In addition, through the consideration of the results obtained 

from the study, it was shown that the students’ total scores of OSLQ, OTSES and MSLQ did not have 

a significant share in the prediction of their GPAs. Considering the data obtained from this study, it 

was determined that the university students’ total scores of OSLQ, OTSES and MSLQ were not the 

variables that had the power to predict their GPAs. It can be said that the independent variables 

considered in this study could not explain the GPAs of the university students. The results obtained in 

this study are not similar to the results of the following research. Basila (2016) determined that self-
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regulated learning, motivation and academic self-efficacy explained 43% of the variance in students' 

grades. Bruso and Stefaniak (2016) reported that university students' GPAs explained 30% of the 

variance in their scores obtained from all sub-dimensions in MSLQ. Uzun et al., (2013) stated that 

university students' online self-regulated learning strategies scores and their attitude scores towards 

distance education explained 15% of their academic success. Cho and Yoo (2017) determined that 

university students' self-regulated learning scores had a low level of influence in terms of predicting 

their academic achievement. Greene et al., (2014) reported that university students' self-regulated 

learning knowledge and skills significantly predicted their success when learning online. Wang et al, 

(2013) determined that university students' motivation and online technologies self-efficacy scores 

explained a large amount of variance in online course achievement. Bruso and Stefaniak (2016) 

determined that university students' GPAs explained 41% of the variance in the scores obtained from 

all sub-dimensions of OSLQ. 

Xie (2013) found that university students' intrinsic motivation scores and peer feedback, total 

number of responses received, total number of ratings received, and average rating score received 

significantly predicted online discussion participation, and that motivation had significant effects on 

the frequency of students' participation in asynchronous online learning. 

In this study, the university students’ total scores of OSLQ, OTSES and MSLQ did not 

significantly predict their online GPAs. The results obtained in this study are similar to the results of 

the following studies. DeTure (2003) determined that the online technologies self-efficacy scale 

scores of the students studying at Community College did not significantly predict their online course 

success. Contrary to the finding found in this study, Cho and Heron (2015) determined that self-

efficacy scores for learning were the only variable that significantly predicted online mathematics 

final grades.  

Shen et al. (2013) determined that online learning self-efficacy predicted students' online 

learning satisfaction. Dikbas Torun (2020) found out that self-regulated learning is the strongest 

predictor of academic success. 

The results of the multiple regression analyzes conducted in this study reveal that the 

university students' OSLQ, OTSES, MSLQ total scores did not have a statistically significant share in 

the prediction of their GPAs and online GPAs. The independent variables examined in this study 

could not adequately explain the university students' GPAs and online GPAs. In other words, it was 

concluded that the variables examined in this study did not have the power to predict the GPAs and 

online GPAs of the university students. 

Based on the findings of this study, the following recommendations can be made. 
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1)Different studies can be conducted in different sample groups on whether there exists a 

relationship between university students' total scores of OSLQ, MSLQ, OTSES, and their GPAs and 

online GPAs. 

2) Different studies can be performed in different sample groups on whether university 

students' general total scores of OSLQ, MSLQ, OTSES can predict their GPAs and online GPAs. 

3) Research on university students’ OSLQ, which is based on online measurement methods, 

OTSES, and MSLQ can be planned. 

4) OSLQ, MSLQ, and OTSES can be applied to university students multiple times during an 

academic semester.  
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Abstract 

The science curriculum in the Turkish education system includes socioscientific issues (SSI) as a 

context for developing students' reasoning skills, scientific thinking habits, and decision-making skills 

from an early age. Conducting activities on real problems with teachers and pre-service teachers 

based on SSI and making decisions considering different dimensions in SSI can provide a better 

explanation and transfer of the content dimension of the subject. It was found that SSI studies are 

conducted with science teachers and pre-service science teachers in Türkiye. In this study, activities 

with different SSIs were organized with pre-service primary teachers, and the decisions of pre-service 

primary teachers on various socioscientific issues were evaluated considering different dimensions 

(sociology/culture, environment, economy, science, ethics/morality, and policy) using the SEE-SEP 

model. Nine different SSI scenarios were presented to 60 pre-service primary teachers in the Central 

Anatolian region of Türkiye, and they were asked to make a decision in dilemma situations and justify 

it. It was found that hydroelectric power plants (HEPP), mining, and electric vehicles are highly 

favored by pre-service primary teachers, while GMOs, cloning, and the establishment of industrial 

zones are not highly favoured, and they are undecided about biotechnology. It is concluded that the 

pre-service primary teachers' decisions to support various SSI are mainly economic and scientific, 

while the environmental and ethical/moral dimensions lead mainly to non-support and indecision. 
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Introduction  

Schools should reflect the dynamic interactions between science and society by focusing on 

the conceptual issues that science explains and its relationship to social, political, economic, and 

moral dimensions (Sadler and Fowler, 2006). Students are expected to understand science and be 

involved in the decision-making process by weighing the benefits and risks of scientific issues that are 

important to society (Dawson and Venville, 2009). Thus, essential steps are taken in scientific literacy 

and educating individuals in the future. Real-life problems lead students to decision-making processes 

because they contain dilemmas that involve both social and scientific factors. Real-life problems at 

the center of science and social life and containing dilemmas are called socioscientific issues (SSI). 

Socioscientific issues are complex, open-ended, often controversial, and dilemmatic questions for 

which there is no clear answer (Sadler, 2003), generally involve observations and require individual 

or societal decisions at the frontiers of scientific knowledge (Kolstø, 2006). While these questions 

affect society by being scientific, moral, and ethical, they contain essential contradictions that can 

have conceptual, methodological, and social implications for human life (Lee, Abd-El-Khalick and 

Choi, 2006; Sadler and Donnelly, 2006; Topcu, 2010).  

Social and political issues at local, national, and global levels are considered in the context of 

real-life when creating SSI, including cost-benefit analyses in which the risk factor plays an important 

role, requiring sustainable development, and including values and moral considerations (Grace and 

Ratchliffe, 2002). While social, ethical, religious, environmental, economic, and legal issues that 

affect individuals or society are frequently discussed in the public sphere and social media, they are 

also on the agenda with SSI. Examples of SSIs include COVID-19 vaccine, climate change, vaccines, 

nuclear energy, and biotechnology developments (Dawson and Venville, 2009). Social, moral, and 

ethical issues should be addressed at every stage of science education because students need to have 

the basic infrastructure and skills necessary to make informed judgments and decisions about the 

developments they encounter in the media or daily life (Gray and Bryce, 2006). In this context, 

socioscientific-based instruction makes science topics uninteresting to students and can be described 

as dull, more exciting, and enjoyable (Dolan, Nichols, and Zeidler, 2009). Based on this regard, the 

focus of this study was to identify the dimensions that influence the decisions of pre-service primary 

teachers who will train students in the Turkish education system with the SEE-SEP model. 

Explanations on the SEE-SEP Model will be presented in the following section. 

Inclusion of Socioscientific Issues in The Classroom 

People often face real-world problems that do not have a clear solution and require reflection 

and decision-making (Zeidler and Sadler, 2007). Since SSIs are expected to appeal to many 

disciplines such as biology, chemistry, medicine, physics, and environmental science due to their 
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structure, and their impact will be seen across a broad spectrum, these topics should be highlighted 

and discussed (Chang-Rundgren and Rundgren, 2010). This is because SSIs can enable students to 

ask questions about scientific and social problems, participate in discussions, engage in argumentation 

and decision-making processes, and solve the problem (Presley et al., 2013; Sari and Wiyarsi, 2021). 

Using SSI, students can formulate their arguments from different perspectives such as social, 

environmental, and economic issues (Patronis, Potari, and Spiliotopoulou, 1999). In this way, an 

attempt is made to develop their knowledge and understanding of scientific concepts and involve 

them in decision-making activities (Karisan and Cebesoy, 2021).  

Incorporating SSI into the instructional process helps students understand the relationship of 

science to their daily lives, and develop their engagement and attitudes toward science (Bulte, 

Westbroek, de Jong, and Pilot, 2006). Teaching through SSI uses controversial science topics to 

engage them in the discussion, debate, and two-way dialog (Nichols and Zeidler, 2009). Opportunities 

are created for students to decide how to act, analyze scientific knowledge to justify it, and use critical 

thinking skills to synthesize (Dawson and Venville, 2009). In this way, not only is content knowledge 

applied to an original topic, but students' critical thinking, decision-making, and science 

communication skills are developed (Albe, 2008; Maloney, 2007). Teachers' use of SSI in the 

instructional process allows global issues to be brought into the classroom environment and for 

students to develop character and values as global citizens (Lindahl, Folkesson and Zeidler, 2019). 

Using SSIs as context can help students become more engaged in learning and better prepared to 

make informed decisions after school (Christenson, Chang-Rundgren and Höglund, 2012). It was 

deemed important to include SSI in the instructional process at most education levels when assessed 

from these perspectives. It was emphasized that it helps students develop skills on decision-making, 

analysis, synthesis, evaluation, and understanding of their relationships to various domains (Zeidler, 

2001). 

SEE-SEP Model 

While individuals form their arguments about SSI, various dimensions form the core of these 

views (Chang and Chiu 2008). Dimensions such as values, ethical issues, or the environment can be 

evaluated from different perspectives on SSI. Therefore, SSI has interdisciplinary, multidimensional, 

and multi-perspectival characteristics. Chang-Rundgren and Rundgren introduced the “SEE-SEP 

model” in 2010 by describing the multidimensional structure of SSI with a model. The SEE-SEP 

model provides a systematic and holistic way to examine the dimensions of judgments and decisions 

about SSI (Chang-Rundgren and Rundgren 2010). The model is described in six dimensions 

Sociology/Culture-S, Environment-E, Economy-E, Science-S, Ethics/Morality-E, and Policy-P. These 

six dimensions are interrelated and inseparable from their three aspects (roots): personal experience, 

values, and knowledge. 
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Figure 1. The SEE-SEP model of SSI (Chang-Rundgren, & Rundgren, 2010) 

Figure 1 shows that the SEE-SEP model has six different dimensions. Chang-Rundgren and 

Rundgren (2010) briefly explain these dimensions as follows. Economy; When deciding on the SSI, 

economic conditions are considered, and concepts such as economic prosperity are emphasized. 

Environment; In the views related to the SSI, the environment is integrated and the positive-negative 

effects of the environment are emphasized. Sociology/culture is concerned with individuals' 

experiences in the society in which they live and the impact of their culture on SSI decisions. 

Scientific knowledge on various topics, including science, chemistry, biology, medicine, or 

technology influences thought processes and thus, SSI -based decisions. Ethics/morality has more to 

do with the emotional aspect, and each SSI makes decisions based on their values, religious beliefs, or 

moral views. Policy means that individuals consider the law or government policy and are influenced 

by this situation in their decisions about SSI. These six dimensions are associated with concepts, 

theories, laws, or evidence that relate to the aspect of belief. Value involves attitudes and refers to the 

affective domain of people. They tend to make decisions about SSIs based on their preferences. 

However, to the extent that SSIs are associated with people's daily lives, people will be able to discuss 

and present their own experiences with SSIs using personal experiences.  

The SEE-SEP model helps explore how individuals reason in SSI. The model also allows 

researchers to reveal the multidimensional nature of SSI by showing the interaction of science, 

environment, ethics, sociology, economics, and policy with the three aspects of knowledge, value, and 

personal experience (Karisan and Cebesoy, 2021). Using the SEE-SEP model, we can focus on the 

content of the ideas students put forward, the sources they use in their justifications, knowledge, 

values, and experiences by connecting six themes (Christenson, Chang-Rundgren, and Zeidler, 2014). 

In addition, students' decisions may be based on one or more topic areas simultaneously while 

interacting with aspects of values, knowledge, and personal experiences. Furthermore, the topic areas 

and aspects students refer to in their decisions may vary depending on the content of the SSI (Chang-

Rundgren and Rundgren, 2010). 
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Aim of Study 

Science education programs based on the vision of producing scientifically literate individuals 

in the Turkish education system include SSI as an essential context for developing students' reasoning 

skills, habits of scientific thinking, and decision-making abilities (Ministry of Education [MoNE], 

2013; 2018). Therefore, it should be essential to conduct real-world problems with teachers and pre-

service primary teachers based on SSI. The fact that teachers and pre-service teachers consider 

different dimensions in the SSI they encounter can provide a better explanation and teaching of the 

content dimension of the subject. In addition, it allows students to evaluate events and issues from 

different aspects rather than transferring them from a single perspective. Dawson and Venville (2020) 

argue that SSI should be used to enhance professional development in teacher education, and it should 

go beyond the teacher by making the content interesting. Zohar (2007), on the other hand, saw it as an 

opportunity for teachers to engage in the teaching process where SSI is discussed prior to service and 

transfer the knowledge and experience they gain to their future students. When examining studies in 

the relevant literature, it was found that SSI studies are conducted in Türkiye with science teachers 

and pre-service teachers (Ates and Saracoglu, 2016, Aydın and Kaptan, 2014, Eş and Varol, 2019, 

Demiral and Türkmenoğlu, 2018, Gürbüzkol and Bakırcı, 2020, Öztürk and Erabdan, 2019, 

Türksever, Karışan and Türkoğlu, 2020). However, in this country, it was considered necessary by the 

researchers to organize activities with pre-service primary teachers who will cover socioscientific 

issues for the first time in the subjects of life science, science, and social studies in the future, and 

focus on the need to consider social, moral, and ethical issues in students' decision-making processes. 

The most effective way to achieve this is to organize events based on SSI with pre-service primary 

teachers and gain experience by perceiving the reasons for their decisions in SSIs. Based on this 

importance, an attempt was made to determine the dimensions influencing pre-service primary 

teachers' decisions in SSI using the SEE-SEP model. 

The aim of this study is to evaluate pre-service primary teachers' decisions on different 

socioscientific issues from different dimensions (sociology/culture, environment, economics, science, 

ethics/morality, and policy). To this end, answers were sought to the following questions: 

1-What decisions do pre-service primary teachers make about different socioscientific issues? 

2-What dimensions influence pre-service primary teachers' decisions on different 

socioscientific issues? 
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Method  

Research Design 

A qualitative research model is defined as research in which qualitative data collection 

methods such as observation, interview, and document analysis are used, and a qualitative process is 

followed to uncover the events realistically and holistically in a natural setting (Yıldırım and Şimşek, 

2013). In this study, a case study, one of the qualitative research designs, was used because the 

decisions of pre-service primary teachers related to the socioscientific issues were studied in depth. A 

case study is defined as the intensive study of a complex event or situation (Stake, 1995; Glesne, 

2012) and its holistic analysis within its limitations (Yıldırım and Şimşek, 2013). In this study, the 

decisions of pre-service primary teachers in different SSI are described as a case and analysed in-

depth using the SEE-SEP model.  

The Participants of the Research 

The study was conducted with 60 pre-service primary teachers in their final year of study at a 

state college in Central Anatolia in the 2019-2020 academic year. The study participants were 

identified and included in the study using criterion sampling based on the criteria that they had taken 

courses in different subjects such as science education, life skills education, and social studies 

education, that the researchers were easily accessible to the participants, that they were willing to 

participate in the study, and that they were senior students.  

Data Collection Tools 

In this study, which assesses pre-service primary teachers' decisions on the social studies 

topic based on different dimensions, open-ended questionnaires were used in which different SSIs are 

presented in scenarios. In these SSI forms, there are a total of nine different SSI scenarios: Nuclear 

Power Plant, Stem Cells, Hydroelectric Power Plant (HEPP), Establishment of Industrial Zones, 

Mining, Electric Vehicles, Biotechnological Developments, GMO, and Cloning. According to 

Khishfe (2012), students who have prior knowledge of a topic are more likely to participate in class, 

and structure their arguments more accurately. Therefore, when creating the open-ended question 

forms, the researchers scripted the SSIs, and prior information on these topics was included in the 

form. Real-life situations were used in the scenarios where pre-service primary teachers can question 

SSI, make arguments, situations that can lead to a dilemma, and require decisions. Then, field experts 

were asked to evaluate the scenarios in terms of relevance, clarity, content validity, and language 

expression, and the SSI forms were finalized.  

The SSI forms consist of two parts. The first part contains the real situation (scenario) with 

the basic information and dilemma situations about SSI, while the second part asks the pre-service 
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primary teachers to decide about this SSI and justify their decision. In order to check the 

comprehensibility of the SSI form, a pilot study was conducted with a different pre-service teacher 

group. In order to check the comprehensibility of the scenarios, a pilot study was conducted with a 

different pre-service teacher group. After this pilot application, it was concluded that a period of 15 

minutes was sufficient. For each SSI form, 15 minutes were provided, and the pre-service primary 

teachers were asked to record their decision and reasons in writing voluntarily. Since there are nine 

different SSI forms, data were collected at three different time points. The dilemmas presented in the 

SSI forms are summarized below: 

Table 1. Information on the Prepared Scenarios 

SSI Form  Content 

Nuclear Power Plant 
Nuclear energy and production methods, nuclear power plants, waste, 

environmental, and economic considerations. 

Stem Cell 
Stem cell technology and the production of artificial organs using this 

technology, and its evaluation in terms of health and ethics. 

HEPP 
Hydroelectric power, hydroelectric power plants (HEPP), environmental 

impact, economic considerations. 

Establishment of an 

Industrial Zone 

Ecological, cultural, and economic considerations for establishing an industrial 

zone.  

Mines 
The opening of new mines and their environmental, cultural, and economic 

impact on the region.  

Electric Vehicles 
Comparison of electric and gasoline vehicles in operation, use, performance, 

environmental impact, and economic considerations.  

Biotechnological Advances 
The re-emergence of endangered plant species through biotechnological 

developments, their economic and environmental impacts. 

GMO 
Production of GMO crops, their impact on nutrition processes and 

consumption, and their economic and environmental impacts. 

Cloning 
Areas where cloning is used and the procreation of children without sexual 

reproduction, ethical and moral discussions 

 

Data Analysis 

In examining the decisions and rationales of the pre-service primary teachers, it was found 

that they justified their decisions in SSI. These justified decisions were analysed using content and 

descriptive analyses based on the SEE-SEP model. Content analysis is a systematic, replicable 

technique in which some words of a text are summarized with smaller content categories, and the 

coding is based on specific rules (Büyüköztürk, Çakmak, Akgün, Karadeniz, and Demirel, 2012). On 

the other hand, descriptive analysis focuses on engaging with studies on a particular topic and 

evaluating trends and research findings in a descriptive dimension as systematic studies (Çalık and 

Sözbilir, 2014).  

Based on the responses of pre-service primary teachers, their decisions about various SSIs 

were examined first. The reasoned decisions in the forms of SSI were read individually, and the line-

by-line analysis approach described by Patton (2014) was used in coding the data. A word, phrase, or 

sentence formed a unit for data analysis. At this stage, researchers undertook open coding and created 
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categories within a logical filter by comparing similar and different aspects. Then, considering the 

SEE-SEP model, they determined which dimensions affected pre-service primary teachers' decisions 

and presented them in categories.  

Reliability and Ethics of the Research 

The researchers coded the SSI forms separately to ensure the reliability of the coding. After 

coding, the code lists were compared, and the researchers agreed on the codes that did not match by 

recoding them together. To ensure the transferability of the research findings, the results were 

presented in an explanatory manner with figures and tables. The results were presented to the reader 

with direct quotes to increase the consistency of the research, and their connections with other 

findings are presented by interpreting the results. Details of how the data were collected, recorded, 

and analysed were presented to the reader to ensure the confirmability of the research. The pre-service 

teachers were given pseudonyms such as T1, T2, T3, … and the reasoned decisions they made were 

reproduced in the results section with direct quotes - and in a way that the reader can understand the 

sentence structures.  

Results 

The results of this study, in which the decisions of pre-service primary teachers on various 

social science topics were assessed from different perspectives (sociology/culture, environment, 

economics, science, ethics/morality, and policy), are presented below according to the sub-objectives.  

Decisions of Pre-Service Primary Teachers on Various Socioscientific Issues  

The various SSI -related decisions of the pre-service primary teachers were analysed along 

with their reasons and summarized in Table 2 according to their support/non-support for the dilemma 

situations in the scenario. 

Table 2. All SSI-Related Decisions of Pre-Service Primary Teachers 

 

When examining the overall decisions of pre-service primary teachers on SSI, the most 

supported SSI is HEPP (79%) and mining (72%), followed by electric vehicles (66%), stem cells 

(59.5%), nuclear power plant (52.5%), and biotechnology (50%).  

Different SSI Support % Non-Support % Undecided % Total 

Nuclear Power Plant 31 52.5% 21 35.5% 7 12% 59 

Stem Cell 25 59.5% 9 21.5% 8 19% 42 

HEPP 46 79% 10 17% 2 4% 58 

Establishment of an 

Industrial Zone 
21 49% 21 49% 1 2% 43 

Mines 41 72% 13 22% 3 6% 57 

Electric Vehicles 29 %66 7 16% 8 18% 44 

Biotechnological 

Advances 
15 50% 6 20% 9 30% 30 

GMO 16 28% 35 62% 6 10% 57 

Cloning 15 29% 30 58% 7 13% 52 
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GMO (62%), cloning (58%), and industrial zone (49%), which have the highest percentage 

among SSI not supported by pre-service primary teachers, draw attention. 

When examining the SSI subjects on which pre-service primary teachers were undecided, it 

appeared that the subject with the highest percentage was biotechnology (30%), while they avoided 

commenting on this topic (n=30). 

Dimensions Influencing Pre-service Primary Teachers’ Decisions on Various 

Socioscientific Issues 

The extent to which pre-service primary teachers' decisions on various socioscientific issues 

are influenced was analysed based on the SEE-SEP model, and the dimensions of pre-service primary 

teachers' reasoned decisions on each SSI are presented in subtitles.  

Dimensions of pre-service primary teachers' reasoned decisions on the nuclear power plant 

The dimensions of reasoned decisions made by pre-service primary teachers on the nuclear 

power plant SSI form were identified and presented in Figure 2. 

 

Figure 2. Dimensions of pre-service primary teachers' decisions on the nuclear power plant 

When examining the decisions of the pre-service primary teachers about the nuclear power 

plant (Table 2), it is found that 52.5% of the respondents support the nuclear power plant, 35.5% do 

not support it, and 12% are undecided. When examining the reasons for these decisions, the 

“economy” dimension was the most compelling reason for the support decisions, followed by the 

“science” dimension (Figure 2). It can be seen that pre-service teachers who do not support the 

nuclear power plant consider the “Environment” dimension and that the “Environment” dimension is 

most effective in their indecision.  

The following are some examples of the reasoned decisions made by pre-service primary 

teachers on the “Nuclear Power Plant SSI “ scenario. 

T18 (Supporting-Economy): “I support the idea of establishing NPPs. Because as a 

country, we should not lag behind other countries. We need to strengthen our economy as 

a country that sells energy, not buys it. I already know that the areas to be established are 

not prone to earthquakes, and I think disaster scenarios are unnecessary.” 
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T29 (Supporting -Science): “I support nuclear energy. Because I think that in a world that 

is developing day by day in every way, of course, new scientific studies and projects 

should be included. One of these studies is nuclear power plants, because the problems 

that arise will certainly be solved with the developing technology.” 

T49 (Non-Supporter-Environment): “I am not a supporter of nuclear power plants because 

it is an undeniable fact that these power plants are beneficial in terms of their function, we 

cannot deny that, but I find it negative because their possible damage to the environment 

will affect the health and life of living beings. Instead, we should rely on natural 

resources.” 

Dimensions of pre-service primary teachers' decisions on stem cells 

The dimensions of pre-service primary teachers' reasoned decisions on the Stem Cells SSI 

form were identified and presented in Figure 3.  

 

Figure 3. Dimensions of pre-service primary teachers' decisions on stem cells 

When examining pre-service primary teachers' decisions about stem cells (Table 2), it is 

found that 59.5% of respondents favor stem cells, 21.5% do not favor them, and 19% are undecided. 

When the reasons for these decisions are examined, the dimension of “science” as a reason for 

support decisions has had the most significant impact on candidate decision making. It can be seen 

that prospective teachers who do not support the stem cell issue consider the “ethics/morals” 

dimension and that the only effective dimension in their indecision is “ethics/morals.” 

The following are some examples of the reasoned decisions of pre-service primary teachers' 

regarding the stem cell scenario SSI.  

T23 (Non-Supporter-Ethics/Morality): “I do not support stem cell therapy because it is 

unethical. It seems unreasonable to me to kill a living human being who has a new disease 

that God has given. It is a sin; you should not risk saving the other person.” 

T29 (Supporter -Science): “I support stem cell therapy. There are risks in every aspect of 

life, and there are treatment options, but science and technology have advanced to the 

point where even these forms of treatment are evolving. With stem cells being an evolving 

treatment, there will be a solution to diseases like diabetes, Parkinson's, and cancer.” 
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Dimensions of pre-service primary teachers' decisions on HEPP  

The dimensions of reasoned decisions reported by the pre-service primary teachers on the 

HEPP SSI form were identified and presented in Figure 4. 

 

Figure 4. Dimensions of pre-service primary teachers' decisions on HEPP 

When examining pre-service primary teachers' decisions about HEPP (Table 2), it is found 

that 79% of the respondents are supportive of HEPP, 17% do not support, and 2% are undecided. 

When the reasons for these decisions are examined, the “economics” dimension was the most 

effective reason for the supportive decisions, while the “environment” and “science” dimensions were 

influential in the pre-service teachers' decision-making. It can be seen that the pre-service teachers 

who do not support HEPP consider the “Environment” dimension and that the only effective 

dimension is “Environment” when they are still undecided. 

The following are some examples of the reasoned decisions made by pre-service primary 

teachers on the HEPP SSI scenario. 

T18 (Supporter-Economy): “I am supportive because dams are beneficial to our country. 

Using electricity and water from these dams reduces economic dependence on foreign 

countries.” 

T5 (Supporter -Environment): “I support the project on the condition that it is controlled. 

For example, if no trees are cut down, no living creatures are harmed, and agricultural 

activities are not interrupted, I can support the construction of a HEPP.” 

T7 (Supporter -Science): “Today, science and technology are being used, and technology 

is powered by electricity. I support the use of HEPP because our time today is technology 

and electricity-driven.” 

T6 (Non-Supporter - Environment): “I do not support the death of fish and other creatures, 

and the destruction of forests if there is no solution. Because to say I do support that is to 

say I support the destruction of the environment and global warming.” 

Dimensions of pre-service primary teachers' decisions on establishing an industrial zone 

The dimensions of pre-service primary teachers' reasoned decisions about establishing an 

industrial park were identified on the SSI form and shown in Figure 5.  



Educational Policy Analysis and Strategic Research, V17, N4, 2022 

© 2022 INASED 

 

193 

 

Figure 5. Dimensions of pre-service primary teachers' decisions on establishing an industrial zone 

When examining pre-service primary teachers' decisions about establishing an industrial 

district (Table 2), it was identified that 49% are supportive, 49% are not supportive, and 2% are 

undecided. When the reasons for these decisions are examined, the “business” dimension was the 

most effective reason for the supportive decisions, while the “science” dimension was effective in the 

pre-service teachers' decision-making. It can be seen that pre-service teachers who do not support the 

industrial zone issue consider the “environment” dimension and that the only effective dimension in 

their indecision is the “environment” dimension. 

The following are some examples of the reasoned decisions made by the pre-service primary 

teachers for the scenario of establishing an industrial zone SSI. 

T23 (Non-Supporter-Environment): “I am not in favour of the industrial zone because it 

causes great harm to the environment and natural structure. Also, it causes global 

warming, which will be a disaster not only for us but for all living beings entrusted to us.” 

T24 (Supporter -Economy): “I support the establishment of an industrial zone. But the 

necessary precautions should be taken for this establishment. Its establishment is more 

important for the country's development from an economic point of view, and only the 

necessary precautions should be taken.” 

T25 (Supporter -Economy): “I support the industrial zone because if there is no industry, 

we will be dependent on foreign countries, which is not good for our country because our 

economy will be greatly affected. The collapse of the economy means the collapse of a 

country.” 

T27 (Supporter -Science): “I support industrial zones; their impact on global warming is 

indeed serious, but this can be minimized by using evolving science and technological 

tools. Our age is the age of science, and we need to keep up with it.” 
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Dimensions of pre-service teachers' decisions on mining  

The dimensions of pre-service primary teachers' reasoned decisions about mines were 

identified on the SSI form and shown in Figure 6.  

 

Figure 6. Dimensions of pre-service teachers' decisions on mining 

When examining the decisions of the pre-service primary teachers about mining (Table 2), it 

is found that 72% of the respondents are supportive of mining, 22% are not, and 6% are undecided. 

When the reasons for these decisions are examined, the “Economy” dimension was the most effective 

reason for the supportive decisions, while the “Policy” dimension was effective in the pre-service 

teachers' decision-making. It can be seen that the pre-service teachers who do not support mining 

consider the “Environment” dimension and that the only effective dimension in their indecision is the 

“Environment” dimension. 

Below are some examples of the reasoned decisions that pre-service primary teachers made 

about the mining scenario SSI. 

T9 (Supporter-Economy): “I support the establishment of a mine by taking the necessary 

precautions. Because mining is an excellent development in its economy, it has many uses. 

T10 (Supporter-Policy): “I support the establishment of a mine. Because the established 

mines are important for Türkiye, for our policy, it will bring important results, both in 

terms of processing and employment for the workers who will work in the factory.” 

T2 (Non-Supporter-Environment): “I do not support mines. The number of people who 

have lost their lives in accidents is high, and the necessary measures are not taken in 

mines. Besides, the consumption of mines means disturbing the balance of nature and 

leaving a bad world for future generations.” 

Dimensions of pre-service primary teachers' decisions on electric vehicles  

The dimensions of reasoned decisions given by the pre-service primary teachers on the 

Electric Vehicles form SSI were identified and shown in Figure 7. 
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Figure 7. Dimensions of pre-service primary teachers' decisions on electric vehicles 

 When examining pre-service primary teachers' decisions about electric vehicles (Table 2), it 

was found that 66% of the respondents were supportive of electric vehicles, 16% were opposed to 

electric vehicles, and 18% were undecided. When the reasons for these decisions were examined, the 

“environment” dimension was the most effective reason for supportive decisions, while the “science” 

and “economy” dimensions were effective in the pre-service teachers' decision-making. It can be seen 

that the pre-service teachers who do not support the electric vehicle issue consider the “economy” 

dimension and both the “environment and economy” dimensions in their indecision. 

The following are some examples of the reasoned decisions of pre-service primary teachers 

on the electric vehicle scenario SSI. 

T1 (Supporter-Environment): “I support electric vehicles. Because I think electric vehicles 

are more environmentally friendly than gasoline vehicles. Although they are more 

expensive financially, it is more important that they do less harm to the environment.” 

T16 (Undecided-Environment-Economy): “I am undecided because if it breaks down, there 

is no one to fix it, battery replacement is expensive, it will hurt my economy, but on the 

other hand, if I think I am not polluting, I am.” 

T21 (Non-Supporter - Economy): “There are not enough charging stations in Türkiye. “ If 

I want to drive a long distance, we will probably be stuck on the road. Also, the vehicles 

are costly compared to gasoline-powered vehicles, and I would not prefer a device that is 

so expensive and impractical to use.” 

Dimensions of pre-service primary teachers' decisions on biotechnological developments 

The dimensions of pre-service primary teachers' reasoned decisions about biotechnological 

developments SSI were identified and presented in Figure 8. 
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Figure 8. Dimensions of pre-service primary teachers' decisions on biotechnological developments 

When examining pre-service primary teachers' decisions about biotechnological 

developments (Table 2), it was found that 37.5% of the respondents supported biotechnological 

developments, 56% did not support them, and 6.5% were undecided. When these decisions are 

examined, the science dimension was the most effective reason for the pre-service teachers' decision 

to support teaching. It can be seen that the pre-service teachers who do not support the subject of 

biotechnology and are undecided consider the dimension of “Ethics/Morality.” 

The following are some examples of the reasoned decisions of pre-service primary teachers 

on biotechnology developments SSI. 

T8 (Non-Supporter-Environment): “I am against it because biotechnological developments 

harm living beings first and then the environment, and then solutions for this harm are 

created as if this is a good thing.” 

T10 (Supporter-Science): “I am in favor because science and technology will be 

indispensable for the next centuries. Thanks to these innovations, life can be extended.” 

T22 (Undecided-Sociology/Culture): “I am undecided because it is both useful and 

harmful. I think it disrupts the cultural structure; in that sense, it is harmful. However, it is 

also useful because it makes the superhuman.” 

T26 (Supporter-Science): “Biotechnological developments are useful. For example, gene 

therapy for cancer also effectively reduces genetic diseases, which is useful because it 

enables such scientific developments. Of course, there are disadvantages, but the 

advantages outweigh them.” 

Dimensions of pre-service primary teachers' decisions on GMOs 

The dimensions of reasoned decisions reported by the pre-service primary teachers on the 

GMO SSI form were identified and presented in Figure 9. 
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Figure 9. Dimensions of pre-service primary teachers' decisions on GMOs 

In examining pre-service primary teachers' decisions about GMOs (Table 2), it was found that 

28% of the respondents supported GMOs, 62% did not, and 10% were undecided. When the reasons 

for these decisions were examined, the “economics” dimension was the most effective reason for the 

supportive decisions, while the “Policy” dimension was influential in the pre-service teachers' 

decision-making. It can be seen that pre-service teachers who do not support the GMO issue give 

more consideration to the “Environment” dimension. On the other hand, undecided pre-service 

teachers considered the “Economy” dimension. 

Below are some examples of the reasoned choices of pre-service primary teachers for the 

scenario GMO SSI. 

T25 (Supporter-Economy): “Considering our country's economy, the economic 

contribution will be high in terms of money going abroad and money left over when we 

produce it.” 

T19 (Supporter-Policy): “I support GMO products; they should also be produced in our 

country. It will gain political power if we produce them ourselves instead of importing 

them from abroad.” 

T15 (Non-Supporter-Environment): “I do not support. Because I am a fan of natural life, 

and GMO products harm living things, and they damage the balance of nature...” 

T52 (Supporter-Economy): “I support GMOs when they are used in appropriate areas. In 

other words, their use in agriculture will benefit both employment and production. 

However, if GMO products are offered for sale, consumption should be left to society.” 

Dimensions of pre-service primary teachers' decisions on cloning 

The dimensions of reasoned decisions given by the pre-service primary teachers on the 

cloning form SSI were identified and presented in Figure 10. 
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Figure 10. Dimensions of pre-service primary teachers' decisions on cloning 

When examining pre-service primary teachers' decisions about cloning (Table 2), it was found 

that 29% were supportive of cloning, 58% were not, and 13% were undecided. Looking at the reasons 

for these decisions, it can be seen that the “science” dimension was effective in the pre-service 

teachers' decision-making with the highest reasons for the endorsement decisions. The pre-service 

teachers who do not support the issue of cloning and are undecided pay more attention to the 

“Ethics/Morality” dimension and then decide according to the “Sociology/Culture” dimension.  

Below are some examples of the reasoned decisions that pre-service primary teachers made 

regarding the cloning scenario SSI. 

T3 (Non-Supporter-Ethics/Morals): “I do not support it because I think it is negative. 

Instead of cloning plants, people should plant seeds. Instead of cloning endangered 

animals, they should protect them. Human cloning is unethical, and it is not appropriate 

for people to use cloned living beings for their interests. Because they are also a living 

being.” 

T18 (Supporter-Science): “I think the studies on cloning should be continued, and human 

cloning should also be carried out. From the point of view of the need for organ 

transplants and military needs, we should benefit from science.” 

T9 (Non-Supporter-Sociology/Culture): “I am not a supporter of cloning. There may be 

positive aspects, but I think the negative aspects outweigh the positive. In particular, 

human cloning may lead to the emergence of a slave class, and, the crime rate will 

increase.” 

T45 (Non-Supporter-Ethics/Morality): “I do not support cloning because it is morally and 

ethically inappropriate. Because it seems very cruel to me to kill another living being in 

order to save the life of another living being through an organ transplant.” 
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Discussion, Conclusion and Recommendations  

In this study, the decisions of pre-service primary teachers on various socioscientific issues 

were assessed on various dimensions based on the SEE-SEP model. In examining the decisions of 

pre-service primary teachers about different SSIs were examined, it was found that HEPP, mining, 

and electric vehicles were highly supported. GMOs, cloning, and industrial zoning were found to lack 

high support, and pre-service primary teachers were undecided on biotechnology. Similar to this 

study, studies conducted with Turkish pre-service teachers found that pre-service teachers are not 

against HEPPs and support the establishment of HEPPs (Bodur and Şenyuva, 2013, Öztürk and 

Yenilmez Türkoğlu, 2018, Yangın, Geçit and Delihasan, 2012). Atasoy (2018) found that pre-service 

teachers made more ecologically oriented arguments in their statements about HEPPs, and they 

wanted the continuity of HEPPs because they did not want to depend on foreign sources for energy. 

Aydın and Silik (2020) pointed out in their study that primary school teachers facilitate our lives and 

create the need for energy, considering factors such as the economy and environment. In different 

studies, it was found that Turkish pre-service teachers have negative attitudes towards GMOs (Öztürk 

and Yenilmez Türkoğlu, 2018; Kilinc and Sönmez 2012; Gürbüzoğlu and Yalmancı, 2016). In the 

study conducted by Kıvanç and Arı (2019), it was found that pre-service teachers have negative 

attitudes towards gene transfer studies that can be performed on humans and animals. Uysal, Cebesoy, 

and Karışan (2018) concluded that pre-service teachers' attitudes toward various SSIs such as gene 

transfer and cloning change in the context of the subject studied. However, biotechnology 

developments have recently been discussed more frequently in moral issues and technology. Genetic 

engineering has been associated with disrespect for human dignity and even accused of being moral 

and inhumane (Tauscher, 2015). The concern generated by this situation may have caused pre-service 

primary teachers to be undecided about biotechnology.  

With Türkiye's developing economic model, various SSIs are highlighted and frequently 

discussed in the media (the nuclear power plant under construction, the domestic electric vehicle 

project, the increasing demand for raw materials, etc.). Various media (TV, newspapers, social 

networks, popular science publications, etc.) publicly discuss SSIs in scientific findings, ethical and 

moral values, and various examples. Therefore, it can be assumed that the context of knowledge, 

values, and experiences has come to the forefront in the reasoned decisions of pre-service primary 

teachers because SSIs are frequently discussed in the media. This is because the media has an impact 

on various SSI by highlighting aspects such as the environment and society (Türköz and Öztürk, 

2020). It is ensured that individuals gain awareness of the socioscientific issues through popular 

media tools (newspaper, scientific journal, internet, etc.) and make decisions by understanding, 

interpreting, and critically evaluating it correctly (Öztürk and Erabdan, 2018). SSIs are inherently 

open, unresolved, contradictory, and dilemmatic topics. Because of these structures, individuals are 



Educational Policy Analysis and Strategic Research, V17, N4, 2022 

© 2022 INASED 

 

200 

evaluated in different ways of thinking (Levinson, 2006). Thomas and Durant (1987) argued that SSI 

serves as a context for acquiring scientific literacy. By structuring the process in terms of information, 

presenting evidence, and defending ideas for or against, an individual's ideas become effective and 

can change or diversify different people's opinions (Çınar, 2013). Thus, discussing SSI situations 

develops individuals' decision-making ability as citizens and prepares the ground for the decisions 

made to be the product of the common mind (Karakaya, 2015). In his study, Sadler (2009) stated that 

studies on SSI have motivational contexts for learning and provide ample evidence for reviewing 

learning activities. Dawson and Venville (2020) pointed the importance of SSI and emphasized that 

teachers should focus on teaching their students how to use evidence to justify decisions from the 

earliest grades. In this way, they argued, students would acquire fundamental skills that significantly 

increase their usefulness during school and life. Aldağ (2006), on the other hand, stated that the main 

point is not that students take different positions, but that they try to consider different ideas, evaluate 

them, and make decisions to solve the problem. Chang and Chiu (2008) stated that SSI -based 

scenarios organized gain importance in identifying the reasons behind students' decisions, ideas, and 

beliefs. In a related evaluation, these activities with pre-service primary teachers formed the basis for 

using SSI in a classroom context. The decisions made on different SSIs provided pre-service primary 

teachers with an experience and opportunity to evaluate real-life problems from different aspects and 

make decisions rather than looking at them from a single perspective.  

It was concluded that the pre-service primary teachers' decisions to support various SSI are 

mainly economic and scientific, while the environmental and ethical/moral dimensions mainly lead 

them to be unsupported and undecided. SSI has a multifaceted structure with moral, ethical, social, 

political, and economic characteristics. Sometimes they are problems that are difficult to get out of, 

difficult to decide, and cannot be solved alone. Christenson et al. (2012) discovered that values were 

the most frequently used support (67%) in SSI, while information was less frequently used (27%). 

Bossér (2018) found that the dilemma and complexities of SSI prepare individuals to engage in 

discussion and decision-making processes. Sadler and Zeidler (2004) found that students' ethical and 

moral thoughts influenced their reasoning skills in the SSI scenario they presented, but they found that 

students trusted the science faculty in decision-making. Thus, we can say that pre-service primary 

teachers have placed the information context at the forefront of their reasoned decisions. In addition, 

applications such as in vitro fertilization, cloning, the use of stem and embryo cells in 

biotechnological studies, the presence of contents in products derived from GMOs that are not 

consistent with the cultural, religious, and moral values of society, or the early diagnosis of genetic 

diseases and abortion by terminating the life of the embryo are practices in this field brings ethical 

debates. For this reason, it is only natural that the results obtained in biotechnological research 

influence and debate the ethical and moral values of society (Öztaş, Yel and Öztaş, 2005). At the 

same time, the fact that the majority of the country is Muslim and the SSIs being at the centre of 
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religious debates, have effectively contributed to reasoned decisions in the ethical and moral 

dimensions. Thus, we can say that pre-service primary teachers have placed the value context at the 

forefront of their reasoned decisions to disagree and be undecided. Topçu (2008) concluded that pre-

service teachers are influenced by personal experiences, social considerations, technology, and ethical 

and moral considerations when making decisions about SSI. Evren-Yapıcıoğlu and Kaptan (2018) 

concluded in their research that the decision about SSI is influenced by many factors, such as the 

individual's age, religious judgments, field knowledge, environment, and economic situation. Wu and 

Tsai (2007) concluded in their study that there is a relationship between the use of multiple modes of 

reasoning (socially oriented, economically oriented, environmentally oriented, and science or 

technology-oriented) and students' reasoning skills, thereby improving decision making in SSI and 

encouraging students to use more than one mode of reasoning. They suggested that perspective 

thinking should be encouraged. This research shows that pre-service primary teachers' SSI can view 

and justify their decisions differently. 

On the other hand, this research could enable pre-service primary teachers to make decisions 

by considering different dimensions in SSI to explain better and communicate the content dimension 

of the topic. Evaluating the professional position in the future has allowed students to evaluate events 

and facts from different aspects rather than transferring them from a single perspective. Since SSI 

inherently requires thinking about different views, aspects, dimensions, and disciplines, it should not 

be evaluated in a single perspective or dimension (Akkaş, 2018). This multifaceted decision-making 

structure provides meaningful learning opportunities. In this way, SSI has a positive effect on 

increasing students' motivation and attitude (Rahayu, Setyaningsih, Astarina, and Fathi, 2018). Ke, 

Sadler, Zangori, and Friedrichsen (2021) found that students like it not because it focuses on one 

subject but because they use SSI in non-science dimensions and engage in meaningful learning 

activities. Considering these factors, it is necessary to include SSI in teacher education and training to 

develop decision-making processes in teaching. Teachers are the ones who first introduce students to 

SSI in the Turkish education system. Opportunities can be created not only for science teachers and 

prospective teachers but also for pre-service primary teachers to engage in hands-on classroom 

activities supported by various methods and techniques related to SSI. Thus, a contribution can 

improve pre-service teachers' decision-making and discussion skills by allowing them to see and 

evaluate different perspectives and approach the topic holistically. 
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Abstract 

This research was undertaken to improve the science process skills (SPS) and science literacy (SL) of 

primary school pre-service teachers with different family backgrounds in terms of parental education. 

It was planned with a quasi-experimental design with pretests and posttests in the framework of 

quantitative research methodology. Eighty-four first-year students from the primary school education 

departments of two different public universities participated in this 14-week-long study conducted in 

the spring semester of 2021-2022. Classes were taught with a focus on SPS for the experimental 

groups and within the scope of a textbook developed for basic science education in primary school for 

the control groups. Data were collected by administering the SPS Test and SL Test. In the analysis of 

the data, descriptive statistics, ANOVA, and MANOVA were used. The results showed that SPS-

focused education processes significantly increased the SPS and SL of the pre-service teachers. 

Furthermore, prior to the implementation, participants in both experimental and control groups whose 

parents were had bachelor degree or high school diploma ranked higher in terms of SPS and SL. 

While the gap in SPS arising from parental education level was closed in the experimental groups as a 

result of the implementation, the advantage of having a bachelor degree parent continued for SL. 

These results are discussed in the context of primary school pre-service teachers regarding parental 

education levels, SPS, and SL.  
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Introduction  

Contemporary education systems must undertake strategic efforts to effectively improve the 

knowledge, skills, habits, and values required to prepare individuals to adapt to rapid economic, 

environmental, and social changes; to embrace occupations that are yet to exist and technologies that 

are yet to be invented; and to solve unexpected problems (Organization for Economic Co-operation 

and Development [OECD], 2018). A high-quality science education is one of the most prominent 

building blocks in preparing individuals for the future world (World Economic Forum [WEF], 2020; 

OECD, 2019; Trends in International Mathematics and Science Study [TIMSS], 2020). When schools 

provide science educations that are tailored to ensure that students gain the skills of the future, 

students become more involved in the educational process and develop as individuals who are well 

prepared for life, playing bigger roles in improving both themselves and the modern digital and 

globally connected world. In line with this, international education indicators shedding light on the 

status of national education around the world provide important findings. For example, evaluations of 

the Science Literacy (SL) of individuals via Programme for International Student Assessment (PISA) 

and TIMSS research are considered to be fundamental. Since the present research is focused on the 

topic of teacher education, the findings of a recent TIMSS (2020) report on this issue provide key 

background information for the research questions. According to these findings of TIMSS (2020), the 

success rates of fourth-grade students in science are directly related to elements such as the 

experience of the teacher, the use of science resources, the proficiency of the teacher in science 

education, and the use of experiments in teaching. Therefore, the development of the knowledge, 

skills, and experience of primary school teachers in science education is a serious topic to be 

addressed. Questioning is a central strategy in acquiring knowledge and skills in science education 

(National Research Council [NRC], 1996). In addition, questioning in science education requires the 

development of Science Process Skills (SPS) (Shahali et al., 2017). When we examine the Science 

Education Program proposed by the Turkish Ministry of National Education (MoNE), the 

development SPS in training science-literate individuals is regarded as a skill unique to this field 

(Turkish Ministry of National Education [MoNE], 2018). Conducting scientific research to address 

personal or social problems inside or outside of school is also accepted as an integral part of science 

education in many curricula (Wu & Wu, 2011).  

SPS include sensory skills such as curiosity, risk-taking, critical thinking, adapting to reality, 

and questioning (Yumusak, 2016), as well as cognitive skills such as researching, observing, asking 

questions, hypothesizing, anticipating, evaluating, classifying, and controlling variables (Meador, 

2003). Training students in SPS is important for making it easier for them to learn, supporting critical 

thinking skills, and increasing their competency in the scientific research process (Erkol & Ugulu, 
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2014). Therefore, researchers argue that when teachers focus on improving SPS through questioning-

based education, their attitudes toward science improve (Kim, 2007) and SL is achieved (Colvill & 

Pattie, 2002). In today’s world where pseudo-scientific and nonscientific claims are rapidly 

proliferating (Losh & Nzekwe, 2011), the necessity of being able to understand arguments correctly 

and access scientific information should not be ignored. All societies need science-literate individuals 

who can read and comprehend scientific information correctly regardless of whether they plan to 

pursue a career in science or not (Cansiz & Cansiz, 2019). Science-literate individuals can ask 

questions about things that interest them in their daily experiences and can identify the answers to 

those questions. Furthermore, they can read scientific articles in popular media publications and can 

express their opinions regarding the truth of such results (NRC, 1996). UNESCO has suggested nine 

ideas for substantial activities to conduct today that will improve the education of the future, one of 

which is ensuring SL within school curricula. It is now the right time to reflect on curricula while 

fighting against the rejection of scientific information and the spread of misinformation, especially in 

the context of the COVID-19 pandemic (UNESCO, 2020, p. 6).  

Since the 1980s, the development of SL in primary and middle schools has been put forward 

as a significant goal in many countries (National Academies of Sciences, Engineering, and Medicine, 

2016). It is necessary to establish the foundations of science education at earlier ages because the 

behaviors and skills of individuals are constructed in the primary school period and the perceptions 

that are shaped during these years affect their future lives and career choices (Özkan et al., 2017). In 

this regard, we should consider the importance of training individuals who understand scientific 

information correctly, value science, and possess SPS (Esen et al., 2022). Teachers, who have a major 

role in training science-literate individuals who understand the processes involved in accessing 

scientific information (Metin et al., 2020), should use SPS in educational environments in order to 

effectively teach scientific concepts and phenomena (Fugarasti et al., 2019). Researchers who 

emphasize the importance of SPS in helping students to learn science argue that students should adopt 

these skills as early as primary school (Kozcu-Çakır & Sarıkaya, 2010). Ambross et al. (2014) also 

revealed that the perceptions of teachers regarding SPS influence students. In addition, Kalkan et al. 

(2020) reported that science education based on research is positively related to the development of 

SL. As can be seen, teachers should improve their understandings, perceptions, and beliefs about 

science and should consider how those affect the learning processes of their students (Smith et al., 

2012). When the relevant literature is examined, there is very little research to date addressing the SL 

of pre-service teachers and their SPS or offering suggestions to improve them (Al Sultan et al., 2021; 

Huyuguzel & Cavas et al., 2013, Karamustafaoğlu et al., 2013). For all of these reasons, the present 

study is based on a recognition of the importance of training teachers to understand effective SPS and 

SL. It can be predicted that pre-service teachers who grasp the importance of SPS and SL will educate 

their students with the same consciousness and awareness.   
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It is also of interest to consider how pre-service teachers coming from different family 

backgrounds develop in terms of SPS and SL. Parental education level, for example, is known to 

affect the acquisition of correct information, appropriate skills, and success (Kaleli-Yilmaz & Hanci, 

2016; Monteiro et al., 2012; Ozdemir et al., 2022). The acquisition of conceptual scientific mistakes 

also changes according to parental education levels (Monteiro et al., 2012). Thus, the extent to which 

education provided for teachers based on scientific questioning is able to overcome any disadvantages 

arising from parental education levels is another important research question in this field. The 

construction of scientific knowledge is not independent of the environment and social world of an 

individual; it is a process in which individuals organize their experiential worlds (Deng et al., 2011). 

The present study, designed in light of the literature cited above, was conducted to explore 

SPS-centered teaching methods within the scope of a lesson on basic science education in primary 

school provided in primary school education departments. In this framework, the aim is to improve 

the SPS and SL of pre-service teachers from different family backgrounds in terms of parental 

education levels, help them gain experience and a new perspective of teacher training in science 

education for the future. In this context, research questions are determined as follows: 

1. Is there a significant difference between the experimental and control groups in terms of   

SPS? 

2. Is there a significant difference between the experimental and control groups in terms of 

SL? 

3. Is there a significant difference in terms of SPS and SL in the experimental and control 

groups according to the different parental education levels before the intervention? 

4. Is there a significant difference in terms of SPS and SL in the experimental and control 

groups according to the different parental education levels after the intervention? 

Method  

Research Model 

This research was designed as a quasi-experimental study with pre-tests and post-tests in the 

framework of quantitative research methodology. In pretest-posttest designs with control groups, 

there are two groups called experimental and control groups created by random assignment, and 

pretest and posttest measurements are conducted for these groups (Karasar, 2012). Experimental 

designs aim to identify the cause-and-effect relationships between variables (Büyüköztürk, 2001). 

Creswel (2003) drew attention to the importance of random assignment of study participants into 

experimental and control groups in quasi-experimental research conducted with the implementation of 

pretests and posttests for experimental and control groups. In this regard, two experimental groups 
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and two control groups were selected from four primary school teacher education classes in two 

different public universities. Classes were taught with a focus on SPS for the experimental groups and 

within the scope of a textbook developed for basic science education in primary school for the control 

groups for 14 weeks.  

Participants 

The research involved first-year students in the departments of primary education of two 

different public universities. From these faculties, selected with the convenience sampling method, 

two experimental groups and two control groups were randomly designated. There were 41 pre-

service teachers in the experimental groups and 43 pre-service teachers in the control groups. 

Demographic information about the experimental and control groups is given in Table 1.  

Table 1. Demographic information about the participants 

 

As seen in Table 1, 53.6% of the students participating in the study were female and 46.5% 

were male. The distribution of students in terms of gender was balanced. The distribution of students 

in terms of levels of parental education in the experimental and control groups was also balanced. The 

education levels of fathers compared to mothers, especially in terms of bachelor degree, were higher 

for students in both experimental and control groups.    

Data Collection Tools 

In this section, information regarding the measurement tools used for the research questions is 

provided. 

Science Process Skills Test  

Within the scope of this research, the Science Process Skills Test (SPST), which was 

developed by Karslı and Ayas (2013) and the validity and reliability of which have been confirmed, 

was used for the evaluation of the SPS of the participating pre-service teachers. The test was called 



Educational Policy Analysis and Strategic Research, V17, N4, 2022 

© 2022 INASED 

 

214 

BİSBET by Karslı and Ayas (2013). The test consists of 27 multiple-choice questions and 11 open-

ended questions. According to the validity, reliability, and item analysis results, this test can be used 

for the evaluation of the SPS of pre-service teachers and its validity and reliability are assured. The 

Cronbach alpha coefficient, which is evidence of the internal consistency of a measurement scale, is 

0.78 for the multiple-choice questions (Karslı & Ayas, 2013). The multiple-choice questions of the 

SPST were prepared based on subjects and concepts from the basic sciences education in primary 

school lesson for first-year students in departments of primary education. The questions evaluate 

skills of observation, measuring, classifying, anticipation, identifying, changing and checking 

variables, hypothesizing, interpreting data, inference, and conducting-designing experiments. Correct 

answers in the multiple-choice section receive 1 point and all other answers receive 0 points. While 

the highest score a student can get from this test is 27, the lowest is 0. According to the data gathered 

from the pretest conducted with the participation of 84 students, the Cronbach alpha value for the 

internal consistency coefficient of the 27-question multiple-choice section was found to be 0.74. 

Within the scope of this research, multiple-choice questions from the SPST item pool were used. The 

Cronbach alpha value of the multiple-choice questions for this study is 0.72. 

Science Literacy Test 

In the evaluation of the SL of the teachers, the Turkish Society Science Literacy Test, 

developed by Karataş et al. (2019) within the scope of a TÜBİTAK project, was used. This scale, 

created using the Delphi technique to develop an appropriate scale in light of the opinions of experts 

and in line with the definition of literacy in the 21st century, aims to identify the SL of citizens of 

Turkey aged 18-65 years (Karataş et al., 2019). The test consists of 36 questions. Participants receive 

1 point for every correct answer and 0 points for all other answers. According to the data gathered 

from the pretest conducted with the participation of 84 students, the Cronbach alpha value for the 

internal consistency coefficient of the Science Literacy Test (SLT) was found to be 0.80. 

Data Analysis  

In the analysis of the data gathered from the research, the possibility of a difference in the 

post-test scores for the SPST and SLT according to the independent variable of study group 

(experimental/control) was examined with one-way MANOVA. MANOVA is a powerful 

multivariable statistical approach used in experimental and scanning-based research studies 

(Büyüköztürk, 2007, p. 138). While the number of dependent variables is two or more, there is one 

independent variable in one-way MANOVA and two independent variables in two-way MANOVA. 

With the use of a new dependent variable from the best linear combinations of dependent variables, 

MANOVA, as multivariable variance analysis, enables the examination of differences that might arise 

for that variable from independent variables (Alpar, 2003). Türkmen (2008) explained that there is 

always a comparison in research that can be analyzed by ANOVA with one single independent 
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variable, but MANOVA allows for the variance analysis of more than one dependent variable with the 

same independent variables, and, as a result, findings can be shown in a single table without 

redundant repetitions. In terms of parental education levels, ANOVA was used in the analysis of the 

SPST and ST results of the experimental and control groups.  

Research Process 

This research was conducted with first-year students in a lesson on basic science education in 

primary school education, which is a compulsory lesson in the undergraduate program. This lesson 

meets for 3 hours each week and addresses basic subjects and concepts as determined by the Council 

of Higher Education (CoHE-YÖK) for the undergraduate program for primary education. The units, 

subject areas, and learning goals determined for the third and fourth grades by the MoNE Sciences 

Curriculum were also determining factors in creating the lesson content. While developing the lesson, 

the frameworks provided by CoHE and the MoNE sciences curriculum (2018) were integrated in 

terms of subjects and goals. During two lesson hours in the first week of the 14-week-long education 

period, pre-service teachers received training that addressed the following questions: What are SPS? 

Why are they important? Where does Turkey rank in terms of SPS and SL according to national and 

international education indicators? What are the features and dynamics of the MoNE sciences 

curriculum? What is the role of SPS in that curriculum? Why is it important to improve SPS in 

primary school?  For one lesson hour, a practice sheet was given to the pre-service teachers by the 

researchers and an evaluation was conducted with one example activity (“Why Does an Astronaut 

Jump on the Moon?”). While conducting SPS-focused education, topics such as understanding nature 

of science, establishing a relationship between the real world and science, and improving SL were 

fundamental. The adaptability of the activities to the third and fourth grades was also considered. 

Thus, we aimed to lay a foundation for science education for pre-service teachers. In the first three 

weeks of this implementation, the research questions and hypotheses related to the activities were 

provided by the researchers. After the education was provided in the following weeks, the materials, 

concepts to be used, and names of the activities were given and responsibilities such as creating 

research questions and hypothesizing were given to the pre-service teachers. The researchers directed 

the pre-service teachers with guiding questions and prepared work sheets for every activity. Outside 

of the classroom, the pre-service teachers also used work sheets to prepare for the next lesson within 

the scope of the assigned activities. Since some processes such as observation, data collection, and 

data recording were time-consuming for some activities, these processes continued outside of lesson 

hours. Five minutes were also given to the pre-service teachers at the end of lessons to share 

information about SPS regarding the activities and their experiences. The activities completed in this 

14-week-long educational plan are listed in Table 2. 
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Table 2. Weekly Activity Plans in the Science Process Skills-Focused Educational Period 

Name of Activity Content Skills To Be Improved 

A Journey to the 

Micro World: Why 

Should We Wash 

Our Hands? 

This activity aims to raise awareness about why we 

should wash our hands with soap and water and the 

importance of hygiene rules. Materials: 3 slices of 

bread, 3 fridge storage bags, and 1 permanent ink 

marker.  

Research questions: Why did the bread become 

moldy? Why are the mold densities on the bread 

different? What is mold? 

Hypothesizing, identifying, 

and changing variables, 

experimenting, observation, 

data collection, recording data, 

creating graphs, making 

inferences, and drawing a 

conclusion. 

Floating Like 

Olive Oil on 

Water:  

A Density Story 

The mass of a unit volume of a material substance is 

called density. Density is a feature that separates a 

material from others and is unique to every material. 

It is different from mass and volume but not 

independent. We are familiar with the term density in 

our day-to-day lives, such as the mass difference 

while making butter by separating solids from the 

milk, in jewelry, or in the shipping sector. Our 

ancestors created a beautiful metaphor by adapting 

this observation to human characteristics: floating like 

olive oil on water! 

Materials: Olive oil, water, rock, coin, plastic bottle 

lid, milk, corn syrup, honey, beads, corn kernel, lamp 

oil, and glass bottle or jar. 

Research question: What kind of a ranking occurs by 

adding these materials one by one? 

Hypothesizing, identifying, 

and changing variables, 

experimenting, observation, 

data collection, recording data, 

creating graphs, making 

inferences, and drawing a 

conclusion. 

Which One Goes 

Farther? 

 

This activity aims to reveal the effects of frictional 

force on movement on different surfaces. Materials: A 

toy car, an inclined ramp, sand, a timer, and a ruler. 

Research questions: Does frictional force make the 

movement of an object more difficult?  How does the 

frictional force affect the movement of an object? 

Hypothesizing, identifying 

and changing variables, 

experimenting, observation, 

data collection, recording data, 

creating graphs, making 

inferences, and drawing a 

conclusion. 

Forces We Cannot 

See:  

Water Resistance 

The frictional force in water that hinders the 

movement of objects is called water resistance. Just 

like air resistance, water creates a resistance against 

the way an object moves. Water resistance also 

requires contact, just like resistance on solid surfaces. 

With this activity, the aim is to observe the effect of 

water resistance on movement.  

Materials: 2 identical erasers, 2 water bottles of 1.5 L, 

water, timer. 

Research question: Do the erasers go the same 

distance in water and air environments? 

Hypothesizing, identifying 

and changing variables, 

experimenting, observation, 

data collection, recording data, 

creating graphs, making 

inferences, and drawing a 

conclusion. 
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How Does a 

Balloon Inflate? 

An Acid-Base 

Reaction 

Acids and bases are important components in many 

things we use on a daily basis. For example, many 

foods such as lemons, strawberries, grapes, and yogurt 

have different acids.  On the other hand, many 

cleaning products such as soap and detergent are 

basic. Acids and bases have unique features.  

This activity aims to draw attention to being careful 

when using chemical reactions and chemical 

materials, and to observe acid-base reactions and their 

results in daily life.  

Materials: Glass bottle, vinegar, 2 tablespoons of 

baking soda, 1 funnel, 1 balloon, and 1 rubber 

band/tape. 

Research questions: Is the vinegar-baking soda 

reaction an acid-base reaction?  

Which of our observations is proof for the vinegar-

baking soda reaction?   

How could the balloon on the lid of the glass inflate 

without someone blowing into it? 

Hypothesizing, identifying, 

and changing variables, 

experimenting, observation, 

data collection, recording data, 

creating graphs, making 

inferences, and drawing a 

conclusion. 

A Balloon Moving 

the Ship: Static 

Electricity 

Static electricity is a positive or negative charge that a 

material or an object has. It can be found in nature on 

its own and can also result from certain interactions. 

Static electricity can be seen on metals frequently and 

is generally short-lived. However, static electricity 

occurring on nonconductor materials can last a long 

time. Static electricity occurs when two materials, the 

same or not, and conducting or nonconducting, come 

in contact with one another and then separate. 

Sometimes static electricity might occur with friction 

processes, as well. For example, when you take your 

hat off, your hair floats and makes crackling sounds. 

Moreover, if you do this at night, you can even see 

sparks from your head. This activity aims to create 

electricity with friction and observe the effects of 

static electricity. 

Materials: Balloon, woolen cardigan and our hair, 

paper ship, a bucket, and water.  

Research questions: How can we charge the balloon 

with electricity?  

What charges do our hair and balloon have?  

How can we explain the force that moves the ship 

with the balloon? 

Hypothesizing, identifying 

and changing variables, 

experimenting, observation, 

data collection, recording data, 

creating graphs, making 

inferences, and drawing a 

conclusion. 

Ringing Fork and 

Dancing Black 

Pepper Flakes: 

Sound Vibrations 

and Measuring 

Sound Volume 

(TÜBİTAK, 2020) 

 

 

These activities aim to show the role of sound 

vibrations in hearing, the relationship between sound 

vibrations and sound volume, and how different 

sounds can be created by different vibrations. All 

sounds consist of vibrations in the air. When these  

vibrations reach our ears, our eardrums vibrate. This 

is what enables us to hear.  

1- Materials for the Ringing Fork: a fork, knitting 

yarn, and a desk. 

Hypothesizing, identifying 

and changing variables, 

experimenting, observation, 

data collection, recording data, 

creating graphs, making 

inferences, and drawing a 

conclusion. 
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High-pitched and 

Low-pitched 

Sounds: Let’s 

Make a Guitar 

(TÜBİTAK, 2020) 

2- Materials for Measuring Sound Volume: a large 

glass bowl, plastic wrap, black pepper flakes, and 

speakers. 

3- Materials for High-pitched and Low-Pitched 

Sounds: Rubber bands of different sizes and 

thicknesses and, a shoe box  

Research questions: What is the relationship between 

the ringing sounds occurring due to hitting the fork on 

the desk with different levels of force?  

What is the relationship between the sound coming 

from the speakers and the movement of the black 

pepper flakes? Are the sounds coming from rubber 

bands of different thicknesses and sizes different?  

Weather 

Observation: Wind 

Spinner, 

Pluviometer, and 

Measuring Air 

Pressure 

(TÜBİTAK, 2020) 

Weather forecasters record changes in the weather to 

forecast what the weather will be like using different 

methods. We will record the way the wind is blowing 

by making a wind spinner. We will also measure the 

precipitation with a pluviometer that we design and 

the air pressure with an air pressure gauge. 

Materials: Eraser-tipped pencil, glass, play dough, 

colorful cardboard, and a compass. Materials for 

Pluviometer: A large plastic bottle, scissors, a ruler, 

and soil. 

Materials for Air Pressure Gauge: Balloon, rubber 

band, a jar, and a straw.   

Research questions: From which direction does the 

wind blow on which days (create a table)?  

What would be the forecast of a meteorologist 

according to the table?  

Why is it important to measure and record 

precipitation? How did the precipitation change over 

the weeks?  

How could we evaluate the air pressure according to 

the length of a straw? 

Hypothesizing, identifying 

and changing variables, 

experimenting, observation, 

data collection, recording data, 

creating graphs, making 

inferences, and drawing a 

conclusion. 

 

 

 

 

 

 

 

 

 

Family Ties: Can 

We See Our DNA? 

(TÜBİTAK, 2020) 

All living beings consist of cells, and every cell has 

genes that come from DNA, which is a chemical 

compound. Genes carry information that distinguishes 

every living being from all others. This activity aims 

to explore our DNA and see what features are 

inherited from our families. 

Materials for Exploring the DNA: Alcohol, onion, 

dishwashing soap, salt, water, and a jar. Materials for 

Creating a Family Tree: Railroad board and pictures 

of family members from grandparents to siblings.  

Research questions: What is the role of DNA in 

isolating the salt and dishwashing soap?  

What are the physical features determined by DNA?  

Whose features did you inherit in your family?  

What is the role of DNA in inheritance? How is it 

inherited? 

Hypothesizing, identifying 

and changing variables, 

experimenting, observation, 

data collection, recording data, 

creating graphs, making 

inferences, and drawing a 

conclusion. 
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In the control groups, a textbook included in the basic science lesson in primary school was 

used. The lessons were carried out according to the theoretical and practical content in the textbook. 

The pre-tests and post-tests and lesson contents within the scope of the research were planned and 

implemented by the same instructor. 

Findings 

In this section we address the findings results of the statistical analysis performed to compare 

the experimental and control groups before and after the implementation and the assumptions 

regarding the analysis used in the research. 

Findings on Differences Between Experimental and Control Groups Before the 

Implementation  

The pretest results of the Science Process Skills Test and Science Literacy Test were 

examined to determine any differences between the pre-service teachers in the experimental and 

control groups prior to the implementation. Data were subjected to normality tests to identify whether 

pretest scores conformed to normal distribution or not. Examining the values of the experimental and 

control group students' Scientific Process Skills Pre-test averages on the assumption of normality 

were examined, the Kolmogorov-Smirnov Coefficient of the experimental group (0.20) and the 

Kolmogorov-Smirnov Coefficient (0.20) of the control group were higher than the 0.05 significance 

value. Examining the values of the Scientific Literacy Pre-test averages on the assumption of 

normality were examined, the Kolmogorov-Smirnov Coefficient of the experimental group (0.16) and 

the Kolmogorov-Smirnov Coefficient (0.20) of the control group were higher than the 0.05 

significance value. According to the results, the data are in accordance with the normal distribution. 

After providing the assumption of normality, the results of the ANOVA performed to determine the 

equivalence of the pre-test averages are presented in Table 3. 

Table 3. ANOVA Results for Pretest Results of Experimental and Control Groups 

Test Source of Variance Sum of 

Squares 

df Mean 

Squares 

F p 

 

Science Process 

Skills Test 

Between Groups 0.085 1 0.085   

Within Group 605.869 82 14.166 0.006 0.951* 

Total 605.954 83    

 

Scientific 

Literacy Test 

Between Groups 2.304 1 2.304   

Within Group 327.659 82 4.544 0.507 0.739* 

Total 329.963 83    

*p˃0.05 

When Table 3 is examined, it is seen that there was no significant difference between the 

experimental and control groups for Science Process Skills Pretest scores (F (1.83) = 0.006, p>0.05) 

and Scientific Literacy Pretest total scores (F (1, 83) = 0.507, p˃0.05). There was no significant 
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difference between the pretest scores of the students who participated in this study. Thus, we can say 

that the experimental and control groups were equivalent in terms of pretests.  

Findings for the First and Second Research Questions 

The effects of the SPS-focused education implementation on the SPS and SL of pre-service 

teachers were tested with one-way MANOVA for the first and second research questions. To avoid 

any type I errors, the first and second questions were merged and addressed together. The necessary 

statistical assumptions were tested to conduct one-way MANOVA for one independent variable 

(education method) and two dependent variables. Box’s M test was conducted to examine the 

distribution of the covariance matrixes. Test results showed that MANOVA could be conducted, and 

the covariance matrixes of the dependent variables were equally distributed (Box’s M=24.845, 

p>0.05). Thus, the assumption of the equal distribution of the covariance matrixes, which is one of the 

basic assumptions of multivariate analysis, was met. The Levene’s test results regarding the 

homogeneity of the variances are provided in Table 4. 

Table 4. Levene’s Test Results Regarding Homogeneity of Variances 

Dependent Variable  sd1/sd2 F p 

Science Process Skills 1/78 3.056 0.367 

Science Literacy 1/78 0.407 0.649 

*p>0.05 

Examining the values in Table 4, it can be seen that the values of the Levene F test, regarding 

the assumption of whether variances are equal or not for every dependent variable, were higher than 

the limit value of 0.05. This shows that there was not a significant difference between the groups in 

the distribution of the error variances of the dependent variables for the identification of error 

variances; the variances are homogeneous. 

In the collective analysis of the first and second research questions, whether there was a 

difference for the independent variable of group (experimental/control) in Science Process Skills Test 

posttest average scores and Science Literacy Test posttest average scores was examined with one-way 

MANOVA. The MANOVA results for the first and second questions are provided together in Table 

5. 

Table 5. MANOVA Results of the Science Process Skills Test and Science Literacy Test Scores of 

the Experimental and Control Groups 

Test  Group  n  x̄  SD  df  F  p  

Science Process Skills Test Experimental 41 19.05 2.04 1-82 102.78  0.000  

Control 43 10.80 2.64    

Science Literacy Test Experimental 41 29.08 5.28 1-82 116.52  0.000  

Control 43 12.60 5.96    
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As seen in Table 5, the posttest mean scores of the Science Process Skills Test (Wilks’ λ= 

0.001, F(1, 82)=102.78, p˂0.05) and posttest mean scores of the Science Literacy Test (Wilks λ= 

0.001, F(1, 82) = 116.52, p˂0.05) significantly differed according to whether the pre-service teachers 

were in the experimental groups or the control groups. In other words, pre-service teachers in the 

experimental groups achieved higher scores for SPS and SL compared to the control groups. 

Furthermore, to determine the effect size of the independent variable of group, the eta-squared (η2) 

value was considered. The obtained eta-squared value was interpreted in accordance with the d index 

proposed by Cohen (1988), which is one of the effect size indexes. Cohen (1988) determined certain 

thresholds for the interpretation of η2 value (small at η2 =0.01, medium at η2 =0.06, and large η2 

=0.14). When the eta-squared value obtained in this study in terms of the variable of group is 

considered (η2=0.068), it is seen that being in the experimental group had a medium effect on the SPS 

and SL of these pre-service teachers. 

Findings for the Third and Fourth Research Questions 

For the third research question of this study, the SPS and SL of the pre-service teachers in the 

experimental and control groups were examined in terms of parental education. Descriptive data are 

presented first in Table 6.  

Table 6. Descriptive Data for Pretest and Posttest Results of SPS and SL of Pre-service Teachers in 

Terms of Parental Education  

Tests SPS Pretest SPS Posttest SL Pretest SL Posttest 

Groups Parental Education x̄ SD x̄ SD x̄ SD x̄ SD 

E
x

p
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im
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ta
l 

M
o
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er

’
s 

E
d

u
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o

n
a

l 
L
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Primary 

School(n=21) 

3.18 2.68 18.83 2.21 5.36 3.81 28.23 1.81 

Middle School (n=7) 4.74 1.94 19.62 1.89 5.45 3.01 29.10 3.25 

High School (n=10) 6.96 3.12 19.88 2.87 7.75 2.96 30.27 1.96 

Bachelor (n=3) 10.17 2.15 19.14 2.27 10.15 2.48 34.88 1.24 

F
at

h
er

’
s 

E
d

u
ca

ti
o

n
a

l 
L
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Primary 

School(n=22) 

2.87 1.21 18.22 3.42 4.55 2.95 28.91 1.95 

Middle School (n=8)  5.06 3.20 19.82 2.56 6.70 2.86 28.20 2.49 

High School (n=10) 7.62 2.75 19.64 2.47 6.92 3.79 29.97 1.69 

Bachelor (n=4) 10.28 3.23 19.84 3.53 11.46 2.91 34.64 1.77 

C
o
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u
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L
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Primary 

School(n=21) 

3.23 1.68 8.17 3.21 5.35 2.31 10.23 2.92 

Middle School (n=7) 4.53 1.94 10.92 2.19 6.01 1.52 10.67 3.12 

High School (n=10) 5.76 2.12 10.23 2.44 7.28 2.26 10.34 2.32 

Bachelor (n=3) 8.03 1.95 13.48 3.29 11.85 1.68 12.98 3.02 

F
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E
d

u
ca

ti
o
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l 
L
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Primary 

School(n=22) 

2.90 1.78 8.43 1.99 4.79 2.29 9.88 2.22 

Middle School (n=8)  5.13 2.60 10.78 2.16 5.59 1.89 10.29 3.09 

High School (n=10) 6.95 2.17 10.53 2.47 6.12 3.79 10.76 2.42 

Bachelor (n=4) 9.98 2.89 13.65 3.59 12.14 2.95 13.25 3.02 

 

Examining Table 6, we can say that the mean pretest scores are similar between the 

experimental and control groups in terms of parental education. The ANOVA results for the SPS and 
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SL scores of the pre-service teachers in terms of parental education are given in Table 7 for the 

experimental groups. 

Table 7. ANOVA Results of SPS and SL Pretests and Posttests of Pre-service Teachers in the 

Experimental Group According to Parental Education 

                                                            Pretests Posttests 
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SPS 

Test 

Between 

Groups 

1260.66 3 

80 

83 

 

420.22   1-2 

1-3 

1-4 

429.34 3 

80 

83 

143.11 1.43 .26 

Within 

Group 

13283.56 79.43 5.29 .00 18363.92 100.07   

Total 14544.22    18793.26    

SL 

Test 

Between 

Groups 

918.40 3 

80 

83 

306.13   1-3 

2-4 

3-4 

1140.26  

3 

80 

83 

380.08   

Within 

Group 

16854.65 91.65 3.34 .01 18001.23 189.09 2.01 .00 

Total 17773.03    19342.09    
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SPS 

Test 

Between 
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 3 

80 

83 

279.32   1-2 

1-3 

1-4 

332.81 3 

80 

83 

110.93 1.30 .26 

Within 

Group 

16828.76 58.31 4.97 .00 16078.56 85.33   

Total 17666.74    16411.37    

SL 

Test 

Between 

Groups 

798.40 3 

80 

83 

266.13    

1-3 

2-4 

3-4 

1340.86 1.  

2. 3 

3. 8

0 

4. 8

3 

446.95   

Within 

Group 

15888.25 89.00 2.99 .01 18001.23 89.21 5.01 .00 

Total 16686.65    19342.09    

* 1= Primary School Diploma, 2 = Middle School Diploma, 3= High School Diploma, 4 = Bachelor Degree 

For both SPS and SL, pre-service teachers with mothers who were primary school graduates 

scored much lower on the pretests compared to those with mothers who had completed middle school, 

high school, or university according to the results of the Tukey test conducted to identify the groups 

between which differences arose in terms of the mother’s educational background. When the SPS 

posttest results of the experimental groups [F(3, 80)=1.43, p<0.05] are examined according to the 

mother’s educational background, however, no significant difference is seen. Thus, we can say that 

the gap in the SPS of the experimental groups in terms of the mother’s educational background was 

closed by the education that was provided. Similarly, the SL posttest results of the experimental 

groups [F(3, 80)=2.01, p<0.05] did not differ significantly in terms of the mother’s educational 

background. The Tukey test was conducted to identify the groups between which differences arose in 

terms of the mother’s educational background for SL posttest results, with the result being in favor of 

participants whose mothers were bachelor degree. In other words, after the education was provided, 

the differences in SL arising from the mother’s educational background continued.  

When Table 7 is examined according to the father’s educational background, the pretest 

results for the SPS [F(3, 80)=4.97, p<0.05] and SL [F(3, 80)=2.99, p<0.05] of the pre-service teachers 

in the experimental group are seen to reflect a significant difference. For both SPS and SL, pre-service 
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teachers with fathers who were bachelor degrees scored much higher in both pretests compared to 

participants with fathers who had completed primary school, middle school, or high school according 

to the results of the Tukey test, which was conducted to identify the groups between which 

differences arose in terms of the father’s educational background. When SPS posttests were 

considered for the experimental groups in light of the father’s educational background [F(3, 80)=1.30, 

p<0.05], there were no significant differences. Thus, we can say that the pretest difference in the SPS 

of the experimental group based on the father’s educational background disappeared after the 

implementation. The SL posttest results [F(3, 80)=5.01, p<0.05] of the pre-service teachers did not 

differ significantly in terms of the father’s educational background. In other words, the differences in 

SL arising from the father’s educational background after the educational process continued. We can 

accordingly say that the father’s education levels increased the pretest scores of the experimental 

group, as well as subsequent scores for SPS and SL. In terms of posttests, in spite of no overall 

difference in the posttest scores for the experimental group regarding parental education, a specific 

difference continued in favor of those with parents who were bachelor degree regarding SL. This 

difference existed only for participants with parents who were bachelor degree. There was no 

significant difference between the SPS and SLT posttest scores of pre-service teachers who had 

parents with primary school, middle school, or high school diploma. The ANOVA results for SPS and 

SL pretest scores of participants in the control groups according to parental education are provided in 

Table 8. 

Table 8. ANOVA Results of SPS and SL Tests for Pretest and Posttests of Pre-service Teachers in the 

Control Group According to Parental Education 

                                                            Pretests Posttests 

G
ro

u
p
 

E
d
u

ca
ti

o
n
 

T
es

t 

S
o

u
rc

e 
o

f 
 

V
ar

ia
n

ce
  

KT df KO F p Tukey 

 

KT df KO F p 

  
  
  

  
  
  

  
  
  

  
  
  

  
  
  

  
  
  

  
  
  

 C
O

N
T

R
O

L
  

  
  
  

  
  
  

  
  
  

  
  
  

  
  
  

  
  
  

 

   
  

       E
x
p

er
im

en
t 

 

  
M

o
th

er
's

 E
d

u
ca

ti
o

n
al

 L
ev

el
 

 

SPS 

Test 

Between 

Groups 

  1089.23 3 

80 

83 

 

363.07      1-2 
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442.79   
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14253.86 90.76 4.83 .00 18499.27 103.69 4.27 .01 

Total 15343.09    19827.66    

SL 
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83 

609,42   1-3 

2-4 

3-4 

1253.20   

3 
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83 

417.73   
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13874.45 161.22 3.78 .00 16387.22    

119.01 

3.51 .00 

Total 15702.71    17640.42    
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SL 

Test 

Between 

Groups 

2098.40 3 

80 

83 

699.46    

1-3 

2-4 

3-4 

1140.46   

3 

80 

83 

380.15   

Within 

Group 

15888.25      
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3.96 

.01 17441.73    

116.25 

3.27 .00 

Total 16686.65    18582.19    

* 1= Primary School Diploma, 2 = Middle School Diploma, 3= High School Diploma, 4 = Bachelor Degree 
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When Table 8 is examined, the pretest scores for SPS [F(3, 80)=4.83, p<0.05] and SL [F(3, 

80)=3.78, p<0.05] of the pre-service teachers showed significant differences in terms of the mother’s 

educational background. In both cases, the pre-service teachers with mothers who were primary 

school graduates had a lower mean score from the pretests compared to the other groups according to 

the results of the Tukey test conducted to identify the groups between which differences arose 

regarding the mother’s educational background. Examining the SPS [F(3, 80) =4.27, p<0.05] and SL 

[F(3, 80)=3.51, p<0.05] posttest scores according to the mother’s educational background, we see a 

significant difference. From this point of view, the differences in success for both SPS and SL as 

reflected by posttests according to the mother’s educational background continued for the 

experimental group. The results of the Tukey test conducted to identify the groups between which 

differences arose showed an advantage in terms of the mother’s educational background for the 

control group in posttests favoring bachelor degree mothers. 

When Table 10 is examined according to the father’s educational background, the SPS [F(3, 

80)=4.33, p<0.05], and SL [F(3, 80)=3.96, p<0.05] pretest scores of the pre-service teachers in the 

control groups are seen to have created a significant difference. In both cases, pre-service teachers 

with fathers who were bachelor degree scored higher than pre-service teachers with fathers who were 

high school, middle school, and primary school graduates according to the results of the Tukey test 

conducted to identify the groups between which differences arose in terms of the father’s educational 

background. When the SPS [F(3, 80)=4.11, p<0.05], and SL [F(3, 80)=3.27, p<0.05] posttest scores 

of the pre-service teachers in the control group are examined according to the father’s educational 

background, a significant difference is seen. The differences arising from the father’s educational 

background for the mean scores of the control group continued for both SPS and SL. In contrast to the 

pretests, this difference exists in favor of participants whose parents were bachelor degree.  

Discussion 

The results of the analysis conducted for the first research question showed that the SPS of the 

pre-service teachers in the experimental groups significantly improved compared to the control groups 

after SPS-focused education. Shalia et al. (2017) showed that, during teacher training sessions, 

importance should be attached to both the conceptual and the operational dimensions of SPS. Both the 

research results and the functional implementations of the SPS activities addressed throughout this 

study support this finding. In their research, Molefe and Aubin (2021) evaluated the opinions of pre-

service teachers regarding SPS through freshwater activities and gradual science processes. They 

concluded that the pre-service teachers were associating SPS with hypothesizing but having 

difficulties in observations, drawing conclusions, and making inferences. However, in this research, 

an educational approach with theoretical and practical implementations related to SPS was designed 

for the first week of the class, with the aim of avoiding the limitations encountered by Molefe and 
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Aubin, and a platform was created for the pre-service teachers to discuss their activities. 

Subsequently, responsibilities were largely transferred to the pre-service teachers, giving them an 

opportunity to use different SPS. Within this scope, the results also revealed the development of pre-

service teachers regarding skills measured by the test of SPS. In the literature we can find other 

studies addressing the development of SPS using experiments conducted in inverted classes 

(Cakiroglu et al. 2020), contemporary education methods, and technologies applied in inverted classes 

(Artun et al., 2020; Ozkul & Ozden, 2020). However, studies addressing SPS-focused education are 

still very limited. The present study is accordingly a pioneer in the field in terms of discussing both 

conceptual and operational dimensions of SPS and enabling pre-service teachers to acquire 

knowledge and skills on the basis of scientific questioning and research in their first year of an 

undergraduate program. When we consider that all kinds of information, skills, and behaviors are 

acquired at early ages (Özkan et al., 2017), it is necessary to improve the SPS of pre-service teachers 

and to encourage them to improve those skills over time.  

When we examine the results from the analysis performed for the next research question, it is 

seen that SPS-focused education practices significantly improved the SL of the pre-service teachers in 

the experimental groups compared to the control groups. As Kalkan et al. (2020) stated, there are 

many factors affecting the improvement of SL. However, this study clearly reveals that practices that 

aim for the improvement of SPS also improve SL. On top of that, as stated in many studies in the 

literature, the SL of pre-service teachers is generally satisfying (Huyuguzel Cavas et al., 2013; 

Karamustafaoğlu et al., 2013). Therefore, implementations within the scope of the present research 

are essential in terms of improving and shaping the SL of pre-service teachers. In terms of improving 

SL, there are also studies that address argumentation methods that focus on critical thinking instead of 

reading scientific information (Deng et al., 2011) or addressing the understanding of the nature of 

science (Al Sultan et al., 2021). What is common between our research and these previous studies is 

that the implementations were based on scientific questioning and research. Deviating from the 

framework of scientific questioning and research can cause changes that affect the future of 

individuals and societies and also daily life. Turgut (2011) highlighted how wrong and inappropriate 

perceptions can lead to the integration of nonscientific and false information in scientific fields and 

their popularization. In fact, the importance of SL on a societal level became more apparent during the 

COVID-19 pandemic, when extremely unscientific claims lacking scientific methodologies and 

proofs were publicly considered against correct information (Buarque, 2022; Teovanović et al., 2021). 

A science- literate individual who is exposed to faulty evaluations of science based on passive 

information from books, television, social media, or web sites (Irwin et al., 2016) will be much more 

careful about adopting information without scientific proof. Therefore, it is obvious that there is a 

need for implementation-based research that prioritizes the SL of teachers who will train science-
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literate individuals for the society of the future. In this regard, the present research has made a 

contribution to the field. 

The third and fourth research questions of the present study focused on the improvement of 

the SPS and SL of pre-service teachers from different family backgrounds in terms of parental 

education levels. When we consider the results for the pretests, pre-service teachers in both the 

experimental and control groups with parents who had high school or university education had the 

highest scores. Thus, national and international factors highlight the positive outcomes of high-quality 

active participation of children in educational processes on individual and societal levels. When we 

examine the findings for Turkey from the OECD (2020) Education at a Glance report, while the 

percentage of young-adults who did not graduate from secondary education is 15% in the OECD on 

average, this rate is 41% in Turkey. Furthermore, Turkey is the OECD country with the second 

highest rate after Mexico in terms of young-adults who did not complete secondary education. These 

data shed light on the influence of parental education for young adults in Turkey today. On the other 

hand, the TIMSS (2020) Turkey findings showed that children who participate in scientific activities, 

think about science, do activities based on arithmetical calculations, and enjoy support in terms of 

resources at home with their parents rank much higher in terms of TIMSS averages for the 4th and 8th 

grades (TIMSS, 2020). Nevertheless, it is seen that children who lack attentive parents at home, 

accounting for approximately 50% of all children in Turkey, cannot succeed at even the most basic 

competence level (TIMSS, 2020).  “Both the results of international research and the pre-test results 

of this study reveal that individuals with lower education levels in terms of parental education levels 

are more disadvantaged in terms of scientific inquiry and skills. The scientific process skills-oriented 

teaching process results given to the experimental group pre-service teacher candidates from different 

households in terms of their parental education levels are remarkable. Because it was also seen here 

that the gap in SPS arising from the parental education levels of the experimental groups vanished 

while the difference in success arising from parental education in the control groups continued. 

Within this framework, the results obtained in this study are important in terms of providing 

educational opportunities that will enable pre-service teachers to develop SPS in the context of the 

disadvantages arising from parental education levels.” 

Moreover, even though the SL level increased significantly following the implementation in 

experimental groups, the difference arising from parental education continued. This difference was in 

favor of participants with parents who were bachelor degree.  It is essential to interpret the differences 

arising from parental education in the context of SL, as SL is based on mental habits (Lin, 2014) and 

the development of the knowledge and understanding of scientific concepts and processes required for 

personal decision making, participation in civic and cultural affairs, and economic productivity (NRC, 

1996).  Making inferences from the present results in light of these previous findings, the 
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development of a scientific understanding indicates a longer-running process and background 

compared to simply developing skills. It is obvious that, in developing scientific understandings and 

habits, it is necessary to provide more educational opportunities to individuals to overcome the 

disadvantages arising from particular socio-demographic variables.  

From this perspective, the aim of this research was to enable pre-service teachers to acquire 

SPS and SL with a positive outcome for society in terms of investments in the basic dynamics of 

improving science teaching skills.  “While students from well-off families will often find a path to 

success in life, those from disadvantaged families have generally only one single chance in life, and 

that is a great teacher and a good school. If they miss that boat, subsequent education opportunities 

will tend to reinforce, rather than mitigate, initial differences in learning outcomes” (OECD, 2019, p. 

4). The present study will contribute to this academic field, education policies, and practical 

implementations for 21st century science-teaching dynamics among primary school teachers, who are 

educating the citizens of the future.    
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Abstract 

The purpose of this study was to explore the Italian and Turkish students’ perceptions of their visual 

literacy ability. The study used the qualitative research methodology and interviews as the data 

collection tool. Purposeful sampling was used for sample selection. Descriptive analysis was selected 

as the analysis method since it was determined to be the most appropriate analysis method for the 

research. A semi-structured data collection tool was used. The study's sample consisted of thirty-two 

university students studying in Turkey and Italy. Turkish interviewees included sixteen university 

students who studied at Çanakkale Onsekiz Mart University in Turkey. Italy's sample also consisted 

of sixteen university students who studied at La Sapienza University in Italy. The study took into 

consideration equal gender representation. The findings indicate that neither Italian nor Turkish 

students received a course on visual literacy. According to the results, students utilised maps, graphs, 

slides, pictures, caricatures, movies, and timelines in their classes. 
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Introduction  

In the past, when human beings needed to communicate, they used visuals. Smoke signals and 

images on cave walls were also used. Then, as time passed, technology advanced. Today, we can 

communicate quickly. We have access to Facebook, Instagram, WhatsApp, and other social networks. 

The world in which we live today is visually oriented. We can categorize media literacy, information 

literacy, computer literacy, environmental literacy, and technology literacy under the general phrase 

"new literacies." This study examined Italian and Turkish university students' perceptions of visual 

literacy. 

Today, we know that media and visual literacy have become increasingly significant for 

human life, especially in political, economic, and scientific subjects that are concerned with visuals 

and media. Obviously, media and visuals are relevant to communication processes for people. 

Regardless of the time when we first began employing images in history, trends and preferences are 

changing constantly (Hug, 2012). 

Semiology is a science branch studying signs. In Turkish, semiology is called göstergebilim. 

Semiology was founded towards the end of the nineteenth century in Europe and the USA. The word 

semiology is derived from the Greek word Symptom. This term was first used by Charles Sanders 

Pierce (1839–1914), who studied astronomy, chemistry, mathematics, and various other subjects 

(Çulha, 2011). A. J. Greimas once remarked that semiology was a branch of science that focuses on 

both the meaning of the world to humankind and the meaning of humankind to humankind (Kıran and 

Kıran, 2012). Semiotics is the study and analysis of cultural facts viewed as a communication process, 

according to Umberto Eco. For Eco, an indicator is a tool that can significantly replace another item. 

In this way, the concept of an indicator has taken on a larger meaning. For Saussure, language 

represents concepts with signs. As a result, it is feasible to draw analogies with sacred 

ceremonies such as troops’ communication among themselves, the alphabet for deaf and hearing-

impaired people, and similar practices. Of course, the most crucial component of these systems is 

language. This shows that research can be done to examine how indicators function in societies. 

Saussure referred to this field of study as semiotics. According to Kıran and Kıran (2012), semiotics 

describes the fundamental characteristics of the indicators and the laws they relate to. 

Signs are a part of our lives. We utilize signs at every moment of life, from art to architecture, 

from paintings to museums. Pezzini (2011) referred to the museum in Çukurcuma, which Orhan 

Pamuk organized for his novel The Museum of Innocence. In this novel's story, the events are 

associated with the museum. Each item in the museum has a meaning. In this aspect, this novel is a 

good example of how well a story combines with visuals. Pezzini (2011) discusses the museum that 
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Orhan Pamuk created in Çukurcuma for the story about The Museum of Innocence. This serves as a 

good illustration of how a story and images can be integrated. 

Prensky (2001) asserts that college graduates devote fewer than five thousand hours of their 

lives to reading. Additionally, young people play video games for 10,000 hours every year. Moreover, 

they watch TV for almost 20,000 hours every year. This image demonstrates how they are becoming 

accustomed to living with technology facilities. However, unfortunately, we can see that people 

spending time reading and playing video games and watching TV are less than the aforementioned 

groups. Prensky (2001) called them "Digital Natives" because he believes that today's youth are all 

"native speakers" of the digital language and of everything technical. They are not immigrants from 

the digital world since they have no trouble understanding technical advancements. 

Visual literacy was first introduced by John Debes in the 1960s. Debes’s 

(http://fod.msu.edu/oir/visual-literacy) visual literacy is defined as “developing the visual 

competencies of a group and integrating what one sees with other sensory experiences.” According to 

the researcher, visual literacy is defined as the ability to make sense of the messages given with 

visuals and to produce new messages with them. 

There are many different definitions of visual literacy. One of these definitions belongs to 

Debes. According to this definition, visual literacy is a group of visual competencies that people gain 

through sight and that they can integrate and develop with other sensory experiences at the same time. 

Ensuring the development of these competencies is fundamental to learning. A visually literate person 

is an individual with the ability to distinguish and interpret visible actions, objects, symbols, and 

natural or man-made things that they encounter after acquiring the mentioned competencies. A 

visually literate individual can communicate with others, understand visual communication works, 

and enjoy them through the creative use of these competencies. Debes's definition emphasizes that 

visual literacy is related to learning, communication, aesthetic perception, and art. The process of 

reading and interpreting images is also included in the definition. In addition, visual literacy is also 

associated with visual design processes. Visual literacy is an interdisciplinary subject. Thus, many 

researchers from different fields conduct studies on this topic (Çakıroğlu, 2016).  

Arnheim's (2012) views on visual literacy also spearheaded the generation of new ideas in 

this field. According to this researcher, syntax in verbal language is one-dimensional. In the visual 

environment, however, shapes are represented as two- and three-dimensional spaces. This indicates 

that visual literacy is more comprehensive than verbal literacy. 

According to Avgerinou and Ericson (1997), the basic principles of visual literacy, on which a 

relative consensus has been reached, can be listed as follows: 1. Visual literacy is related to the use of 
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visuals for communication, thinking, learning, production of meaning, and aesthetic appreciation. 2. 

Within the scope of visual literacy, visuals are first seen by the eye and then perceived by the brain. 3. 

Visuals may have been produced by people, or they may be natural. They may include various 

actional and pictorial images and realistic or iconic signs. They may consist of written words 

combined with various non-verbal symbols and digital symbols. 4. The study of visual literacy 

consists of theory, research, practice, and the relationship between these (Avgerinou and Ericson, 

1997). 

Due to Italy's strong visual literacy and reputation for safeguarding ancient works of art better 

than other nations, it has become necessary to compare Turkey and Italy in the context of the study's 

main question. Italy is particularly well-known for its achievements in the fields of painting and 

sculpture. Because of this, it might be argued that it is hard for young Italians to live in such a diverse 

geographic area and not be influenced by visuals. It will also be useful for similar researchers in our 

country to know what kinds of studies have been conducted on visual literacy skills in university 

education. Because they are both Mediterranean countries, Turkey and Italy have comparable 

cultures. By contrasting what has been done in this research, there is a significant likelihood that 

other researchers will use it in Turkey. The development of these types of studies will be beneficial 

for better education, as studies on visual literacy ability have only recently begun in Turkey. 

The research’s main purpose is to compare Turkey and Italy’s arise from the rich visuals. 

Studies on media literacy in Europe started in 2005 when the European Union Commission and 

European Parliament were urged to develop policies in this area. However, member countries 

struggled to begin their media literacy education programs, according to organisations like UNESCO. 

Consequently, the media literacy group's specialists created the definition of media literacy, among 

others. As a result, in the 2000s, media literacy education began to steadily gain relevance in the 

European Union. The creation of the EU's audio-visual media service directives in 2007 was another 

crucial milestone. Since then, governments of member nations have found value in the discussion of 

media literacy. 

The population of the European Union is looked at in terms of "using skills," "critical 

comprehension," and "communication skills." This has allowed for the collection of a wide range of 

data and the presentation of suggestions. Within a brief period, the EU made major advancements in 

media literacy, in terms of the organisation of both the discipline and its areas of study (Gül, 2014). 

Students are getting close to understanding technology growth as they progress from 

elementary school to secondary school and high school. It is crucial for university students to advance 

in all areas of their lives. Therefore, in the modern technological environment, improving visual 

literacy skills is necessary. 
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This research on visual literacy that is conducted with university students will be a significant 

help in developing different activities in the field in our country. Analysis of visual literacy activity 

levels of Italian and Turkish students may bring significant contributions to similar studies in our 

country. 

The goal of Çelik’s (2017) doctoral dissertation project was to determine whether the 

activities designed to develop students' visual literacy skills in the seventh grade of secondary school 

would have an impact on those students' attitudes about reading. The author found no statistically 

significant difference between the pre-test and post-test results of the group that participated in 

activities that used visual literacy competence. It was also reported that pre-test and post-test scores of 

neither the applied visual literacy skill exercises nor the group's visual literacy skill significantly 

differed from each other. Additionally, it was observed that there were no appreciable differences in 

their perspectives on reading. However, the experimental group's high average scores demonstrate 

that instruction in visual literacy skills has a beneficial impact on students' visual literacy abilities and 

attitudes toward reading. 

 Lee (2010), working on the same topic, aimed to identify the variations in students' 

knowledge and academic performance in art classes. The research's findings support the students' 

assertion that they believe their paintings are unique. The research's findings also pointed to a growth 

in visual literacy abilities. 

Shurtleff (2008) conducted his research in his class over a six-month period from November 

2003 to May 2004. Reading texts were used in the study along with exercises made with story maps 

and movies. It was anticipated that this would increase students' interest in reading. Three (3) students 

with poor academic performance were chosen for the case study. In English courses delivered via 

story maps and videos, their responses to fictional texts and poems were observed and evaluated. 

According to the results of the research, visuals increase students’ interest in the lesson. The 

researcher supported his lessons with storyboards and videos. Thus, he witnessed that students’ 

general enthusiasm levels increased. He also stated that if they did not understand a poem or story, 

they drew a picture to understand what the author was trying to say.  

In his doctoral dissertation, Robertson (2007) aimed to examine and evaluate how visual 

literacy was applied and interpreted in occupational standards in English language and art classes in a 

school in Kansas. The study's findings suggested that in addition to reading and listening, students 

should also monitor, observe, and use visual materials to learn since classes may be more effective 

with this approach. This study also demonstrated that lessons could be more fruitful when teachers 

incorporate pictures into their lessons more frequently. 
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Recently, International Visual Literacy Association (IVLA), 

(http:///doi.org/10.52917/ivlatbsr.2022.001) which works on visual literacy, prepared a book about 

visual literacy education. In the book, examples of visual literacy education from movies to graphics 

are presented in various fields and disciplines (Lee, J., Beene S., Chen X., Huang W., Okan L. & 

Rodrigues F. 2022). 

Method 

The widespread use of social media in today's world, the use of smartphones, and the Internet 

making communication faster have changed our lives. For these reasons, the need for interpreting 

visuals correctly has increased. The aim of this research was to determine the opinions of Turkish and 

Italian university students on visual literacy skills. It is believed that comparing the opinions of 

students in these two different countries on this issue will help to eliminate the gaps related to visual 

literacy skills development in Turkey’s education system. Italy and Turkey share certain 

characteristics of Mediterranean culture. Other important reasons why Italy was selected are that 

visual arts have been valued in Italy since ancient times and Italy attaches great importance to the 

preservation of works of art.  

The present study is a case study. The research used a qualitative methodology as well as 

interviews as data collection tools. To reach a large audience, quantitative research is preferable. 

Unfortunately, the model falls short when it comes to gathering data about people's perspectives 

carefully. We conduct interviews with smaller groups. The qualitative research technique 

helps researchers gather specific information about people’s observations and opinions regarding 

certain subjects.  In qualitative interviews, participants express themselves more clearly. Thus, they 

can provide in-depth responses to questions. Participants share their knowledge of a topic according 

to the situation. This will give the entire process a rich flavour (Patton, 2014). 

In this research, the purposeful sampling method was used for sample selection. Descriptive 

analysis was used as the analysis method. A semi-structured data collection tool was employed. The 

purposeful sampling method allows in-depth research by selecting situations that have a depth of 

information that is related to the purpose of the research. It is used to study one or more special cases 

that meet certain criteria or have certain characteristics. With this method, the researcher tries to 

interpret natural or social cases or phenomena according to the selected situations, and reveal the 

relationships between these (Büyüköztürk et al., 2012).  

Descriptive analysis, which was the analysis method utilized in this research, is done by 

summarizing data obtained through various data collection methods according to previously 

determined themes. These themes are then interpreted. The researcher can include direct excerpts in 

order to present more accurately the opinions of the individuals they have interviewed or observed. 
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The purpose of this analysis type is to convey a summary of findings to the reader with an 

interpretation of the researcher (Yıldırım and Şimşek, 2003). While data analysis is being performed, 

interview transcripts or observation notes should be read, line by line, by the researcher. Through this 

process, the researcher can focus on the data. In this process of reading data, codes are extracted from 

the data (Glesne 2013: 269). Then, by getting the opinions of another researcher, validity is achieved 

(Miles and Huberman). 

The data collection tool used in this research was interviewing. The semi-structured data 

collection tool allows the researcher to ask additional questions to the interviewee or skip some 

questions according to the answers they receive. With this process, the researcher participates in the 

process, unlike in other types of research. Since the researcher is present in the interview 

environment, the response rate of this method is higher (Yıldırım and Şimşek, 2011, p. 125). 

Study Groups  

Table 1 shows the samples consisting of thirty-two volunteering university students who 

study at Çanakkale Onsekiz Mart University in Çanakkale and Roma La Sapienza University. There 

are eight female and eight male students from Turkey and eight female and eight male students from 

Italy. The students’ ages range between 18 and 45 in Turkey and between 18 and 35 in Italy. The 

Turkey leg of the research was carried out in the 2018-2019 Academic Year with students of 

Çanakkale Onsekiz Mart University. They were first-year, second-year, third-year, and fourth-year 

students studying at the Turkish Language Teaching Department, and they volunteered to participate 

in the study. During the research, there occurred some disruptions due to the coronavirus pandemic. 

Interviews were done when the researcher could go back to Italy. The Italy leg of the research was 

carried out in the 2021-2022 Academic Year with students of Roma La Sapienza University. They 

were first-year, second-year, and third-year students studying at the Communication and Social 

Research Department and Philosophy and Letters Department, and they volunteered to participate in 

the study. 
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Table 1. Study Groups 

Gender Age University Gender Age University 

1M 20-25 ÇOMÜ 1F 18-25 La Sapienza 

2F 40-45 ÇOMÜ 2M 18-25 La Sapienza 

3M 20-25 ÇOMÜ 3M 30-35 La Sapienza 

4F 20-25 ÇOMÜ 4F 20-25 La Sapienza 

5M 20-25 ÇOMÜ 5M 20-25 La Sapienza 

6M 20-25 ÇOMÜ 6M 20-25 La Sapienza 

7F 20-25 ÇOMÜ 7F 20-25 La Sapienza 

8F 20-25 ÇOMÜ 8F 20-25 La Sapienza 

9M 20-25 ÇOMÜ 9M 20-25 La Sapienza 

10F 20-25 ÇOMÜ 10F 20-25 La Sapienza 

11M 20-25 ÇOMÜ 11M 20-25 La Sapienza 

12M 20-25 ÇOMÜ 12M 20-25 La Sapienza 

13F 20-25 ÇOMÜ 13F 20-25 La Sapienza 

14F 20-25 ÇOMÜ 14F 20-25 La Sapienza 

15F 20-25 ÇOMÜ 15M 20-25 La Sapienza 

16M 20-25 ÇOMÜ 16F 20-25 La Sapienza 
*F=Female  M=Male ÇOMÜ= Çanakkale Onsekiz Mart University 

Data Collection Tools 

This study used interviews as its primary data collection tool. Interviews are often preferred 

as data collection tools for qualitative research. In interviews, people can express their thoughts in 

detail (Yıldırım & Şimşek, 2011). This study was therefore assessed in accordance with the 

participants' opinions and ideas regarding visual literacy. The researcher sought to answer the 

following question: "What do Italian and Turkish students think about the capacity to read images?" 

Initially, the researcher created an interview form. While face-to-face interviews were held with 

several students, e-mails were sent to contact the rest of the students. 

Descriptive analysis was selected as the analysis method. A semi-structured data collection 

tool was used. The data collection tool consisted of six items:  

The questions were constructed as follows: 

1. What does visual literacy mean to you? 

2. Have you received any education to improve your visual literacy skills? 

3. How do you benefit from the visuals in university courses? Can you give an example? 

4. Think about a lesson subject. What kind of visuals would you use in the narration of this 

subject? Why? What differences would these visuals make? 

5. Can you talk about a lesson that you never forget or always remember because of the usage 

of visuals?  

6.  In what areas is visual literacy mostly used in Turkey/Italy? 
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Validity and Reliability 

In this study, numerous approaches to enhancing validity and reliability were prioritised. 

During the data analysis, themes and codes were developed by the researchers and experts. 

Next, the themes and codes were compared. Two unbiased individuals received the themes to correct 

the mistakes and make necessary editions. Both the data and the instruments used to obtain the data 

were kept private. The researcher introduced herself to the participants at the beginning of the study. 

The participants' real names were concealed. They received instructions specifying that the data they 

provided would only be utilised for research purposes. 

After the literature review, six items were developed for this study. Final decisions on the 

items were made after consulting with two education professionals. First, data about the participants’ 

demographic characteristics were obtained, then the interview questions were asked to the 

participants.  

The students were assigned codes such as 1M, 2M, etc. for male students and 1F, 2F, etc. for 

female students. The study enrolled a total of 32 students, including eight female and eight male 

students from Turkey and eight female and eight male students from Italy. 

For students in Turkey; Reliabilty= Consensus/ (Consensus + Disagreement)= 75/ (75 + 10) = 

.88. After the analysis, the reliability of the research was calculated as .88. According to Miles and 

Huberman (cited in 1994: Creswell), for a study to be considered reliable, coding reliability must be at 

least .80 level of compliance.  

For students in Italy; Reliabilty= Consensus/ (Consensus + Disagreement)= 99/ (99+12) = 

.89. After the analysis, the reliability of the research was calculated as .88. According to Miles and 

Huberman (cited in 1994: Creswell), for a study to be considered reliable, coding reliability must be at 

least .80 level of compliance.  

Data Analysis  

 Analysis of qualitative research data is performed in four stages; 

1. Data are encoded. 

2. Themes are found. 

3. Codes and themes are arranged. 

4. Findings are defined and interpreted (Yıldırım ve Şimşek, 2011, pp. 227-228). 
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Findings from Turkish Students  

Table 2. Turkish Students’ Definitions of Visual Literacy 

Definition Gender 

Caricatures 1M, 11M 

Visualization  2F 

Understanding the image  3M, 6M, 8F, 12M, 13F, 14F, 16M. 

Perceive the image 3M, 14F 

Interpret the image 3M, 6M, 7F, 9M, 12M, 14F, 16M 

Video 4F 

Presentations 4F 

Visual materials 4F, 15F 

Photos 4F 

Social Media  5M 

The most popular reading 5M 

Visual text 5M 

Traffic signs 5M 

Reading the picture 6M, 8F, 9M, 13F 

Explain the image 7F 

Grasp the meaning of the image 8F, 16M 

Visual intelligence 10F 

Novel  11M 

Visual source 15K 

 

“It means being able to better understand the visuals I see.” (2F) 

“I define the visual literacy skill as being able to understand a visual I see, to be able to 

perceive and interpret what I understand.” (3M) 

“I think that visual intelligence is more advanced.” (10F) 

“In other words, it helps us comprehend the message that the images we see in life are trying 

to convey to us and the interpretation that we should make of them so we can respond to them 

appropriately in terms of interpretation.” (12M)  

“I think the visual literacy skill is the ability to understand, comprehend, and interpret what I 

see. People with this ability are already self-explanatory. I think they can achieve a certain level of 

success.” (16M) 

We can observe that students generally associate visual literacy with "understanding the 

image" and "interpreting the image." Other important things about visual literacy are caricatures, 

videos, presentations, reading pictures, social media, grasping the image, etc. 

Table 3. Visual literacy education 

Education Gender 

I attended 5M, 14F 

I didn’t attend 1M, 4F, 6M, 7F, 9M, 10F, 11M, 12M, 13F, 15M, 16M 

I’m attending 2F, 3M, 8F 

 

 “I am taking this lesson at university now.” (2F) 
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“I have not received this lesson yet.” (4F) 

Generally, students didn’t acquire this skill from a lesson. Some of the students suggest that 

they have acquired this skill from different lessons such as Visual Text Analysis or Media Literacy. 

Tablo 4. Where do you encounter visuals in university education? 

 Gender 

Project assignments 1M, 14F 

Smartboards  2F, 4F, 5M, 8F 

Images 2F, 3M, 8F, 13F, 16M 

Advertisements 2F 

Storytelling images 2F 

Slides 4F, 5M, 9M, 10F, 11M, 12M 

Video commentary 2F, 4F, 6M, 7F, 15F 

Materials  4F, 7F 

Caricatures 5M 

Painting 6M, 16M 

Photographs 7F, 16M 

Graphs 9M 

Presentations 9M, 10F, 11M, 12M 

 

  “We use visuals on smartboards. Especially on slides, a joke or a caricature that is 

sometimes brought to explain a topic or help to summarize the topic.” (5M) 

  “For example, we use visuals and materials in our presentations in some classes. We use 

them in this way. We design materials by ourselves. Sometimes, we must go to some places and see 

them. Based on them, we take pictures and use them later.” (7F) 

At university, students use visuals mostly in educational slides in their lessons. Also, they use 

video commentary, images, smartboards, project assignments, presentations, photographs, paintings, 

etc. 

Table 5. Students’ Use of Images 

Use of Images Gender 

Turkish Folk Literature-Slides 1M 

Turkish Folk Literature-Models 1M 

Geography-Games with materials 1M 

Classical Turkish Literature-Paintings 2F, 3M 

Modern Turkish Literature-Photographs 3M,4F 

Turkish Folk Literature-Video 4F,15F 

Modern Turkish Literature-Impersonation 4F 

Turkish Grammar-Caricature 5M,12M 

Turkish Folk Literature-Paintings 6M, 8F, 13F 

Literature Information and Theory-Visuals 7F 

Listening Education-Visuals 9M 

Artificial Intelligence-Video 10F 

History of Turkish Revolution and Atatürk’s 

Principles-Video 

11M 

Media Literacy-Photographs 15F 

Traffic Lesson-Paintings 16M 
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  “I use visuals about history in the Turkish Revolution course. Videos and images about 

wars.” (11M) 

 “The elements of the sentence, for example, at my Turkish Language Teaching Department, 

for example, I give a sentence in the cartoon. I can use visuals such as separating the sentence into 

elements or making the elements speak with visuals. Only a simple example as such.” (12M) 

 The students gave a lot of different examples regarding the use of visuals in different lessons. 

For example, in media literacy lessons, they use photographs, and in Turkish Folk Literature lessons, 

they use paintings.  

Table 6. Students’ Use of Visual Mnemonics 

Visual Mnemonics Gender 

Computer-Visuals 1M 

Geography-Paintings 1M, 12M 

Visual Literacy- Selective Perception 2F 

Theatre-Visuals 3M 

Science-Experiment 4F,16M 

Simulation-Presentation 5M 

Turkish Folk Literature-Video 6M 

Media Literacy-Video 6M 

Turkish Language Lesson-Presentation 7F, 10F 

Visual Analysis-Paintings 8F 

Biology-Visuals 9M,13F 

History-Presentation 11M 

Social Sciences- Maps 15F 

Social Sciences-Photographs 15F, 14F 

"I don't believe that pictures are used sufficiently in education. In Turkey, I believe we do not 

place a lot of value on images, although I am not familiar with the daily activities in every school. 

Graphics are not used sufficiently anywhere. Nowhere, neither in the world of education nor in 

normal life.” (14F)  

 “In the Social Studies lesson, our teacher was using them, making use of the maps while 

describing the wars. He used photos of people. Because of this, I never forget them. I still remember 

the lessons, especially the Revolution History of Turkey.” (15F) 

“Once, you know, it was a science course. I was in high school. My teacher brought 

something like, how to put it… He brought a cell model. So, I never forget the shape of the organelles 

in the cytoplasm inside the cell. They stuck in my mind. For instance, from this example, we can see 

how useful they are.” (16M) 

Due in large part to the use of visuals, students are less likely to forget what they learn in 

science classes. Additionally, they remember Turkish language classes better because of graphics and 

video presentations. Students believe that visuals are not used sufficiently in Turkish education and 

daily life. This could be a result of ignorance about the subject.  
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Table 7. The use of visuals in Turkey 

Visuals in Turkey Gender 

Traffic 1M, 5M 

Factory 1M 

Art 2F, 7F, 8F, 10F, 11M 

Advertisement 2F, 4F, 6M, 12M, 13F, 15F 

Media 3M, 4F, 7F, 11M, 12M, 15F 

Museums 8F 

Tourism 9M 

Fashion 10F 

Photography 10F 

Graphics 11M 

Education 8F, 12M, 13F, 16M 

Inadequate 14F, 15F 

Literature 15F 

Plaque 15F, 16M, 4F 

Brochure 4F 

Boards 16E 

 

“Images are dominant over the media. Because the media is a wide framework, here is 

television, cinema, newspaper, magazine, social media, computer, telephone, etc. Since all of these 

are combined in the media environment, I, therefore, believe that visuals are predominantly used in 

the media sector.” (3M) 

 “I mean traffic signs can be an example. Because I am not going too long, because  my house 

is close to my school. But even at hundred kilometers, I see incredible traffic signs.” (5M) 

According to university students in Turkey, visuals are mostly used in traffic and media. On 

the other hand, some students stated that art and advertisement are the other domains where visuals 

are used in Turkey.  

Findings from Italian Students 

Table 8. Italian Students’ Definitions of Visual Literacy 

Definition Gender 

Image 1F, 6M, 10F, 13F 

Graphic 1F, 13F 

Expressing beyond images 2M 

Teaching with pictures 3M 

Message with picture and video 4F 

Visual alphabetization 4F 

A new way of learning 7F 

Ordinary literacy 7F 

Visual experiences 8F 

Perception 9M 

Intuitive teaching 10F 

Learning the disciplines 11M 

Learning with visuals 12M, 16F 

Drawings 13F 

Sketches 13F 

Enlarge text with images 15M 

Form of education 14F,16F 
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“A method of expressing a concept or idea beyond images.” (2M)  

“Visual alphabetization, I think, is something through which you can give a message with 

images or videos.” (4F). 

“The field of literacy through the use of images.” (6M) 

“For me, ordinary literacy represents a new way of learning which facilitates the learning 

process and is essential in this age of social reasoning.” (7F) 

“By visual literacy, I believe we mean a method of teaching that will become easier and more 

intuitive, where images have a fundamental means of learning.” (10F) 

“In my opinion, visual literacy is a type of education that is carried out using images and 

visual media in general.” (16F) 

Visual literacy, in the eyes of Italian students, is all about "images." This is the most common 

response. "Graphic" is the alternative response.  Generally, when students are asked about the 

meaning of visual literacy, they understand it as “learning with visuals” and a “form of 

education.” Visual alphabetization, a new way of learning, ordinary literacy, visual experiences, 

perception, intuitive teaching, learning the disciplines, learning with visuals, drawings, sketches, 

enlarge text with images, and form of education are some additional definitions of visual literacy that 

we can see.  

Table 9. Visual Literacy Education 

Education Gender 

No, I didn’t receive any education 1F, 3M, 6M, 9M, 11M, 12M, 13F, 14F, 15M 

Through slides at the university 2M 

In schools and universities 4F, 8F 

Digital marketing courses at the university 7F 

On courses at the university 10F 

These skills are autonomous 15M 

Symbols, signs, education 16F 

 

“No, I didn’t receive any type of visual education.” (1F)  

“Yes, no, I hear it in information and digital marketing courses at university.” (7F) 

“Yes, during university courses.” (10F) 

“Yes, it is useful for learning lessons.” (12M) 

“No, none.” (13F) 
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Table 10 reveals that some students at La Sapienza have acknowledged that they lack basic 

knowledge about visual literacy. Some university students receive education in visual literacy using 

slides, symbols, and signs. They utilize this type of education during their lessons at university. 

Table 10. Where do you encounter visuals in university education? 

 Gender 

Pictures 1F, 4F, 13F, 14F, 6M 

Affect with visuals  2M 

Work graphs 3M, 4F 

Maps 4F 

Video about what marketing isn’t 7F 

Helping understand concepts better 8F, 10F, 12M, 13F, 14F, 15M 

Icons for archeology 9M, 16F 

Slides are useless 11M 

Films 16F 

 

“One can keep in mind better with images rather than long texts. E.g., graphs, maps, 

images.” (4F) 

“Pictures help students learn. They help you understand topics better.” (6M) 

“Yes, it happens sometimes. For example, in one lesson, a teacher showed us a video about 

what marketing is not. This made it much easier for us to learn what marketing is about.” (7F) 

“Very much. They help me remember concepts better.” (8F) 

These kinds of images are frequently used in lessons in Italy to aid in conceptual 

understanding. Additionally, they employ visual aids like charts, maps, icons for archaeology, slides 

that are useful, and movies. One student claimed using a video about “what marketing isn’t” helped 

her better understand what marketing is.  

Table 11. Students’ Use of Images 

Use of Images Gender 

Graphs (To learn better) 1F, 8F, 15M 

Maps (To remember better) 1F, 4F 

Business Models 2M 

Slides 2M, 7F 

Graphs (Seeing employee results) 3M 

Timelines (For history)  4F, 12M  

Visualization (For calculation rates) 6M 

Video (Learning what marketing is) 7F 

Schematics 8F 

Annotated pictures 8F 

Images (When imagining) 9M, 10F, 14F 

In socio-economic inequalities 13F 

Symbols (To facilitate understanding)  16F 
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 "We make use of maps and graphics to help us remember what we learn. It makes a 

significant impact since you can better memorise something when you see it. (1F)  

“Graphs to view the results of the studies at any time.” (3M) 

“Advertising slides or video clips are often used in classes to help students learn a concept 

better. I think these images will make the learning process much faster.” (7F) 

“Maybe in commercials.” (10F) 

 “For instance, it is impossible to determine experimentally what causes the major events that 

worsen inequalities when addressing socio-economic inequalities. With a view of two 

neighbourhoods, one could be considered ‘poor’ (or pauperized) and the other, rich."  

According to the students, they use visuals in different lessons. When asked to provide 

examples, they brainstormed a lesson plan that included illustrations. Examples include graphs for 

learning more effectively and viewing employee results, maps for improving memory, business 

models, timelines for history, and rate calculation visualization.  

Table 12. Students’ Use of Visual Mnemonics 

Visual Mnemonics Gender 

Maps used in math classes in middle school 1F 

University video of a manager 2M 

Watching a movie to study an international situation in high school 3M 

Geographic Maps 4F 

No, none 6M 

Movie in high school history class 7F 

In all classes 8F, 12M 

When grandparents teaching in Latin to grandchildren 11M 

A religion lesson that shows pictures of Africa 15M 

In architecture classes 16F 

 

 “In secondary school, I used to use maps in math classes for better explanation. I still 

remember this map because I memorised it.” (1F) 

“Watching a film in high school as a basis for studying the international situation.” (3M) 

“I usually have images in all the classes I attended, and this helps me understand better.” 

(8F) 

“It is related to Latin. When grandparents talk about Latin.” (11M) 

“Many images were used in the lessons, so I don't remember.” (12M) 

“I remember a religion lesson where we were shown pictures of Africa, which I will never 

forget.” (15M) 
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In response to the researcher's question, "Can you talk about a lesson that you never forget or 

always remember due to the use of visuals," they replied, "In all classes," in general. Additionally, 

they mentioned the use of maps in math classes in middle school, a manager's university video, and 

attending a movie to explore a global issue in high school. Another participant remarked, "When 

grandparents taught in Latin." A participant shares this: "A religion class that includes images of 

Africa." "I never forget this," he further stated.  

Table 13. The use of visuals in Italy 

Visuals in Italy Gender 

In the streets 1F 

In transport  1F 

Advertising communication 2M, 4F 

Medicine 3M, 9M, 15M 

Training  5M 

Journalism 5M  

Allover 6M 

In museum 7F 

In tourism 7F 

In university 7F, 8F 

In schools  7F, 8F 

Introduction  8F 

Biology 9M 

Depends on the situation 12M 

In the media field 13F 

Being an architect 13F 

History 14F 

Photograph 15M 

Science 15M 

Culturally 16F 

 

 “Medicine” (3M) 

“Advertisement” (4F) 

“In training, team building, journalism, satin courses.” (5M) 

“In Italy, probably, the use of images is best found in spaces, museums, and tourism, while its 

essence is still present in universities and schools, where it would be difficult to translate what is 

needed in books into a visual stimulus.” (7F) 

“Culturally, I think there is a religious use of images in Italy.” (16F) 
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Table 14. Results on Comparison of Data Obtained from Turkish and Italian Students 

Turkey Italy 

Definition: Understanding the image, interpreting the 

image. 

Definition: Image, graphic, learning with visuals, 

form of education. 

Education: Eleven students did not attend. Five did. Education: Nine students did not attend. Six did. 

Images in University Education: Slides, video 

commentary, smartboard, presentation. 

Images in University Education: Helping understand 

concepts better, pictures, work graphs, icons for 

archeology. 

Use of images: Paintings, videos, photographs, 

caricatures.  

Use of images: Graphs, images, timelines, maps, 

slides.  

Visual mnemonics: Geography- Paintings, Science-

Experiment, Turkish Language Lesson-Presentation, 

Biology-Visuals, Social Sciences- Photographs. 

Visual mnemonics: In all classes, A religion lesson- 

Pictures, Geographical maps, watching a movie, none.  

Visuals in Turkey: 

Advertisement, media, art, education, plaque, traffic, 

inadequate. 

Visuals in Italy: 

Medicine, advertising communication, in university, 

in school, depends on the situation.  

 

Turkish and Italian students evaluate the definition of visual literacy, common point images, 

and image interpretation. They consider visual literacy to be an academic discipline. This is a 

technique for deciphering the meaning of images. When the researcher asked students if they had 

taken a course on visual literacy or not, most students in both Turkey and Italy said they did not. 

Italian students claimed to have taken university courses in visual literacy. Turkish students who took 

visual literacy classes received this education in higher education. Students from both countries 

highlighted how their professors incorporated visuals into their classes. Typically, they make use of 

presentations, slides, videos, and graphs. In classes, it is helpful for taking notes. 

When students talk about how they benefit from visuals in university courses, they said that 

they use maps, graphs, slides, photographs, images, caricatures, videos, and timelines. According to 

them, they can tell the easy way with these images. They also claim that graphics make it simple for 

them to communicate with the class. Students from both countries stated that when making 

presentations, they employed slides, paintings, movies, photos, caricatures, graphs, and graphics such 

as timelines and maps. The researcher asked students of both nationalities, "Can you talk about a 

lesson that you never forget or always remember due to the use of visuals?" Their response was that 

they employed paintings in geography courses, experiments in science lessons, presentations in 

Turkish language lessons, graphics in biology classes, and photographs in social science lessons. 

To the question “According to you, in what areas is visual literacy used mostly in  

Turkey/Italy?” Turkish students responded as advertisements, media, art, education, plaque, and 

traffic while Italian students responded as medicine, advertising communication, in university, and in 

school. 
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Discussion and Conclusion 

According to Turkish university students, visuals are important to remember what they learn 

in classes. Students obtain necessary information through visuals. In higher education, both students 

and lecturers need information more efficiently via digital technologies. It is important for e-learning, 

distant learning, and face-to-face learning methods. For this reason, students in higher education 

should be able to correctly analyze visuals. On the other hand, students in higher education should 

learn how to take information from visuals and communication technologies. Besides, they should 

learn to develop their visual literacy skills. As a result, it is important to specify students' abilities in 

this field by taking specific parts of their visual literacy skills into account. 

Kaya (2012: 2206-2208) had a research project in Eskişehir with 42 classroom teachers. The 

author used the qualitative research method in his study. This research was quantitative research. He 

obtained data from experts. He used three open-ended questions in his research. Two of them were 

about in-class exercises including visual reading and visual presentation topics. The other, though, 

focused on the challenges the teachers encounter when engaging in these activities. The findings 

support our study on the use of visual tools in the classroom. Twelve classroom teachers reported that 

they had previously engaged in predicting activities and the topic of a text based on the textbook's 

illustrations. Three teachers mentioned that they had engaged in activities including questions that 

used both text and images. Teachers who responded to the question concerning their ability to make 

visual presentations typically stated that they used visual aids, such as images, displays, and posters 

when teaching. 

Different people may interpret what they see differently. Tycho, Kepler, Simplicius, Einstein, 

De Broglie, Born, Heisenberg, and Bohm could not have made the same observations if this was not 

the case. They had different theories about these observations even when they were looking into 

related problems. It means that different impressions can result from observations made about 

the same subjects. It wouldn't be incorrect to suggest that the retina's ability to perceive colors 

differently causes numerous different perceptions. Images are ambiguous and might be interpreted 

differently by different organizations. Max Wertheimer stressed that if the figure is rebuilt when 

attempting to solve a geometry puzzle, the answer can be found with ease. The identical visual 

stimulus may provide two distinct perceptions in geometry. Occasionally, one of them leads us away 

from the answer while the other is appropriate. As an illustration, consider a footprint in the sand. We 

can be able to see the missing foot thanks to the track.  In actuality, the majority of human abilities 

and advancement of humanity are brought about by such practice (Arnheim 2018: 334-337). 

According to Italian students, visual literacy is a form of education and understanding of visuals’ 

importance. While most of them did not attend any visual literacy education program, all of them are 

aware that visual literacy is important for understanding images. They reported using visuals in their 
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lessons at university. Also, when they use visuals in their lessons, they cannot forget the lesson 

because visuals help them remember conceptions. 

In September-October 2016, research was done (Lopatovska, Carcamo, Dease, Jonas, Kot, 

Pamperien, Volpe, and Yalçın 2018: 592-600) in Brooklyn Public Library. A library staff member 

recruited 30 children who were voluntary library visitors. Four workshops were conducted with these 

children whose ages ranged between 2.5 and 4. They participated in voluntary visual literacy 

workshops. Some workshops spent more time on discussion about colours and lines. Other workshops 

spent less time on discussion and more time on activities about shapes and textures. In these 

workshops, children were given fewer opportunities to talk about visual elements. According to the 

research findings on children's interests in visual literacy components, colour and texture are two 

visual literacy components. The children responded more actively and with greater curiosity to these. 

Previous studies have also suggested that young children are naturally inclined to focus on colours. 

Children's grasp of colours, temperature, primary colours, perspective, relationships between objects 

and shapes, natural textures, and painting methods were all improved through these sessions. 

One of the remarkable findings of the current research is that most of the both Italian and 

Turkish university students stated that they had not received any education related to visual literacy. 

They agreed that classes taught with visuals were more memorable and that visual literacy helped 

them achieve more permanent learning. While visual literacy was perceived as a form of education 

and a way of understanding visuals by Italian students, Turkis students considered visual literacy to be 

an ability to understand and interpret visuals. 

Learning different ideas from different societies, recognizing our weaknesses, and trying to 

eliminate them will make a great contribution to educational development in our country. Visual 

literacy can be improved among students. To do so, classroom activities should be developed. Also, 

having students participate in lessons with visual literacy activities will be helpful for students. 

Besides, university students need to develop visual literacy skills as they will need to use these skills 

in their future professional lives. 

Recommendations 

Future studies can benefit from the following recommendations: 

1. Comparative research can be carried out in different countries. This can reveal what people from 

different cultures think about visual literacy. 

2. Most of the students, according to the research's findings, did not receive any education in visual 

literacy. Universities may develop programs to teach visual literacy. 
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3. Academicians can be included in a study on the teaching of visual literacy. By obtaining their 

opinions, it is possible to guarantee the development of this competence. 
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Abstract 

The current study aims at identifying and analysing language needs of Syrian children under 

temporary protection. In line with this, we administered the “Needs Scale for Learning Turkish”, 

“Needs Scale for the Content” and “Needs Scale for the Process” developed by Çağ (2022) to 194 

primary school students. We adopted survey model, one of quanlitative research methods, and used 

percentage, arithmetical mean, Mann Whitney U and Kruskal Wallis tests to conduct the analysis. We 

concluded at the end of the analysis that students’ needs about the goal of learning Turkish included 

establishing a communication with the teacher, having a job and finding a job in Türkiye in the future. 

The study findings revealed that students’ goals of learning Turkish varied significantly according to 

grade level, time period of living in Türkiye and use of Turkish out of school, whereas there was no 

significant difference according to gender. On the other hand, students’ needs in terms of skills were 

not affected by grade level, gender, time of living in Türkiye and the frequency of using Turkish out 

of school. The study findings also showed that students’ needs in terms of methods and techniques, 

materials, subjects and themes were affected only by grade level, but not affected by gender, time 

period of living in Türkiye and frequency of using Turkish out of school. In the light of the study 

findings, it seems possible to state that students meet the need of learning Turkish mostly at school, so 

teachers and schools serve an important function in that sense.  
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Introduction 

Migration resulting from wars, natural disasters and financial reasons deeply affects 

countries’ political and social structure.  Türkiye has been a country of transit as well as destination 

for immigrants looking for better financial and social conditions, especially for the last ten years 

(İçduygu and Aksel, 2012, p. 63), and it has often been exposed to migration waves due to some 

reasons such as the country’s geopolitical importance, geographical location, cultural features, and 

social opportunities.  

One of the most important migration waves in Turkish history started in 2011 as a result of 

political, social and military emergences in Syria. Türkiye has been accepting Syrian immigrants 

since 2011 within the framework of temporary protection. Statistical data reported by Turkish 

Directorate General of Migration Management (TDGMM) show that there are about 4 million Syrians 

under temporary protection in Türkiye today. 47% of Syrian immigrants are composed of children 

between the ages of 0-18 (1.772.705) (TDGMM, 2022). 

Literature Review 

It is of great importance for immigrant children under temporary protection to learn Turkish 

in order to get access to the basic right of education, avoid learning loss, adapt to Turkish culture, be 

successful in job and social life if they happen to continue their life in Türkiye. Literature review 

shows that Syrian immigrants under temporary protection do not have the necessary language 

proficiency to adapt to school and society, and they have to deal with many problems arising from 

language barrier (Aksakal, 2017; Aykırı, 2017; Coşkun and Emin, 2016; ÇOÇA, 2015; Erbaş, 2021; 

Gözübüyük-Tamer, 2017; Human Rights Watch, 2015; Koçoğlu and Yanpar-Yelken, 2018). Most 

common problems Syrian immigrants have resulting from language barrier include starting and 

staying at school (Aksakal 2017), communication problems with teachers, principals and other 

students (Emin, 2018; Er and Bayındır, 2015; Gözübüyük-Tamer, 2017, p. 145), academic failure 

(Emin, 2018), finding a job, starting university and adaptation (Çangal, 2022). Aksakal (2017, p. 675) 

indicates that children drop out school as they have difficulty in adapting to school because of 

language problems. Coşkun and Emin (2018, p. 10-11) state that problems about culture and language 

constitute a significant reason why immigrant children and teenagers cannot achieve schooling.  

Immigrant children and teenagers who can go to school have other problems. Coşkun and 

Emin (2016, p. 11) remark that Syrian students receiving education at a state school face many 

problems such as receiving education in classes that are not appropriate for their age group and grade 

level, being excluded by their Turkish citizen peers and having communication problems with 

teachers and principals due to not having the necessary language proficiency. On the other hand, 

Koçoğlu and Yanpar-Yelken (2018, p. 145) express that teachers come across various problems such 
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as communication, social problems, physical conditions, differences in students’ level of Turkish 

language proficiency and deficiency in basic language skills while trying to educate Syrian students to 

gain Turkish language skills. As Gözübüyük-Tamer (2017, p. 137) clearly specifies in a field study, 

the leading expectation and demand of teachers is solving the language problem. It is of crucial 

importance to plan and start language education at primary school level in order to help Syrian 

students overcome language barriers and get rid of secondary problems arising from language barrier. 

The point is that planning language education requires analysing students’ language needs. Because of 

that reason, it seems possible to state that analysing students’ language needs can yield many benefits 

in practice.  

Language Needs Analysis  

Language needs analysis can be defined as the process of identifying language needs of a 

student or students in language teaching and designing language teaching curriculum, and arrange 

them in the order of priority (Richards and Schmidt, 2010, p. 389). Needs analysis is a tool to know 

about the needs and deficiencies of students in order to develop course content. Therefore, it can be 

explained as identifying and describing the current curriculum as well as teaching and administration 

goals in order to make learning easier in an environment closely related to real life situations (Fatihi, 

2003, p. 39). According to Nunan (1999, p. 149), needs analysis is a process of deciding on the 

methods, techniques and tools to be used in language learning for a specific group of students. Needs 

analysis serves as a compass that guides language teaching (Güzel and Barın, 2016, p. 234).  

Language needs analysis is even more important nowadays as a result of the increase in the 

need to learn a foreign language for different purposes such as job, education, trade and other personal 

reasons since 1960s. Needs analysis has expanded and changed through different perspectives over 

time.    

Needs analysis which basically meant evaluating students’ needs of communication needs and 

reaching a specific educational goal in 1960s and 1970s is now more complicated and means 

gathering information about students and identifying their learning environments (Otilia, 2015, p. 54). 

According to Brindley (1989, p. 63), one of the fundamental principles of student-centred 

language teaching is having a curriculum that complies with student needs. Because of that reason, 

needs analysis has often been used in second language studies as a result of switching from a teacher-

based approach to a student-based understanding, and it has long been the focus of language teaching 

practices for the sake of identifying students’ needs about learning a language.   

Fatihi (2003, p. 41) states that needs analysis was first addressed within the scope of modern 

language teaching at European Council Modern Languages Department. The first version, accepted to 

be the pioneer of European Common Application Document, was prepared by Ek and Trim (1990) on 
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behalf of the European Commission, and was updated in 1990 and 1998. The document called 

Threshold Level posits that language teaching is based on three dimensions, which are needs, 

language functions and concepts. Threshold Level thoroughly explains possible language needs of 

students, and why and where a language can be used in daily life. Furthermore, it is obvious that the 

components of discourse strategies, socio-cultural competence, compensation strategies and learning 

to learn were re-adapted for the 1990 version of Threshold Level. 

Data gathered from needs analysis can guide the process of preparing curriculum. Ek and 

Trim (1990, p. 1) emphasize that it is a must to design large-scale educational systems in a way to 

meet the common needs of students. Linse (1993, p. 36) indicates that a holistic and pedagogical 

curriculum is not possible without a comprehensive needs analysis. Moreover, Linse states that it is 

necessary to consider students’ personal expectations, background information, cultural and political 

history as well as their personalities while preparing a curriculum for students who learn a second 

language.    

If second-language or foreign language teachers want to respond to the changes, it is 

important to build courses on the findings of student needs analysis questionnaires (Long, 2005, p. 

19). Linse (1993, p. 40) puts a special emphasis on identifying students’ language needs in language 

teaching, and underlines that teachers need to know which language students use for which purpose 

(e.g. speaking with friends in second language and speaking with family in native language), which 

language is more valuable for them, and how they use a language to achieve a personally meaningful 

task. 

According to Richards (2001, p. 51), needs analysis in language teaching has various goals:  

* Identifying which language skills students need to fulfil a specific role (e.g. sales manager, 

tour guide or university student)  

* Finding out if the current course sufficiently meets students’ needs  

* Identifying which students in a group need education for a specific language skill 

* Deciding on changes that might be important for the target people  

* Identifying the differences between what students can do and what they need to do  

* Gathering information on a specific problem experienced by students  

A needs analysis can be done through questionaries, self-evaluation forms, interviews, 

placement tests, students’ diaries, final evaluation forms, meetings, observation, analysing examples 

of students’ studies and conducting case studies (Deliktaş, 2019, p. 23-26).  A needs analysis helps to 

gather objective and subjective information via data tools such as questionnaires, tests, interviews and 

observation (Richards and Schmidt, 2010, p. 389). On the other hand, Nation and Macalister (2010, p. 
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27) state that the method of doing a needs analysis can vary according to the type and focus of the 

need. 

Table 1. Language Needs Techniques  

Type of the Need  Focus Method 

Needs  Language Proficiency Level  

 

Self-evaluation  

Placement Test  

Language Use  Self-Evaluation  

Observation and Analysis  

Reviewing Previous Studies  

Analysis of Collection  

Deficits  Language Proficiency Level  

 

Self-Evaluation  

Test 

Language Use  Self-Evaluation  

Observation and Analysis  

Demands Wishes  Self-Evaluation  

Usage Observation 

 

According to Long (2005, p. 20), carrying out a needs analysis is similar to a case when a 

doctor asks a patient some questions to diagnose the illness. Just like a doctor asks a patient what has 

brought them to the clinic in order to start an appropriate treatment, second language researchers 

should ask students about the purpose of learning a second language and identify their language 

needs.  

There are a number of studies in the literature that focus on identifying language needs of 

Syrians under temporary protection (Biçer and Alan, 2017; Bölükbaş, 2016; Phutkaradze, 2018; Ünal, 

Taşkaya and Ersoy, 2018). The common point of these studies is that they all analyse language needs 

of adults or teenagers. The current study aims at identifying and analysing children’s language needs. 

The starting point of this study is the idea to customize Turkish teaching according to the needs of the 

target group after identifying and analysing the language needs of Syrian children who learn Turkish 

as a second language. The current study is expected to shed light on practices of teaching Turkish. 

This study aims at analysing language needs of Syrian immigrant children, and contributing to 

researchers, teachers and those who prepare curriculum in this field.  

In this line, we looked for answers for the following questions in the current study:  

1. What are the needs of students who are learning Turkish as a second language?  

2. Which sub-dimensions do students’ language needs appear at?  

3. Do students’ needs vary according to grade level, gender, time period of living in Türkiye 

and using Turkish out of school?  

Research Method 

This part of the study gives information on research design, study group, data collection tools 

and data analysis.  
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Research Design  

This study, which aims at identifying language needs of Syrian children learning Turkish as a 

second language, adopted a quantitative research method. The research design was survey research 

model, which is one of the qualitative research methods.  

Survey model is a method that aims to gather data to identify some specific features of a 

specific group (Büyüköztürk et al., 2020, p. 16). In survey models, data is gathered through responses 

to specific questions. Data is gathered from a sub-group of the population, not all the members of the 

population (Groves et al., 2004, p. 3). 

Sample and Population  

The population of the current study is composed of Syrian primary school students who learn 

Turkish as a second language. According to data reported by TDGMM (2022), around a million of 

Syrian students attend a primary school. The sample of the current study is composed of 194 primary 

school students who were attending a primary school in the central district of Kilis province in 2021-

2022 educational year. There is a balance between the number of female (f=94, 48,5%) and male 

(f=100, 51,5%) participants. The participant students were 8 (f=53, 27,3%), 9 (f=52, 26,8%), 10 

(f=59, 30,4%) and 11 years old (f=30, 15,5%). We thought that including first-grade students in the 

study might not be appropriate as their reading and writing skills might not be sufficient to respond to 

the items in the scale, so it would be more appropriate to include second, third and fourth grade 

students in the study. In this line, the numbers of third and fourth grade participant students were 

close to each other (third grade, f=81, 41,8%, fourth grade, f=82, 42,3%), while there were also 

second-grade students (f=31, 16%) in the study.   

While selecting the sample group, we used convenience sampling method within the scope of 

purposeful sampling method, which is a non-random sampling method. Purposeful sampling makes it 

possible to choose a case that is rich in terms of information in line with the study purpose and deeply 

investigate it, and it is preferred when researchers want to conduct a study on one or more cases that 

meet specific criteria or have specific features (Creswell, 2017).  

Data Collection Tools  

The data collection tools in the current study include “Needs Scale for Learning Turkish 

(NSLT)”, “Needs Scale for the Process (NSP)” and “Needs Analysis for the Content (NSC), which 

were all developed by Çağ (2022). NSLT is composed of 16 items, and it is a 3-point Likert type scale 

with three alternatives, which are yes, no, not sure”. NSP is composed of two sub-scales, which are 

“skill areas” and “methods and techniques”. The part of skill areas has 13 items, and it has three 

points, which are easy, medium and difficult. The part of methods and techniques is composed of 10 
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items, and it has three points, which are very useful, a bit useful and not useful. NSC is composed of 

two sub-scales, which are “materials” and “subject and themes”. The part of materials is composed of 

10 items, and it has three points which are very useful, a bit useful and not useful.  The part of subject 

and themes is composed of 15 items, and it includes three points, which are yes, no and not sure. 

Reliability coefficients of the data collection tools were as below: Cronbach's Alpha= 0,767 for 

NSLT, Cronbach's Alpha=0,867 for skill areas, Cronbach's Alpha= 0,685 for methods and techniques 

of NSP, Cronbach's Alpha= 0,830 for materials of NSP, Cronbach's Alpha=0,707 for subject and 

themes of NSC, Cronbach's Alpha=0,851 for the general reliability coefficient of the scales, which all 

show that the data collection tools are highly reliable.  

Data Analysis  

The data gathered from the participants were transferred to the computer to conduct the 

analysis. The analysis showed that the data did not display normal distribution as Kolmogorov-

Smirnov and Shapiro-Wilk tests resulted in a statistically significant difference in each group (p<0,05) 

and coefficients of skewness and kurtosis were higher than (+1), (-1). That’s why, we preferred non-

parametric tests in the current study. We analysed the data through percentage, arithmetic mean, 

Mann Whitney U and Kruskal Wallis tests. While scoring the responses, yes referred to 3, not sure 

referred to 2 and no referred to 1, easy referred to 3, medium referred to 2 and difficult referred to 1. 

On the other hand, very useful referred to 3, a bit useful referred to 2, not useful referred to 1. The 

statistically significant value was p<0,05 during data analysis.   

Findings 

The first sub-problem of the current study is “What are the needs of students who are learning 

Turkish as a second language?” Students’ needs about learning Turkish are as below:  

Table 2. Needs about the Purpose Learning Turkish  

Needs about the Purpose of Learning Turkish  Yes No Not sure 

To communicate with classmates %73,20 %24,24 %2,58 

To communicate with my teacher  %95,88 %2,58 %1,55 

To shop in the canteen  %90,72 %6,19 %3,09 

To listen to/understand lessons  %88,60 %2,06 %2,06 

To communicate with out-of-school friends  %86,08 %12,89 %1,03 

To communicate with neighbours  %79,38 %10,31 %10,31 

To shop in the market/grocery  %86,08 %9,79 %4,12 

To communicate with the doctor  %84,02 %13,40 %2,58 

To play games on the computer/phone  %68,56 %21,13 %10,31 

To play with friends  %84,02 %13,92 %2,06 

To listen to Turkish songs  %88,14 %9,28 %2,58 

To watch TV   %80,93 %15,98 %3,09 

To go to secondary school/high school/university in Türkiye in the future  %90,21 %8,25 %1,55 

To find a job in Türkiye in the future  %91,24 %7,22 %1,55 

To have a job  %92,27 %5,67 %2,06 
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As is seen in Table 2, students’ needs are mostly about communicating with the teacher 

(%95,88), having a job (%92,27) and finding a job in Türkiye in the future (%91,24). The areas for 

which students need Turkish the least are playing a game on the computer/phone and communicating 

with their classmates (73,20%).    

Students needs about the process of learning Turkish are as below:  

Table 3. Needs about the Process  

Needs About the Process     
Skills    

 Easy Medium Difficult 

Having daily dialogues  %60,31 %30,41 %9,28 

Pronouncing words correctly  %63,40 %32,47 %4,12 

Using idioms  %38,14 %26,29 %35,12 

Talking on the phone  %67,53 %24,74 %7,73 

Watching TV  %68,04 %28,87 %3,09 

Listening to a song  %65,46 %30,41 %4,12 

Listening to/Understanding classes  %68,04 %28,87 %3,09 

Listening to/Understanding coursebooks  %56,19 %34,54 %9,28 

Understanding idioms  %44,85 %26,29 %28,87 

Using a dictionary  %45,36 %29,38 %25,26 

Doing homework  %73,20 %24,23 %2,58 

Writing in class  %79,90 %18,56 %1,55 

Writing a comment on social media  %45,88 %30,93 %23,20 

Methods and Techniques     

 Very useful A bit useful Not useful 

Doing groupwork  %93,81 %5,15 %1,03 

Role-playing  %75,77 %18,04 %6,19 

Playing a game in class  %64,95 %3,09 %31,96 

Question-answer  %97,42 %1,03 %1,55 

Listening to the teacher  %99,48 %0,00 %0,52 

Copying the blackboard on the notebook  %96,39 %2,58 %1,03 

Doing dictation  %94,33 %3,09 %2,58 

Doing homework  %95,88 %2,58 %,155 

My friends correcting my mistakes  %86,60 %10,31 %3,09 

My teacher correcting my mistakes  %91,24 %4,64 %4,12 

 

As is seen in the skills part of the table above, students find it easy to write in class (79,90%) 

and do homework (73,20%). On the other hand, it is clear that students have difficulty in using idioms 

(38,14%) as well as understanding them (44,85%).     

As is seen in the Methods and Techniques part of the table above, listening to the teacher 

(99,48%), question and answer activities (97,42%) and copying the blackboard on the notebook 

(96,36%) are most useful according to students. On the other hand, it is clear that the least useful 

activity for students is playing a game in class (64,95%).   

Students’ needs about the content of the course while learning Turkish are as below:  
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Table 4. Needs about the Content  

Needs About the Content     

Materials     

 Very useful A bit useful Not useful 

Videos  %80,93 %12,37 %6,70 

Songs  %69,07 %23,71 %7,22 

Stories  %83,51 %14,95 %1,55 

Jingles  %74,74 %11,86 %13,40 

Riddles  %84,02 %8,25 %7,73 

Visuals   %80,41 %15,98 %3,61 

Dialogues  %86,08 %11,34 %2,58 

Dictionaries  %73,71 %19,07 %7,22 

Word cards  %82,99 %12,89 %4,12 

Puzzles  %81,44 %14,95 %3,61 

Subject And Theme     

 Yes No Not sure 

Free time and hobbies  %76,80 %7,22 %15,98 

Art  %84,54 %6,19 %9,28 

Jobs/profession  %85,05 %11,34 %3,61 

Health  %90,21 %6,70 %3,09 

Sports %90,72 %6,19 %3,09 

Drinks and beverages  %93,30 %3,09 %3,06 

Technology  %91,24 %5,15 %3,61 

Science  %94,33 %3,61 %2,06 

Nature  %91,75 %6,70 %1,55 

Shopping  %87,63 %7,22 %5,15 

Clothes  %93,81 %4,12 %2,06 

Games  %90,21 %3,61 %6,19 

Daily life  %94,85 %4,12 %2,06 

Family  %95,36 %3,09 %1,55 

Countries  %92,78 %4,64 %2,58 

 

As is seen in Table 4, students find dialogues (86,08%), riddles (84,02%) and stories 

(83,51%) the most useful. Students think that the least useful materials for learning Turkish are songs 

(69,07%) and dictionaries (73,71%).   

As is seen in the Subject and Themes part of Table 4, the themes that students want to learn in 

Turkish the most are family (95,36%), daily life (94,85%) and science (94,33%). The subject and 

theme that students want to learn the least is free time and hobbies (76,80%).   

The second sub-problem of the current study is “Which sub-dimensions do students’ language 

needs appear at?”. Students’ responses to the scales give the following results:  

Table 5. Sub-Dimensions of Language Learning Needs  

Sub-Dimensions of Language Learning Needs  X 

Social Life  2,67 

Communication  2,72 

Having a Job and Exchange of Information  2,78 

Fun and Game  2,74 

Future Plans  2,71 
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Sub-Dimensions of Needs about the Process   
A. Skills   
Productive and Receptive Skills  2,67 

Vocabulary and Writing Skill  2,15 

Oral and Written Interaction  2,56 

B. Methods and Techniques   
Traditional Methods  2,95 

Interaction-Based Methods  2,65 

Feedback-Based Methods  2,89 

Sub-Dimensions of Needs about the Content   
A. Materials  
Visual and Audial Materials  2,66 

Visual and Written Materials  2,79 

Written Materials  2,74 

B. Subject and Themes   
Life  2,84 

Culture  2,84 

Science and Nature  2,88 

Personal Life  2,91 

Fun  2,78 

 

As is seen in Table 5, the goals of students about learning Turkish mostly focus on having a 

job and getting information (X=2,78). Students’ needs about the process in terms of skills mostly 

focus on vocabulary and writing skills (X=2,15), which means that students have difficulty in these 

skills the most. When it comes to the part of methods and techniques, students find traditional 

methods more useful (X=2,95). As is seen in the table above, students’ needs about the content in 

terms of materials show that they find visual and written materials the most useful (X=2,79); when it 

comes to subject and themes, they need to learn about personal life the most (X=2,91).   

The third sub-problem of the current study is “Do students’ needs vary according to grade 

level, gender, time period of living in Türkiye and using Turkish out of school?”. The results of Mann 

Whitney U and Kruskal Wallis tests in line with this sub-problem are given below:  

Table 6. Comparing the Needs about the Goals of Learning Turkish According to the Variables  

Grade Level  N Mean  Mean Rank Sd p Significant difference  

2 31 45.00 111.29  

2 

 

0.001 

2nd-3rd grades  

3rd-4th grades  3 81 42.38 74.19 
4 82 44.84 115.32 
Gender N Mean Mean Rank U p Significant difference  

Female 94 43.88 98.20 4634.00 0.864 - 

Male 100 43.80 96.84 
Time period of living in Türkiye  N Mean Mean Rank Sd p Significant difference  

Those who were born in Türkiye  21 43.90 91.45  

3 

 

0.083 

Those who were born in 

Türkiye/4-7 years  

1-3 years /4-7 years 

4-7 years /7 years and 

more 

1-3 years 20 44.00 93.95 
4-7  35 46.17 128.56 
7 years and more  118 43.11 89.97 

Frequency of Using Turkish out 

of School  
N Mean Mean Rank U p Significant difference 

Sometimes 96 42.90 89.32 3918.50 0.041 There is a difference 

Always 98 44.75 105.52 
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As is seen in Table 6, needs about the goals of learning Turkish vary at a statistically 

significant level according to the variables of grade level, time period of living in Türkiye and using 

Turkish out of school, whereas there is no statistically significant difference according to gender. 

When it comes to the variable of grade level, the mean of 3rd grades is lower than the means of 2nd and 

4th grades, and there is a statistically significant difference between 2nd and 3rd grades as well as 3rd 

and 4th grades. When it comes to the variable of gender, female and male students almost agree on the 

goals of learning Turkish. When it comes to the time period of living in Türkiye, the highest mean 

belongs to the group including those who lived in Türkiye for 4-7 years and there is a statistically 

significant difference between the groups.  

Table 7. Comparing Needs about the Skill Areas according to the Variables 

Grade Level  N Mean Mean Rank Sd p Significant difference  

2 31 31.09 85.50  

2 

 

0.384 

- 

3 81 32.71 101.80 
4 82 32.07 97.79 
Gender N Mean Mean Rank U p Significant difference  

Female 94 32.02 93.61 4334.50 0.347 - 

Male 100 32.34 101.16 
Time period of living in 

Türkiye  
N Mean Mean Rank Sd p Significant difference  

Those who were born in 

Türkiye  
21 33.47 112.69  

3 

 

0.100 

 

- 

1-3 years 20 33.65 113.90 
4-7  35 32.68 105.30 
7 years and more  118 31.55 89.70 
Frequency of Using Turkish 

out of School  
N Mean Mean Rank U p Significant difference  

Sometimes 96 31.94 96.23 4582.00 0.754 - 

Always 98 32.41 98.24 

 

As is seen in Table 7, students’ needs about the skill areas do not vary at a statistically 

significant level according to the variables of grade level, gender, time period of living in Türkiye and 

frequency of using Turkish out of school. 

Table 8. Comparing Needs about Methods and Techniques according to the Variables 

Grade Level  N Mean Mean Rank Sd p Significant difference 

2 31 27.51 70.97  

2 

 

0.001 

2nd-3rd grades 

3rd-4th grades 

 
3 81 29.16 115.38 

4 82 28.03 89.87 

Gender N Mean Mean Rank U p Significant difference 

Female 94 28.57 100.88 4382.50 0.375 - 

Male 100 28.28 94.33 

Time period of 

living in Türkiye  

N Mean Mean Rank Sd p Significant difference 

Those who were 

born in Türkiye  

21 27.85 79.17  

3 

 

0.059 

 

- 

1-3 years 20 28.10 82.23 

4-7  35 28.25 90.80 

7 years and more  118 28.62 105.17 
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Frequency of 

Using Turkish 

out of School  

N Mean Mean Rank U p Significant difference 

Sometimes 96 28.75 108.13 3684.00 0.004 - 

Always 98 28.10 87.09 

 

As is seen in Table 8, needs about methods and techniques do not vary significantly according 

to gender, time period of living in Türkiye and frequency of using Turkish out of school, whereas 

there is a statistically significant difference according to grade level. There is a statistically significant 

difference between 3rd grades and 2nd and 4th grades, and the highest mean belongs to the 3rd grades. 

Table 9.  Comparing Needs about Materials according to the Variables 

Grade Level  N Mean Mean Rank Sd p Significant difference 

2 31 26.67 77.15  

2 

 

0.001 

3rd-2nd,4th grades 

3 81 28.67 114.24 

4 82 26.41 88.66 

Gender N Mean Mean Rank U p Significant difference 

Female 94 27.73 101.35 4338.50 0.327 - 

Male 100 27.09 93.89 

Time period of 

living in Türkiye  

N Mean Mean Rank Sd p Significant difference 

Those who were 

born in Türkiye  

21 27.04 81.10  

3 

 

0.110 

 

- 

1-3 years 20 27.40 95.50 

4-7  35 26.48 84.99 

7 years and more  118 27.73 104.47 

Frequency of 

Using Turkish 

out of School  

N Mean Mean Rank U p Significant difference 

Sometimes 96 27.61 103.09 4167.00 0.146 - 

Always 98 27.19 92.02 

 

As is seen in Table 9, students’ needs about materials do not vary significantly according to 

gender, time period of living in Türkiye and frequency of using Turkish out of school, whereas there 

is a statistically significant difference according to grade level. There is a statistically significant 

difference between 3rd grades and 2nd and 4th grades, and the highest mean belongs to the 3rd grades. 

Table 10. Comparing Needs about Subject and Themes according to the Variables 

Grade Level  N Mean  Mean Rank Sd p Significant difference  

2 31 41.74 72.21  

2 

 

0.012 

2nd -3rd,4th grades  

3 81 43.19 104.18 
4 82 43.00 100.46 
Gender N Mean Mean Rank U p Significant difference  

Female 94 42.86 98.94 4564.50 0.711 - 

Male 100 42.90 96.15 
Time period of 

living in Türkiye  
N Mean  Mean Rank Sd p Significant difference  

Those who were 

born in Türkiye  
21 42.19 92.05  

3 

 

0.963 

 

- 

1-3 years 20 42.55 96.40 
4-7  35 42.85 98.69 
7 years and more  118 43.06 98.31 
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Frequency of 

Using Turkish 

out of School  

N Mean Mean Rank U p Significant difference  

Sometimes 96 42.94 94.89 4453.00 0.492 - 

Always 98 42.81 100.06 

 

As is seen in Table 10, needs about subject and themes do not vary significantly according to 

gender, time period of living in Türkiye and frequency of using Turkish out of school, whereas there 

is a statistically significant difference according to grade level. There is no statistically significant 

difference between 3rd and 4th grades, while there is a statistically significant difference between 2nd 

and 3rd and 4th grades.  

Discussion, Conclusions and Recommendations 

In this study, which aims at analysing language needs of Syrian children under temporary 

protection, we administered NSLT, NSC and NSP developed by Çağ (2022) to 194 Syrian primary 

school students and identified students’ goals of learning Turkish as well as their needs about the 

process and content of learning Turkish.  

The study results show that students’ needs about the goal of learning Turkish are respectively 

communicating with the teacher, having a job and finding a job in Türkiye in the future in the order of 

preference. Bölükbaş (2016) conducted a study to analyse language needs of Syrian adults under 

temporary protection, and found out that the participants wanted to learn Turkish mostly to attend a 

university in Türkiye and continue their life in Türkiye. The Syrian participants between the ages of 

15-24 who participated in a study conducted by Çangal (2022) pointed out that they wanted to learn 

Turkish in order to meet their basic needs, receive education, find a job and work, overcome 

communication problems in daily life. When we compare the findings of different studies conducted 

by Bölükbaş (2016) and Çangal (2022) with different age groups to the current study findings, the 

common concern of Syrian children, teenagers and adults is about future such as going to a university, 

having a job or finding a job. Phutkaradze (2018, p. 88) states that irregular migrants’ professional life 

is affected badly because of not knowing Turkish, which supports the fact that immigrants of different 

age groups have similar concerns about that. On the other hand, the domains where students need 

Turkish the least include playing a game on the computer/phone and communicating with their 

classmates. The reason of this finding might be that Syrian students speak in Arabic with their 

classmates and they have difficulty in getting access to a computer/phone.  

Students’ mean scores about the goal of learning Turkish focus mostly on the sub-dimensions 

of having a job and getting information. Needs about the goal of learning Turkish vary at a 

statistically significant level according to grade level, time period of living in Türkiye and frequency 

of using Turkish out of school, whereas there is no statistically significant difference according to 

gender.   
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Students’ needs about the process of learning Turkish are addressed in two different parts, 

which are skills as well as methods and techniques, in the current study. In terms of skill areas, 

students find it easy to write and do homework. On the other hand, students have the most difficulty 

in using and understanding idioms. Cognitive development can explain the difficulty students have 

about using and understanding idioms. “Understanding metaphors requires mental skills such as 

sorting, perceiving high level relations or making abstract arrangements” (Mağden and Tuğrul, 1994). 

This is something about age and mental development. Cometa and Eson (1978) state that children’s 

ability to interpret a metaphor develops with age and children can interpret a metaphor in their native 

language when they are 6-8 years old and older. Because of that reason, considering the fact that 

Syrian primary school students have just started to develop the ability of interpreting a metaphor in 

their native language, it seems natural to see them having difficulty in understanding and using idioms 

having a metaphoric meaning in a second language.  

 Another study finding reveals that students have difficulty in vocabulary and writing skills 

the most, which means that students’ needs mostly focus on this sub-dimension. A study conducted 

by Bölükbaş (2016) concluded that Syrian participants gave importance to speaking and writing skills 

while learning Turkish. In this light, it seems possible to state that the needs of both Syrian adults and 

children learning Turkish as a second language mostly focus on writing skills. When it comes to skill 

areas, it is clear that students’ needs are not affected by grade level, gender, time period of living in 

Türkiye and frequency of using Turkish out of school.  

Tzotzou (2014) conducted a study with Greek primary school students who were learning 

English as a foreign language and found out that students wanted to learn a language by using audial 

and visual strategies such as writing down a word after seeing it on the blackboard and hearing it at 

the same time. Like the study findings conducted by Tzotzou (2014), the current study findings show 

that students find it useful to listen to the teacher, do question and answer activities and copy the 

blackboard on the notebook in terms of methods and techniques. Students’ needs about methods and 

techniques focus on the dimension of traditional methods. On the other hand, the participants who are 

primary school students think the least useful activity is to play games in class, which is surprising 

considering the ages of the study group. The finding which suggests that students find interactive 

methods such as playing a game less useful than other methods contradicts the study by Tzotzou 

(2014). Tzotzou (2014) concluded that children wanted to learn through pair work, group work or 

other activities done as a whole class. Students needs about methods and techniques do not vary at a 

statistically significant level according to gender, time period of living in Türkiye and frequency of 

using Turkish out of school, whereas there is no statistically significant difference according to grade 

level.  
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Students’ needs about the content of learning Turkish are addressed in two parts, which are 

materials and subject and theme. In terms of materials, students find dialogues, riddles and stories 

useful, whereas they do not find songs and dictionaries very useful. Students’ needs about materials 

focus on the sub-dimensions of visual and written materials, which means that students find visual 

and written materials useful. Furthermore, students’ needs about materials are not affected by gender, 

time period of living in Türkiye or frequency of using Turkish out of school, but affected by grade 

level.  

When it comes to subject and themes, students want to learn subject and themes such as 

family and daily life the most. Studies conducted by Bölükbaş (2016) as well as Ünal, Taşkaya and 

Ersoy (2018) concluded that Syrian immigrants needed Turkish the most in terms of daily life needs. 

In the current study, students’ needs appear in the sub-dimension of personal life in terms of subject 

and themes. On the other hand, students’ needs about subject and themes do not vary according to 

gender, time period of living in Türkiye and frequency of using Turkish out of school, but they vary 

according to grade level.  

Another study finding shows that gender does not affect language learning needs. This finding 

contradicts studies by Çangal (2013) and Bölükbaş (2016), while it supports the findings of studies 

conducted by Jilta (2016) and Deliktaş (2019).   

The current study shows that frequency of using Turkish out of school affects the goal of 

learning Turkish, whereas it does not affect the process and content of language learning. Nimer 

(2019) states that it gets difficult for immigrants who live in places densely-populated by Syrians to 

get in touch with Turkish people, which affects their language skills in a negative way. From this 

perspective, it seems possible to state that primary school students’ motivation to use Turkish out of 

school varies according to their language learning goals, but frequency of using Turkish out of school 

does not make a difference for this age group in terms of language skills. This might result from the 

fact that students spend most of their time at school in a day, and they think that listening to the 

teacher is the most useful thing. Therefore, it is possible to state that students meet their needs to learn 

Turkish mostly at school, and school and teachers play a very important role in this respect. This 

might explain the study finding which suggests that frequency of using Turkish out of school does not 

affect their language learning process and content.   

Consequently, as Nimer (2019) puts it, Syrian immigrants constitute a heterogenous group, 

and immigrants’ socio-demographic differences affect their language needs. Because of that reason, 

identifying the language needs of immigrants of different ages and profiles will be an important step 

to solve immigrants’ language problem and related secondary problems. As is stated by Başar (2020, 

p. 313), there are only a few studies on teaching Turkish to immigrants in general and immigrant 

children in particular, and related practices focus on foreign policies instead of considering Türkiye-
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specific conditions and priorities. Therefore, it seems crucial to identify the language needs of Syrian 

immigrants in Türkiye and shape language policies in this line. The fact that almost half of the Syrian 

immigrants under temporary protection are between the ages of 0-18, which makes it even more 

important to identify the language needs of children and teenagers and shape the language needs in 

this respect. Identifying and analysing the language needs of Syrian children learning Turkish as a 

second language can make it possible to customize teaching Turkish according to needs of the target 

group and can shed light on practices of teaching Turkish.   
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Abstract 

The Common European Framework of Reference for Languages (CEFR) is one of the most widely 

consulted reference works that define international standards for the learning, teaching, and 

assessment of languages. Since its appearance in 2001, the CEFR has been translated into more than 

40 languages, including Turkish, making it the second most-translated document of the Council of 

Europe (CoE) after the European Convention of Human Rights. The CEFR was complemented by the 

Companion Volume with New Descriptors in 2018. This provisional version was later replaced by the 

CEFR Companion Volume (CV) in 2020, which includes added descriptors for mediation, online 

interaction, plurilingual/pluricultural competence, and sign language competences, ensuring modality-

inclusive formulations in adapted illustrative descriptors for sign languages and gender-neutrality in 
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all descriptors. The CEFR CV has already been translated into French, Arabic, Italian, Spanish, and 

Turkish, and translations to several other languages are underway and expected to become available 

shortly. The Turkish translation was completed in October 2021 by a committed team of scholars with 

the initiative and coordination of the Turkish Ministry of National Education (MoNE) in cooperation 

with the CoE. The translation of the CEFR Companion Volume into Turkish is an excellent example 

of how hard work and perseverance pay off. The translation team and others who have contributed to 

the work have demonstrated a fine example of sheer dedication, patience, and multidisciplinary 

collaboration to create a reader-friendly text to guide anyone involved in language teaching and 

testing—from teachers, learners, and material developers to educational institutions, researchers, and 

employers. This paper uncovers the background story, events, and actions behind this text for users to 

better understand its intricacies, nuances, and complexities. It is anticipated that the “backstage 

information” shared here will provide insights for prospective translators of the CEFR CV into other 

languages. 

Keywords: CEFR, Companion Volume, Translation, Turkish, Council of Europe 

DOI: 10.29329/epasr.2022.478.13 

Submitted: 25 August 2022 Accepted: 02 November 2022 Published: 05 December 2022 

 

Background Information and Context 

The CEFR: From past to present 

The Common European Framework of Reference for Languages (CEFR) is an internationally 

recognized standard and policy instrument for defining language-related abilities. The document 

should be understood as a continuation of the prior language education-related attempts of the Council 

of Europe (CoE) during the 1960s, 1970s, and 1980s. Accepted as not “a revolution” yet “a part of an 

evolution of practice,” the development process started with the communicative approach in the 1960s 

when language projects encouraged language learning for communication and promoted learner 

autonomy. In the 1970s and 1980s, Threshold Level specifications in various languages were 

developed to help design language learning objectives, i.e., independent communication. Language 

learning objectives were specified based on the approach that language is more than linguistic 

knowledge, considering the five dimensions of communicative competence: linguistic, sociolinguistic, 

discourse, sociocultural, and social competence. However, it was in 1991, at the symposium 

Transparency and Coherence in Language Learning held in Switzerland, Europe, when the CoE first 

had the idea of developing such an international framework. After three drafts and revisions starting 

in 1995 and its piloting, the final version was officially launched by the Language Policy Division of 
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the CoE in 2001, accepted as the European Year of Languages, and published in English by 

Cambridge University Press and French by Hatier-Didier (CEFR CV, 2018; CoE, 2022). 

The Education Policy Division (Language Policy Programme) of the CoE started a project to 

update the CEFR descriptors, which introduced the Common European Framework of Reference for 

Languages: Learning, teaching, assessment - Companion Volume with New Descriptors as a project 

product. Adopting an action-oriented rather than solely a communicative approach, the Companion 

Volume is an updated version of the CEFR (2001) authored by Brian North, Tim Goodier, and Enrica 

Piccardo and published in 2018 with extended descriptors for four new aspects, namely mediation, 

online interaction, plurilingual/pluricultural competence, and sign language competences, all of which 

cover modality-inclusive formulations and are gender-neutral. The extended illustrative descriptors in 

the Companion Volume were developed in four stages (CEFR CV, 2020; North & Piccardo, 2019). 

First, the gaps on the original scales were identified, and the 2001 scales, particularly the C and 

bottom levels, were updated (2014-2015). In the second stage (2014-2016), descriptor scales for 

missing areas, particularly mediation with literature, plurilingual and pluricultural competence, and 

online interaction, were developed. Then in the next stage (2015-2016), a new analytic scale for 

phonological control was devised. 

Similarly, descriptors for sign languages were developed in the fourth stage (2015-2018). By 

the way, descriptors for two age groups were collated for young learners, which is accepted as Stage 5 

(2014–2016) (CEFR CV, 2018). In short, this initiative, with several stages of development, 

validation, analysis and revision, consultation, piloting, and finalization (North & Piccardo, 2019), 

ended up with the updated version published online in 2018. In 2020, the framework was updated 

under almost the same name, i.e., Common European Framework of Reference for Languages: 

Learning, Teaching, Assessment Companion Volume, which provides extended illustrative descriptors 

and explains its aims and principles in a more user-friendly way to increase CEFR awareness. The 

links and references to the 2001 CEFR show that the earliest version is still valid. As the second most 

translated policy document of the CoE, the framework has been translated into over 40 European and 

non-European languages, including Turkish (CoE, 2022). 

The Aim of the CEFR 

The framework is officially aimed at solving the possible communication problems language 

professionals, including administrators, course and materials designers, teachers and teacher trainers, 

language testers, and examiners encounter due to diverse education systems across Europe (CEFR, 

2001). In its own words, it “provides a common basis for the elaboration of language syllabuses, 

curriculum guidelines, examinations, textbooks, across Europe” by offering them the means “to 

reflect on their current practice, with a view to situating and co-ordinating their efforts and to ensuring 

that they meet the real needs of the learners for whom they are responsible” (CEFR, 2001, p. 1). The 
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ultimate aim of that language-free initiative was to help European mobility by ensuring transparency 

in language courses, syllabuses, and learner qualifications in different areas, which could promote and 

facilitate international cooperation in teaching any modern languages. Since then, the framework has 

been used to plan language learning programs, language certification, and self-directed learning 

regarding their assumptions, objectives, content, and assessment until it was updated in 2018. 

Furthermore, with its language ability descriptors on a scale from A1 for beginners to C2 for 

proficient ones, i.e., “can do” statements, it helps teachers, learners, test designers, educational 

administrators, and employers to identify qualification levels and compare them to various exams. 

The aims of the current version published in 2018 are broadened to include attempts “to 

protect linguistic and cultural diversity, promote plurilingual and intercultural education, reinforce the 

right to quality education for all, and enhance intercultural dialogue, social inclusion, and democracy” 

(CoE, 2022, para. 4). In other words, the current initiative “is intended to provide a common 

metalanguage for the language education profession in order to facilitate communication, networking, 

mobility and the recognition of courses taken and examinations passed” (CEFR CV, 2018, p. 26). 

The Philosophy and Content of the CEFR 

The philosophy behind the CEFR is that language should be taught and learned as an aid to 

show how to behave appropriately in authentic situations, communicate feelings and ideas, and 

accomplish a wide range of tasks (CEFR CV, 2018). It adopts the action-oriented approach, as 

language teaching aims not to exchange information and thus train effective communicators. Instead, 

the aim is to ensure collaboration in and outside the school to train social actors who can 

communicate successfully, live, and collaborate with people from different linguistic and cultural 

backgrounds. This aim is in line with the desire of Europe to create a multicultural and multilingual 

social structure. Therefore, the older version emphasizes plurilingual and pluricultural competence, 

while the current one also deals with mediation (Acar, 2020b). The framework covers a continuum of 

ability in the form of six levels of foreign language proficiency from A1 to C2.: A1 and A2 (basic 

user), B1 and B2 (independent user), and C1 and C2 (proficient user). Resulting from the need to 

devise descriptors for young and very young learners whose cognitive and linguistic development 

needs special consideration, the new label of Pre-A1 was included in the 2018 and 2020 updated 

versions of the framework as a new proficiency level (Alexiou & Stathopoulou, 2021). 

The framework presents illustrative descriptive scales for four areas: (1) communicative 

language activities and strategies, (2) plurilingual and pluricultural competences, (3) communicative 

language competences, and (4) signing competences. The traditional model of four skills, namely 

listening, speaking, reading, and writing, is substituted for communicative language activities and 

strategies in the framework as it could not reflect the true nature of real interaction. The framework 

presents illustrative descriptive scales for communicative activities and strategies under four modes: 
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reception, production, interaction, and mediation. As the CoE values cultural and linguistic diversity 

and prioritizes equal rights and social justice, the framework also offers illustrative descriptor scales 

for plurilingual and pluricultural competence under three headings: building on pluricultural 

repertoire, plurilingual comprehension, and building on plurilingual repertoire. Language learners are 

regarded as “social agents” who “draw on all their linguistic and cultural resources and experiences in 

order to fully participate in social and educational contexts, achieving mutual understanding, gaining 

access to knowledge and in turn, further developing their linguistic and cultural repertoire” (CEFR 

CV, 2020, p. 123). Inspired by various competence models in applied linguistics since the 1980s, the 

framework also presents communicative language competences under three headings: linguistic 

competence, sociolinguistic competence, and pragmatic competence, which cannot be isolated from 

each other. Furthermore, the framework covers signing competences under linguistic, sociolinguistic, 

and pragmatic areas, which apply communicative activities to sign languages. Therefore, the extended 

descriptors are “modality-neutral” (CEFR CV, 2020, p. 143). 

The CEFR in Türkiye 

As a result of Türkiye’s attempt to cooperate with the CoE by following the regulations of the 

European Union, English language teaching curricula in Türkiye attempts to integrate the 

fundamental philosophies of the CEFR into foreign language education. The Turkish Ministry of 

National Education (MoNE) piloted the framework in Türkiye, starting in the 2001-2002 academic 

year, offered in-service teacher training activities to increase CEFR awareness, organized numerous 

seminars, put the European Language Portfolio into practice, a project devised in parallel with the 

CEFR to support learner autonomy and intercultural communicative competence, devised textbooks 

adopting the action-oriented approach of the framework (Acar, 2020a, 2021; Hismanoglu, 2013; Kır 

& Sülü, 2014; Sahinkarakas et al., 2009). 

In 2009, the English framework was translated into Turkish by a translation commission 

consisting of 8 academicians and a representative from the MoNE and published by MoNE Board of 

Education (MoNE BoE). In 2013, it was translated into Turkish for the second time, but this time 

from the German version as the source text, by a commission consisting of four experts based in 

Germany, including two academicians, a teacher of Turkish, and the then-director of a specialist 

advice center for languages of origin, multilingualism, and school integration in Frankfurt 

[Fachberaterzentrum für Herkunftssprachen, Mehrsprachigkeit und schulische Integration] in the 

coordination of telc gGmbH, an international language test provider, and the MoNE, and published by 

telc gGmbH. 

The framework has affected foreign language education in Türkiye in three ways: curriculum 

development, pre-service and in-service teacher education, and instructional materials development 

(Yılmaz-Yakışık & Ünveren-Gürocak, 2018). Most of the fundamental philosophies of the 
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framework, such as intercultural awareness, communicative approach, task-based learning, action-

oriented approach, autonomous learning, learner-centeredness, and self-assessment, are embraced in 

curricula development and curricular revisions (Yüce & Mirici, 2019; Zorba & Arikan, 2016). 

However, still, the English language curricula devised in Türkiye are considered deficient in terms of 

compatibility with the CEFR for a number of reasons, particularly for the lack of correspondence 

between program outcomes and the CEFR proficiency descriptors, the negligence of plurilingualism 

and pluriculturalism (Yüce & Mirici, 2019), and the failure to adhere to the framework by not 

adopting the action-oriented approach (social-action-based learning) of the 2020 CEFR CV (Acar, 

2021). Besides, textbooks are argued to be designed in line with this new goal for language teaching 

(Acar, 2020b; Yüce & Mirici, 2019). 

The disciplines of teaching Turkish as a foreign language and English language teaching 

accept the CEFR as an essential reference material (Demirdöven, 2021; Özbal, 2021). The framework 

has been integrated into teaching Turkish as a foreign language to devise speaking and writing 

activities in textbooks despite further room for improvement (Demirel & Fakazlı, 2021). 

Earlier research in Türkiye reports mixed results about the CEFR. Several studies have shown 

that English language teachers are aware of the CEFR, apply and align it to their classroom practices, 

and are willing to integrate its pillar and practices, such as self-assessment, portfolios, and 

performance tasks, into their teaching, which are also observed in instructional materials (see, for 

instance, Çağatay & Ünveren-Gürocak, 2016; Hismanoglu, 2013; Mirici & Kavaklı, 2017). 

Instructors at public schools were found more knowledgeable about the framework due to practical in-

service training activities (Çağatay & Ünveren-Gürocak, 2016), and teachers working at private 

schools were found more informed about the document, its impact on language textbooks and testing, 

and language teaching techniques (Yılmaz-Yakışık & Ünveren-Gürocak, 2018). Regardless of their 

recognition of the CEFR, however, some studies state that teachers show a lack of awareness 

concerning plurilingual and pluricultural competence, critical philosophy, and descriptor of the 

framework, despite their positive attitudes toward the enhancement of their students’ intercultural 

awareness (see, for instance, Çelik, 2013). Although they know the CEFR framework, several studies 

report that teachers do not integrate its principles into their instructional practices (see, for instance, 

Sülü & Kır, 2014). There are calls to devise in-service training to guide teachers on how to integrate 

the CEFR scales into language teaching, CEFR-oriented lesson plans, and testing (Hazar, 2021; Kır & 

Sülü, 2014; Ünlücan-Tosun & Glover, 2020; Yılmaz-Yakışık & Ünveren-Gürocak, 2018; Yüce & 

Mirici, 2019). 
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Procedures for translating the CEFR CV into the Turkish language 

Forming of the Translation Team and the Procurement Process 

The translation work was one of the activities within the scope of the Development of Foreign 

Language Education (Yabanci Dı̇l Eğı̇tı̇mı̇nı̇n Gelı̇ştı̇rı̇lmesı̇: YADEG) project carried out by the 

Turkish and Language Education Research and Development Center (Türkçe ve Dil Eğitimi 

Araştırma ve Geliştirme Merkezi: TDE-ARGEM) established under the BoE. Before the translation 

process started, the MoNE BoE contacted the CoE to obtain permission to translate the CEFR CV into 

the Turkish language and was granted the right to be the authorized body for the translation. Then, the 

tender process for the translation work was initiated.  

A number of qualifications for the translation commission were listed in the tender 

specifications. The first author (Servet Çelik of Trabzon University) was approached by one of the 

private companies planning to submit a bid for the tender. Next, he established a team of academics 

with expertise spanning foreign language education, language assessment, language teaching 

programs, and cultural diversity and plurilingual/pluricultural competence as they related to CEFR, 

including himself, Yasemin Kırkgöz of Çukurova University, Pelin Irgin of TED University, Deniz 

Şallı-Çopur of Middle East Technical University, and Şakire Erbay-Çetinkaya of Karadeniz Technical 

University. He then communicated the purpose and content of the project to them and discussed with 

them the details of the tender (i.e., instructions, specifications). Finally, the team negotiated the 

contract conditions and pricing schedule with the company, and the company prepared and submitted 

a bid for the tender to the contracting authority. Bids were received from three different companies 

and assessed in terms of both the adequacy of the commissions and the cost. Upon the successful 

evaluation of their bid, the team was awarded a contract, signed on May 5, 2021, to complete and 

deliver the work in 120 days. 

According to the terms of the contract: 

● The completed parts of the translation would be submitted to the BoE as a report 

every thirty days from the start of the study. 

● In addition to the translation commission, two expert academicians—one from the 

field of Turkish Language and Literature and another from Sign Languages, would be included in the 

study team to do the post-reading. 

● The translation team will work under the coordination of a board member. 

● The contractor would ensure that the Turkish translation of the text was fluent, 

comprehensible, and internally consistent. 

● The revisions requested by the administration would be made to the submitted text. 
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● The commission would be expected to participate in at least three online meetings 

organized by the administration, and participants would be informed in advance. These meetings 

would take place in the form of interim summary evaluations covering issues such as the features of 

the work to be done, its current status, next steps, regulations, and suggestions. 

● An evaluation workshop on translation work would be held in Ankara on May 24, 

2021. In the workshop, the commission would be expected to inform the participants of the process 

and discuss how they progressed and where they were with the translation. In addition, the 

participants would have an exchange on the main concepts and terms, talk about the design and 

technical details, and determine the roadmap for the remaining work. 

● Before the end of the translation work, a final evaluation workshop would be held in 

Balıkesir on July 8-9, 2021. In the workshop, it was expected that the final version of the text would 

be presented to the participants; the text would be evaluated in terms of each participant’s field of 

expertise, and the choices regarding concepts and terminology would be finalized. 

Procedures and Activities 

The translation project commenced with an online meeting organized by the MoNE BoE on 

April 30, 2021, where the coordinating BoE member (Author 9) and MoNE experts (Authors 10 and 

11) met with the core team members (Authors 1, 2, 3, 4, and 5) and Turkish language and sign 

language experts (Authors 6 and 7, respectively). After the personal introductions, the expectations of 

the MoNE BoE regarding the translation work were clarified and communicated to the team. In 

addition, the MoNE experts discussed the details of the activities to be carried out and provided 

further information about the YADEG project executed within the framework of the Presidential 

Investment Program, of which the translation work was a small part. The approximately 90-minute 

meeting helped establish a mutual dialogue between the parties involved. 

Right after the meeting, MoNe experts sent the team an email containing a link to a folder of 

necessary documents to be used in the translation; namely, the original English version of the CEFR 

(2001)—the source text, the English version of the Companion Volume (2020), and the Turkish 

translations of the CEFR (2009, 2013). 

The next day, the translation team had an online meeting to thoroughly analyze the source text 

before any attempts to translate it and to discuss how they would proceed with the work. They 

decided to tackle the different parts (i.e., chapters) of the source material one at a time and follow a 

process-oriented approach to focus on meaning and exploring and resolving any potential issues and 

challenges faced in the transfer of meaning through feedback and communication. As such, they 

agreed they would first translate the assigned parts individually, then perform cross readings, checks, 

and corrections collectively with a partner, and finally send them to the head of the translation team 
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(Author 1) to convert to a single file and upload the combined file to a Google drive to begin 

collaboration as a team by conducting further readings, adding notes, comments and suggestions, and 

completing the final proofing, corrections, and edits on the document. Each completed draft of a 

chapter—or multiple chapters, would be sent out for review by the Turkish language and sign 

language experts (Authors 6 and 7), MoNE experts (Authors 10 and 11), and/or other internal 

(teachers of English at MoNE) or external readers (local experts at universities), as the translation 

team would continue working on the following parts. This revolving cycle would last until producing 

the final version of the translation. 

Within this framework, the following main activities were carried out: 

● The draft translation of the first two chapters and a draft program of the first face-to-

face meeting in Ankara were submitted to the BoE on May 19, 2021. 

● A meeting was held in Ankara on May 24, 2021, where the then BoE member and 

TDE-ARGEM coordinator (Author 9) member and head of the translation commission (Author 1) 

each gave a short talk on the process. The completed two chapters were discussed in relation to the 

overall text fluency, readability, and functionality. Problematic concepts and terms, as well as some 

complex and challenging structures and sentences, were negotiated. Some design-related issues and 

technical details were clarified, and the roadmap for future activities was devised. 

● The revised version of the first two chapters, along with a list of terminology for 

commonly used terms in the CEFR CV, were submitted to the BoE (in word and pdf formats) for 

feedback from the MoNE readers, and Turkish and sign language experts—as the team was working 

on the 3rd chapter. 

● The sign language expert’s evaluations, comments, and feedback were received on 

June 6, 2021. 

● The evaluations, comments, and feedback of the MoNe readers were received on June 

12, 2021. 

● The translation team participated in the online conference on “Foreign Language 

Education in Turkey and European Practices: Developments and Suggestions,” organized by the 

MoNE BoE on June 28-29, 2021. It was extremely valuable to listen to expert speakers and 

participants in reconsidering the Turkish equivalents of some of the keywords and terminology in the 

CEFR CV. 

● The revised versions of the first two chapters and the first drafts of the translations of 

chapters 3, 4, and 5 were submitted to the BoE on July 1, 2021. 
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● A draft program for the meeting in Balıkesir was submitted to the BoE on July 6, 

2021. 

● The second workshop organized for the Turkish translation of the CEFR CV was 

successfully completed on July 8-9, 2021, in Balıkesir. First, the then BoE member and TDE-

ARGEM coordinator (Author 9) gave an opening speech. He talked about the importance of the 

CEFR CV and the added value of the translation of the text into Turkish for the BoE, the MoNE, and 

all stakeholders. Next, the head of the translation commission provided information regarding the 

current status of the translation. He stated that the translation team had weekly online meetings after 

the first workshop in Ankara to discuss and complete the necessary revisions and tasks. He added that 

the translation was coming to an end and would be finalized after the final proofs and touches 

following the discussions in Balıkesir and the subsequent checks by the Turkish language expert and 

external reviewers. The participants then went over the highlighted parts of the text and had final 

exchanges on the challenging terms and concepts for two days. 

● As per the decision in Balıkesir, the entire translated document and its attachments 

were sent to the BoE on August 2, 2021. 

● The evaluations, comments, and feedback from the MoNe readers and the Turkish 

language expert were received on August 24, 2021. 

● The external reader’s evaluations, comments, and feedback (Elif Kantarcıoğlu of 

Bilkent University) were received on August 31, 2021. This specific external reviewer was selected 

for her expertise and work in CEFR. Elif Kantarcıoğlu obtained her doctoral degree from the 

University of Roehampton upon completing her thesis titled “Relating an Institutional Proficiency 

Examination to the CEFR: A case study” and later published widely on CEFR-related issues. 

● Revisions and corrections were made to the text based on the feedback from internal 

and external readers, and the revised copy was submitted to the BoE on September 3, 2021. 

● The final feedback from the Turkish language expert was received on September 7, 

2021. 

● The finishing touch-ups were completed, and the final draft of the translation was 

submitted to the BoE on September 10, 2021. 

● The copyright transfer agreement form was signed by the translation team members 

and submitted to the BoE on September 10, 2021. 

● The proofs of the typeset copy were received and approved on October 1, 2021. 

● The final draft of the translation was introduced to the public in a meeting organized 

by the BoE in Ankara on November 8, 2021. 
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● The Turkish version of CEFR CV was printed in 1500 copies and distributed to 1000 

different addresses, including Turkish and Foreign Languages Research and Application Centers 

(TÖMERs), language centers, language departments of universities, provincial national education 

directorates, relevant units of the MoNe, local libraries, university libraries, International Anatolian 

Imam Hatip high schools and other relevant people and institutions, with the support of the CoE and 

the coordination of BoE. 

The CEFR CV 2020 

New descriptors in the CEFR CV 2020: Translating from English to Turkish 

The translation team experienced a well-established process to provide an accurate and well-

worded translation of new descriptors in the CEFR CV 2020. To convey the actual meaning of the 

original text and to make the translated text of the CEFR CV 2020 more legible, the team members 

simultaneously juggled word choices and arranged grammatical structures as well. A multi-step 

translation process was followed to improve the translation quality and consistency (Esen-Eruz, 

2000). A preface was written by the translation team to present the translation process step by step 

and to share references of valuable sources used during the translation of the CEFR CV 2020. 

Furthermore, a glossary of terms (from English to Turkish) including 157 words, a glossary on sign 

language competences, consisting of 84 words, and translation notes, a total of 10 bullet points, were 

jotted down, which are available in the translated version of the CEFR CV 2020 to make it more 

reader-friendly (CoE, 2021). 

In the translation process of the CEFR CV 2020, the translation team was of one mind about 

neatly translating the standpoints of new descriptors of the CEFR 2020 and how these descriptors 

would be understood when they were translated into Turkish. However, there were some challenges in 

the translation of new descriptors in the CEFR CV 2020 which broadens the vision of the CEFR 2001 

with its new descriptors: Mediation, online interaction, plurilingual/pluricultural competences, and 

sign language competences. Specifically, the difficulties were establishing similarities by means of 

translation between the original text (English) and the translated version (Turkish), transferring 

between literary concepts belonging to specific fields, and translating word patterns from English to 

Turkish. Even though there are similar and/or identical idioms and word patterns in terms of content 

in both languages, their manners of expression can be different. Therefore, the translation team 

established parallel expression patterns between English and Turkish during the translation period. In 

that sense, the contribution of the Turkish language expert and external reviewers was as precious as 

the rigorous work of the translation team. 

In the CEFR 2001, there were innovative concepts and descriptors relevant to tasks with 

limited linguistic and cognitive demands. The CEFR in 2001 had the policy to be plurilingual, to 

adopt the integration of four skills by moving from reception and production to interaction and 
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mediation in communication, and to present an action-oriented approach very clearly to satisfy the 

needs of learners/users as social agents standing on “can do” statements together with self-assessment, 

learner autonomy and communication strategies (North, 2020; North & Piccardo, 2019). In the CEFR 

CV 2020, all these interrelated notions and the rationale behind each descriptor scale were explained 

better to overcome the blurred picture among teachers, practitioners, and professionals in teacher 

education. The CEFR CV 2020 highlights and further clarifies these innovative concepts in the CEFR 

2001 (Piccardo, 2021) and emphasizes visions of users/learners as social agents who co-construct 

meaning in mediation and mobilize cognitive, emotional, linguistic, and cultural resources in real-life 

tasks (CoE, 2020). 

The CEFR CV 2020 goes beyond the four skills and conceptualizes mediation. A new vision 

was developed as it focused on the complexity of the message in the co-construction of meaning with 

mediation, which led to the development of mediation. Piccardo (2021), North and Piccardo (2016), 

and Piccardo and North (2019) highlighted that the inter-related concepts of mediation and agency 

have developed in relation to education generally and language education particularly. Therefore, a 

user/ learner with plurilingual and plurilingual competences becomes a real social agent. In the 

descriptive scheme of the CEFR, mediation was presented as part of communicative language 

activities and communication strategies. Thus, the CEFR CV 2020 operationalizes this new vision 

into calibrated and validated descriptors: Mediating communication, mediating a text, mediating 

concepts, and some strategies related to the mediation. These three categories—mediating 

communication, mediating concepts, and mediating text—imply seeing language as an activity rather 

than an entity. Creating space, managing tensions, counseling, etc. (mediating communication) is 

related to the (co)construction and reconstruction of meaning/knowledge (mediating concepts) 

individually and collectively through changing the way of communication such as reformulating, 

switching oral to written, changing genres, and combining text and other modes (mediating text) 

(Piccardo, 2021). 

Social agents are languaging (a) as they think concepts by relating to the other things in 

mediating concepts, (b) in the process of self-other regulation in mediating communication, and (c) to 

find formulations that enable understanding of the text itself for themselves and for or with others in 

mediating a text (CoE, 2020; Piccardo, 2021). From a socio-constructivist perspective, learning a 

language is a complex and situated process of emergence in a social environment (Larsen-Freeman, 

2017; van Lier, 2010). The social agents mediate the language learning process for themselves or 

other people (e.g., teacher, fellow students, family members), which is the basis of collaborative 

learning through interaction. In the languaging process, social agents deal with emotional, cognitive, 

intrapersonal, interpersonal, cultural, and textual dimensions (North & Piccardo, 2019) in various 

settings and levels. With the action-oriented approach of the CEFR CV, social agents continually are 
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part of a doing/acting process requiring mediation at different stages within in-person social 

communities and/or distant online interactions. 

The CEFR CV 2020 presents the difference between multilingualism [çok dillilik]—

languages side by side adding a series of elements like numbers and/or people in a multitude), and 

plurilingualism [çoğul dillilik]—a dynamic network and/or interrelationship in a more plural and 

holistic way). The CEFR CV 2020 “removes the ghost of the ‘native-speaker’ and puts 

plurilingualism on the map for curriculum development with the provision of concrete descriptors 

suitable for different levels” (North, 2020, p. 556). Plurilingualism is “the dynamic and developing 

linguistic repertoire of an individual user/learner (CoE, 2020, p. 30). The concept of plurilingual 

competence basically refers to the CoE’s distinction between “plurilingualism” and 

“multilingualism.” The CEFR 2020 defines “plurilingualism” as the ability to use more than one 

language and accordingly accepts languages from the standpoint of speakers/learners (CoE, 2020). On 

the other hand, “multilingualism” refers to the existence of several languages in a given setting, 

regardless of learners/users who speak them. In other words, the presence of two or more languages in 

one geographical area does not necessarily mean that “people in that area can use several of them; 

some use only one” (Beacco et al., 2016, p.20). Plurilingual competence is defined as the ability to 

use a plural repertoire of linguistic and cultural resources to meet a user/learner’s needs for 

communication and interaction with other people from different cultural and linguistic contexts and 

enrich their repertoire in that way (Beacco et al., 2016). Pluricultural [çoğul kültürlü] competence is 

the ability to identify with two or more social groups and their cultures and is related to the cultures of 

the target languages and having critical awareness of other cultures (Piccardo, 2021; Remmert, 2021). 

Additionally, sign language competences [işaret dili yetkinliği], ensuring modality-inclusive 

formulations in adapted illustrative descriptors for sign languages and gender neutrality in all 

descriptors, were produced in the CEFR CV 2020. “It identified and calibrated descriptors for 

productive and receptive signing competence” (CoE, 2020, p. 252). 

Besides these conceptual definitions, there were some terms; “languaging” [dilselleştime], 

“translanguaging” [diller arası geçişlilik], “modality” [iletişim kanalı], “reception” [alımlama], 

“paralanguage” [ötedil], “scaffolding” [yönlendirici destek], and “circumlocution” [dolaylama] 

(Council of Europe, 2021) that the translation team settled for establishing a basic translation and 

understanding in them. The main emphasis in translating some literary terms was to build upon a clear 

translation and create a more complete and accurate comprehension. 

From the Translation Team 

Helpful Notes in the Translated (Turkish) Version of the CEFR CV 2020 

The translation team presented a set of important translation notes in the translated version of 

the CEFR 2020, inserted in brackets, e.g., “see Translation Note 1” [bk. Çeviri Notu 1] (CoE, 2021, p. 
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18), and directed the readers to these notes in the appendix to avoid ambiguity. Here is a list of issues 

provided for the readers of the CEFR CV 2020 in Turkish: 

● The Council of Europe wishes to thank all institutes organized in alphabetical order 

by country in the preface of the CEFR 2020. The translation team did not translate the names of the 

institutes and universities into Turkish to help readers quickly search for and locate them online (CoE, 

2021, p. 18). 

● The word “articulation” in the CEFR CV 2020 was translated into Turkish as 

“sesletim” (CoE, 2021, p. 28). The word “articulate” refers to “eklemleme” or “boğumlanma” in 

phonological contexts in Turkish. The Turkish equivalent of the word “Pronunciation” is “söyleyiş” 

or “sesletim” in the sources. In this translation, “söyleyiş” is used for “pronunciation.” The word 

“articulation” is used as “sesletim” in the contexts of sign languages and signification. However, sign 

languages differ from verbal languages. There are five different sounds in a sign language, which are 

accepted as sounds, similar to vowels and consonants in spoken languages: hand shape, position, 

orientation, movement, and non-manual signs. While segmental phonemes are not produced 

simultaneously in spoken languages, segmental phonemes are necessarily produced simultaneously in 

sign languages. On the other hand, the articulators during signaling are translated as “sesletim 

organları.” 

● The CEFR CV 2020 “represents a departure from the traditional distinction made in 

applied linguistics between the Chomskyan concepts of (hidden) “competence” and (visible) 

“performance” – with “proficiency” normally defined as the glimpse of someone’s underlying 

competence derived from a specific performance” (CoE, 2020, p.34). In the Turkish translation of the 

CEFR CV 2020, it was noted that competence/ performance (edinç/edim) concepts were developed by 

Noam Chomsky. “Edinç” is a person’s knowledge of the language, and “edim” is the study of the 

actual use of the language in a real-life situation (CoE, 2021, p. 38). 

● The term “mediation” has been translated as “arabuluculuk” by the translation team 

who translated the CEFR 2001 version into Turkish. However, we decided to translate the word 

“mediation” in the CEFR CV 2020 into Turkish as “aracılık” (CoE, 2021, p. 96). 

In the CEFR CV 2020, a scale representing analysis and criticism of creative texts (including 

literature) includes the conceptual terms “rhetoric” and “rhetorical devices,” for example, “At C2, the 

user/learner can recognize finer linguistic and stylistic subtleties, unpack connotations and give more 

critical appraisals of the way in which structure, language, and rhetorical devices are exploited in a 

work of literature for a particular purpose” (CoE, 2020, p. 107). The translation team decided to 

explain the actual meaning of the word “rhetoric” to readers and noted that the meaning of the word 

“rhetoric” is “the art of speaking and writing effectively and persuasively.” In the places where the 
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word “rhetoric” is used, it is mentioned about the elements specific to the rhetoric that enable the use 

of the language effectively. 

● Before presenting the scales for “Sign language repertoire” and “Diagrammatical 

accuracy” in the CEFR CV 2020, some key concepts operationalized in the two scales were listed 

(CoE, 2021, p. 145). As one of those concepts stated, “language-specific knowledge relating to the 

combination of the manual and non-manual elements into possible signs, since neither manual nor 

non-manual elements ‘surface’ in isolation.” The translation team added a translation note (see CoE, 

2021, p. 149) for readers to clarify the “surface” term stated in that sentence. In addition, a reference 

has been made to Chomsky’s generative grammar theory: The distinction between “Deep structure” 

and “Surface structure.” 

● “Rhetorical question,” which is frequently used in the CEFR CV 2020, is defined as 

“a type of question that is asked to make a point rather than to receive an answer” (CoE, 2021, p. 287) 

by the translation team. 

● In Appendix 9 (CoE, 2021, p. 273) and Appendix 10 (CoE, 2021, p. 277), the 

translation team noted that the references had not been translated into Turkish because of the 

possibility that the reader may want to search these sources, and they are left as they are in the source 

text. 

● The list of terms in the section of the translation note and their Turkish equivalents 

include the terms that were decided in the workshops held with the MoNE BoE during the translation 

process. 

Benefits of Working on the Translation of the CEFR CV 

Although translating the CEFR CV into Turkish was challenging, we, as the translators, think 

taking part in such a project has given us a unique and valuable experience in three different aspects. 

Firstly, the project provided the opportunity to work with professionals in other disciplines. 

Having been in multidisciplinary collaboration with two expert academicians (one from the field of 

Turkish Language and Literature and another from Sign Languages) not only provided us with 

constructive feedback but also gave insights into certain parts of the original document. We all agree 

that being part of the translation of the CEFR CV has especially enabled us to be familiar with another 

language user group, the sign language users, and a modality-inclusive perspective in scale and 

descriptor design. The evaluations, comments, and feedback of the MoNE readers were also valuable 

in looking at the original text from various perspectives, especially in the first two chapters of the 

manuscript, which explain the theoretical background of the aims of the CEFR CV and its descriptors. 

As the CEFR adopts an action-oriented approach to train social actors from different 

linguistic and cultural backgrounds to communicate and collaborate, the language teachers have a 
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vital role in this training. Especially, translating the chapters on plurilingual and pluricultural 

competence and mediation in the CEFR CV was both challenging and stimulating, as these two 

aspects were in line with the aim of creating a multicultural and multilingual social structure, which 

should stand as the desire of any national education curriculum and foreign language teacher 

education program. Although we, as teachers and teacher educators, have been familiar with the 

CEFR in our professional life for more than two decades, we also have developed an increased 

awareness, a deeper understanding, and a better vision of its latest components. Needless to say, this 

inspired us to integrate them into our courses in the foreign language teacher education programs we 

have been training prospective teachers. 

Ultimately, as translators, we have become more aware of the beauty and strength of our 

native language, Turkish. It goes without saying that translating a text involves text analysis, 

discourse analysis, and critical reading. While translating our parts separately, discussing the 

translation of specific descriptors in small groups, and trying to agree on terminologies in large 

groups, we admire the flexibility, practicality, and uniqueness of our native language in each case. 

Thus, we are delighted to take part in a project that stands as a reference tool for language teachers 

who teach Turkish as a second/foreign language to speakers of other languages. 

The CEFR CV User Testimonials 

As the translation team, we have received numerous communication and feedback from actual 

CEFR CV users after the release of its Turkish version. Most of the comments and feedback we 

received were from administrators and language teachers at TÖMERs and teachers of Turkish as a 

foreign language at various centers, schools, and higher education institutions throughout Türkiye. 

We compiled some of those comments and decided to share them here as end-user testimonials to 

offer insights into the utility of the translated text. 

The Turkish translation of the CEFR Companion Volume is very successful in terms of the use 

of terms, clarity, fluency, and language consistency. 

This translation is much better than the previous one, especially in terms of expressiveness, 

suitability for the Turkish language, and semantic integrity/coherence of the text, and 

comprehensiveness. 

The new translation of the CEFR is much more intelligible than the previous one. There is 

unity and coherence in the whole volume as reflected through sections. The Turkish 

expressions for the most occurring words in the text, such as mediator, are more appropriate 

compared to the previous version.  

The reviews from language teachers and instructors indicate how efficient the CEFR CV 

(2020) translation into Turkish is and to what extent it benefits them. At this point, it seems that 
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practitioners will use the Turkish version of the CEFR CV (2020) as a reliable source. Over time, 

when they share their constructive feedback and valuable experiences, we will have more information 

to understand whether our translation performs its intended function adequately. 

Conclusion and Implications 

This paper draws a clear picture of the Turkish CEFR CV translation process and provides 

insights for prospective translators of the CEFR CV into other languages. This Turkish CEFR CV 

translation will be an official guide for CEFR users as it offers a complete background story about the 

translation process. It also provides a Turkish CEFR CV translation glossary comprised of critical 

discussions. The readers of this article can benefit from the multi-step translation process of the CEFR 

CV and have a better understanding of its intricacies, nuances, and complexities. This article also 

enables readers an in-depth description of new terms and re-contextualized words in the CEFR CV 

with its explanatory translation notes added to clarify the logical reasons behind decision making.  

The description of the translation process of the current Turkish CEFR CV has implications 

for further translations of the same document or other versions or supplements of the document into 

other languages. The workload, budget, and time allocated for the CEFR CV translation process as the 

key components might set a good example for other stakeholders and translators in planning a 

translation project and strategy. To produce a high-quality CEFR translation in other languages and to 

fulfill the expectations of CEFR users, this paper will be a valuable source of information for all 

translators and other parties involved in the process. Finally, it may serve a unique contribution and an 

insider’s view for CEFR users and researchers in making better sense of the content of the document. 
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