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Impact of a SSI Program on Prospective Teachers’ Character and Values for Global 

Citizens 

 

Nurcan Uzel
 i 

Gazi University 

 

Abstract 

Raising global citizens has been included in education systems, especially in the 21st century 

objectives. In their education systems, countries have turned towards more global level objectives 

rather than local level objectives that only meet their own needs. The importance of the character and 

values expected from the global citizens to be raised has also increased. For this reason, in this study, 

it is aimed to investigate the change in the character and values of prospective biology teachers as 

global citizens who are trained with a Socioscientific Issues (SSI) program. The study used a one 

group pretest-posttest design. The study group of the research consists of 19 prospective biology 

teachers studying in the first year of a state university in Ankara. A SSI program was used to ensure 

the development of some desired character and values in the prospective teachers. Character and 

Values as Global Citizens Assessment (CVGCA) questionnaire was applied before and after SSI 

program. It has been determined that there is a significant difference between the scores of prospective 

biology teachers obtained from the CVGVA scale and its sub-dimensions before and after the SSI 

program. The findings of the study showed that SSI program improved prospective biological teachers' 

ecological worldview, socioscientific accountability, and social and moral compassion character and 

values. In addition, it was understood that the characteristics of prospective teachers such as empathy, 

taking action, producing solutions, and noticing different perspectives became evident. 

Keywords: Socioscientific Issues (SSI), Global Citizenship, Character and Value Education, Teacher 

Education, Environmental Issues 
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INTRODUCTION 

The idea of “global citizenship” is older than written history and emerges independently in 

different parts of the world, in different cultures and at different times (Appiah, 2008). Therefore, 

raising global citizens has also been included in education systems, especially in the 21
st
 century 

objectives. There are many features of the global citizen that education systems want to train. 

According to Lee et al. (2012), individuals, who create all their knowledge and abilities according to 

the requirements of global issues, attach importance to different cultures and values, show social 

values about acting responsibly in science-related issues around the world and develop an international 

perspective and character, are global citizens. 

The importance of the character and values that global citizens to be raised in the 21st century 

are expected to have is also considerable. In this context, Choi et al. (2011) proposed three character 

and values of the 21st century global human model in their study. These are “ecological worldview”, 

“socioscientific accountability”, and “social and moral compassion”. Ecological worldview stems 

from the fact that nature is a whole. It is essential that people consider their own behaviors towards the 

environment and consider how they affect other living things in the world. Accordingly, the global 

perspective is based on some kind of ecological awareness (Lee et al., 2013). The other character and 

value recommended for global citizens is socioscientific accountability. One of the main objectives of 

science education is to enable students to take responsibility for appropriate, responsible, and effective 

behaviors in social, economic, environmental, and moral ethical issues. Thus, those who have a 

worldview for the 21st century can define current socioscientific issues (SSI). They may also try to 

learn to participate in decision-making processes and take action to protect the world they live in (Choi 

et al., 2011). The third character and value proposed in this context is social and moral compassion. 

Especially the individuals in rapidly developing technological societies need to be sensitive to the 

moral and ethical elements hidden in SSI. It is important that they accept and value different 

perspectives on the issues (Lee et al., 2012). 21st century scientific literacy requires the development 

of empathy ability to understand other people and to respect other people and living things in the 

world. It is an individual's valuing cultural differences (Choi et al., 2011). 

Ensuring the development of characters and values requires a lot of time and effort. It is 

critical and important to take advantage of an SSI program in terms of this time and effort in the 

student's education process. SSI program can be a tool for science educators in the development of 

scientific literacy by integrating science education with moral, character and citizenship education 

(Lee et al., 2013). In this sense, it is very important for students to have knowledge about SSI in 

acquiring scientific literacy (Atabey & Topçu, 2017). SSI teaching enables students to develop high-

level thinking skills, such as argumentative thinking, decision making, and understanding the nature of 

science (Evagorou, Güven, & Muğaloğlu, 2014). 

The role of the teacher in SSI is to encourage students to evaluate with evidence-based 

alternative arguments. The problem that science teachers have to deal with is to enable students to 

review their belief systems by offering opportunities to create new perspectives. Teachers have the 

responsibility to provide students with opportunities to test the integrity of their belief systems to 

connect the real world with the social world (Zeidler & Nichols, 2009). There are many factors that 

determine the SSI teaching process and are directly related to the teachers. Teachers' understanding of 

science education and SSI are one of the main factors in terms of their SSI teaching competencies. 

Similarly, teachers' self-efficacy and field knowledge self-efficacy related to SSI teaching are also 

important factors in the SSI teaching process (Han Tosunoğlu & İrez, 2019). Therefore, teachers’ level 

of readiness for SSI teaching is very important. 

SSI are very disciplined by nature, so even if such subjects are included in the science 

curriculum, teachers need to have a solid background among disciplines. Although teachers have 

sufficient scientific subject knowledge, if they do not have a sound understanding of relevant 

economic, political and social issues, their ability to use an SSI-oriented curriculum may be restricted 

(Kara, 2012). Most of the studies show that teachers are aware of the importance of global citizenship 

education (Goren & Yemini, 2017). In the study by Nida, Rahayu, and Eilks (2020), it was found that 
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teachers do not use SSI-based science education very often in their classes. Students’ lack of 

competencies, the lack of teacher expertise, the content of the official curriculum, the lack of time in 

lesson preparation and implementation were given as the reasons. Teachers feel uncomfortable in 

poorly structured SSI in science classes and need extra support and guidance to deal with it (Ekborg et 

al., 2013). In their study on the self-efficacy of prospective teachers regarding SSI teaching, 

Muğaloğlu, Doğança Küçük, and Güven (2016) found a significant difference in the sub-dimension of 

“personal SSI teaching efficacy” while there was no significant difference in the sub-dimension of 

“SSI teaching outcome expectancy”. Karakaya, Uzel, Gül, and Yılmaz (2019) found that various 

factors may affect the prospective teachers' readiness for teaching profession. In parallel with these, it 

becomes clear how important it is for teachers to attain their gains in teaching SSI, especially before 

embarking on their professional life. For this purpose, the moral, argumentation, risk analysis and 

pedagogical aspects of SSI-based programs should be included in courses such as science teaching 

methods in Turkish teacher education (Genel & Topçu, 2016). SSI also provide a good resource for 

learning and teaching biology content (Nurtamara, Sajidan, & Suranto, 2019). Because the content of 

biology includes genetics, biotechnology, environment, etc., it is thought that it would be beneficial 

for teachers to benefit from SSI teaching in their lessons. All these reveal the need and importance of 

studies on SSI, especially with prospective biology teachers. Providing the development of character 

and values  of the global citizens to be raised in the 21
st
 century through the SSI is also considered 

important in terms of the literature. For this reason, the aim of this research is to seek an answer to the 

question of “How is the change in the character and values of the prospective biology teachers as 

global citizens who are trained with a SSI program in some environmental issues? 

METHOD 

Research Design 

This experimental study was conducted using the one group pretest-posttest research design. 

In this design an independent variable is applied to a single group and measurements are made both 

before and after the experiment (Karasar, 2012). In this research, prospective biology teachers were 

trained with a SSI program on three environmental issues in accordance with the “ecological 

worldview”, “socioscientific accountability”, “social and moral compassion” character and values. 

Participants 

The participants of the research consist of 19 prospective biology teachers studying in the first 

year of a state university in Ankara. In accordance with the research problem, criterion sampling, 

which is one of the purposeful sampling methods, was used to determine the study group. In this 

sampling, criterion or criteria can be created by the researcher or a previously prepared criteria list can 

be used (Yıldırım & Şimşek, 2013). The criterion determined in the criterion sampling method in the 

research is not to have taken the environmental courses of the biology education undergraduate 

program. According to this criterion, it was determined that it is appropriate to include 1st year 

prospective biology teachers in the research. There are 19 students in total, 3 boys and 16 girls 

studying in the determined class. With the informative meeting held, these prospective teachers were 

informed about the purpose, content, duration of the research and the importance of confidentiality, 

continuity and volunteering for the participants. In addition, in order to ensure the confidentiality of 

the identity information of prospective teachers, numbering was performed independent of the 

research. For this reason, 1st prospective teacher was named as A1, 2nd prospective teacher as A2, 

……. and 19th prospective teacher as A19. 

SSI Program 

In the study, the “SSI program” developed by Lee et al. (2012) and Lee et al. (2013) was used. 

The purpose of this program is to ensure the development of certain character and values desired in the 

participants through mutual dialogs and interactions. Three environmental issues were selected as 

water footprint, solid waste pollution, and endangered species as SSI. These environmental issues are 
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determined by scanning both national and international literature in the world, which have been noted 

to be current topics in both in the world and in Turkey. The applications of the research were carried 

out by the researcher herself. The researcher, who took an active role in designing the research and 

determining the content of the SSI program, occasionally consulted expert opinions in these processes. 

In addition, the researcher has studies on character and values education, SSI and programs, and 

environmental problems. 

Three important features were used in the preparation of the SSI program. These are: 

(1) Character and values: According to the studies by Choi et al. (2011), Lee et al. (2012), 

and Lee et al. (2013), the character and values that the global citizen should have consist of three 

elements: “ecological worldview”, “socioscientific accountability”, and “social and moral 

compassion”. In the content of the program, three environmental issues were presented according to 

these character and values. For example, in order to emphasize the “ecological worldview” character 

and value on the topic of water footprint, information about the amount of water footprints of various 

products (t-shirts, chocolates, a cup of coffee, etc.) and their effects on the nature are given. 

(2) Dialogical and interaction-enriched processes: Small and large group discussions were 

carried out by ensuring the active participation of prospective teachers. Discussion questions 

determined within the scope of the study are questions with social, scientific, and environmental 

aspects. With the discussions, prospective teachers better understand the complexity of the subject, 

realize different views, and gain a versatile perspective. In addition to this, every week, prospective 

teachers were given assignments to do research on scientific studies, current news, etc. in the 

literature. Thus, the candidates were given the opportunity to find scientific bases to defend their 

views. 

(3) Personal, social and global perspectives: Prospective teachers in SSI program evaluate 

the topics according to personal (matters about themselves, their families or acquaintances), social 

(matters related to their own community or countries) and global (matters related to international or 

worldwide effects) aspects. 

While an informative meeting was held in the first week and the pretest was applied, SSI 

program was applied in the next 6 weeks. The study was completed in 8 weeks with the last test done 

in the week after the program. The implementation of the SSI program took 6 weeks for three topics, 2 

weeks for each subject. Two lessons were reserved for weekly applications (one lesson is 

approximately 50 minutes). 

          1
st
 Week           2

nd
 Week 

 

Figure 1. Schematic representation of the implementation stages of the SSI program for a 

subject 

 

In the first week of SSI program, stage 1 and 2; and the second week, stage 3 and 4 were 

carried out (Figure 1). In the first week, an introductory scientific presentation was made for each 

1st Stage 

Presentation 

2nd Stage 

Small 
group 

discussion 

Opinion 
form 

3rd Stage 

Small 
group 

discussion 

4th Stage 

Large group 
discussion 

Opinion 
form 
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topic, and prospective teachers were informed about the topic. In particular, various sources (videos, 

newspaper reports, articles, etc.) were used for different aspects of the topic. Prospective teachers were 

encouraged to share their feelings and thoughts regarding these aspects (Stage 1). Considering the total 

number of prospective teachers, they were divided into 5 groups, which were randomly determined, as 

4 people in 4 groups and 3 people in 1 group. In addition, the group members were constantly changed 

for three topics, thus giving them the opportunity to share different thoughts as a group with different 

people each time. Prospective teachers were given the first discussion question on the topic. Each 

group was asked to reach a common opinion by discussing among themselves, but this was not 

presented as a condition. Prospective teachers were motivated to benefit from all kinds of information, 

documents, films, advertisements, books, documentaries, etc. to strengthen their views for the coming 

week. It was highlighted for them that the more evidence they offer to refute the other party's ideas, 

the stronger they will be. In the end, prospective teachers were asked to write down their post-

discussion views, which were strengthened and weakened, by explaining the reasons (Stage 2). 

In the second week, prospective teachers were given second discussion questions. Again, each 

group was asked to reach a common opinion if possible by discussing with each other. In the first 

week, they were motivated to defend their views with evidence and refute opposing views with 

evidence in parallel with their homework (Stage 3). First, each group was given the opportunity to 

come together and gather their views, and they were asked to choose one of them as a spokesperson. 

Then, all the students, who advocate similar thoughts, were allowed to sit in a circle where they could 

see each other. With the start of the spokesperson of the requesting group, each group presented the 

common opinion of the group with its reasons, or if there was no common opinion, they presented 

differences in opinions along with the reasons, and all the group presentations were completed. Then a 

large group discussion was held. Finally, they were asked to write down their ideas, which were 

strengthened and weakened following the small and large group discussions, along with their reasons 

(Stage 4).  

While each topic was presented to prospective teachers in SSI program, its relationship with 

nature, its current situation, past problems and possible negative situations in the future were 

mentioned. Prospective teachers were encouraged to use different sources to defend their views. In 

addition, they were asked to evaluate and share their obtained knowledge, emotions, and experiences 

about the topics in terms of individual, family, close environment, hometown, country or the world. 

The main purpose of all these is to ensure the development of prospective teachers' “ecological 

worldview”, "socioscientific accountability", and "social and moral compassion" character and values. 

Data Collection Tools 

Quantitative and qualitative approaches were used to collect research data. In the quantitative 

stage, Character and Values as Global Citizens Assessment (CVGCA) questionnaire, which was 

developed by Lee et al. (2013) and adapted to Turkish by Karışan and Yılmaz-Tüzün (2017), was 

used. The original CVGCA scale consists of 20 items and 4 dimensions. Following the construct 

validity study performed in the Turkish adaptation, seven items were removed from the scale. The 

final form consists of 13 items and the items are in five-point Likert type. In the scale involving four 

sub-dimensions, the sub-dimension of “sustainable development” reflects ecological worldview; the 

sub-dimension of “willingness to act” reflects socioscientific accountability; the sub-dimensions of 

“empathetic concerns” and “moral and ethical sensitivity” reflect the social and moral compassion 

character and values. These four factors explain 57.7% of the total variance. The Cronbach alpha value 

calculated for the reliability of the scale was obtained as .832. In addition, confirmatory factor analysis 

was carried out as the validity study, and compliance values were reported to be at a sufficient level. 

The minimum score to be taken from the scale is 13, and the maximum score is 65. 

In the qualitative phase of the research, prospective teachers’ three large group discussions 

held for three environmental topics were recorded as videos. Each large group discussion took an 

average of 35-40 minutes. In addition, opinion forms were created in which they wrote their views on 

each discussion question. The opinions of the prospective teachers were taken 6 times for a total of 6 

discussion questions consisting of two discussion questions for each topic. 
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Data Analysis 

For the analysis of quantitative data, SPSS 22 statistical software was used. The CVGCA scale 

was applied before and after SSI program. Sample size is important in deciding the analysis to be 

applied. Especially in studies where the number of participants in the groups is n≤20, the power of 

parametric statistics is also weak (Pituch & Stevens, 2016). In order to determine whether there is a 

difference in the character and values of prospective teachers before and after SSI program, Wilcoxon 

Signed Rank Test, which is one of the non-parametric tests, was used. Wilcoxon Signed Rank Test is 

used to test the significance of the difference between the scores of the two related measurement sets 

(Büyüköztürk, 2013). In addition, graphs were used to show the scores of prospective teachers for 

each sub-dimension of CVGCA scale. 

The research has two qualitative data sources. The first one is video recordings of large group 

discussions. Video recording provided clues to the researcher on the issues, such as the participants of 

the dialogues in discussions, all kinds of reactions or unresponsiveness of prospective teachers, and 

their general body movements and moods. The video recordings of prospective teacher teachers were 

first transcribed, and then the three volunteers were asked to read and confirm their documents. If the 

researcher records the detailed field notes with a high quality recorder and transcribe them, the 

reliability of the study increases (Creswell, 2013). The second qualitative data source is the opinion 

forms in which prospective teachers wrote their opinions after six discussion questions. The 

expressions of prospective teachers in these qualitative data sources were used through direct quoting 

while presenting the quantitative data of the character and values. Taking an active role in designing 

the research and determining the content of the socioscientific program, the researcher carried out all 

the implementations. Prospective teachers know the researcher in advance, and this helped them 

express themselves easily during the implementations. In addition, the repetition of SSI program for 

each three topics separately supported long-term interaction. In order to increase the internal validity 

(credibility) of the research, it is suggested that the researcher should interact with data sources for a 

long time (Yıldırım & Şimşek, 2013). 

FINDINGS 

In this study, the changes in the character and values of prospective biology teachers as global 

citizens, who were trained with SSI program on water footprint, solid waste pollution, and endangered 

species, were investigated. For this purpose, CVGCA scale was applied before and after SSI program. 

Wilcoxon Signed Rank Test was used to see if there is a significant difference between the scores of 

prospective biology teachers from CVGVA scale and its sub-dimensions before and after the SSI 

program. 

Table 1. Comparison of prospective biology teachers’ scores regarding CVGCA scale and its 

sub-dimensions before and after SSI program 

Questionnaire N Mean rank Sum of ranks Z p 

CVGCA 

Negative ranks 2 1.50 3.00 

-3.705 .000 Positive ranks 17 11.00 187.00 

Ties 0   

Sustainable development 

Negative ranks 2 3.50 7.00 

-3.443 .001 Positive ranks 26 10.25 164.00 

Ties 1   

Willingness to act 

Negative ranks 1 9.50 9.50 

-3.212 .001 Positive ranks 16 8.97 143.50 

Ties 2   

Empathetic concerns 

Negative ranks 2 5.50 11.00 

-3.267 .001 Positive ranks 16 10.00 160.00 

Ties 1   

Moral and ethical sensitivity 

Negative ranks 0 .00 .00 

-3.625 .000 Positive ranks 17 9.00 153.00 

Ties 2   
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It is understood that the difference between the scores of prospective biology teachers from 

CVGCA scale before and after SSI program (Z=-3.705; p<.05) and from the sub-dimensions of 

“sustainable development” (Z=-3.443; p<.05), “willingness to act” (Z=-3.212; p<.05), “empathetic 

concerns” (Z=-3.267; p<.05), and “moral and ethical sensitivity” (Z=-3.625; p<.05) is significant 

(Table 1). 

Graphical presentation of the scores obtained from four sub-dimensions of CVGCA scale 

before and after SSI program and direct quotes of prospective biology teachers obtained from large 

group discussions and opinion forms are presented below. 

Prospective teachers’ scores on sustainable development, which is the first sub-dimension of 

the CVGCA scale, before and after SSI program are given in Figure 1. 
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Figure 1. Prospective teachers’ CVGCA scores on sustainable development scores before and 

after SSI program 

 

After SSI program, it is understood that the CVGCA sustainable development scores of 

prospective biology teachers increased in 16 students, decreased in 2 (A10, A19) and did not change in 

1 (A2) (Figure 1). As a result of the Wilcoxon Signed Rank Test, which was employed to determine 

whether the change in prospective teachers’ scores was statistically significant or not, a significant 

increase was observed (Table 1). In parallel with their opinions, a section from the group discussions 

on water footprint is given below. 

A19: Because the water footprint is large, closing this factory means many people will be 

unemployed. The big problem for the country's economy is that they cannot take care of their families 

and cannot send their children to school. 

A12: We need to close the factories. Because economic problems can be resolved over time, 

but due to running out of water, we cannot create water from nothing. If water runs out or becomes 

too low, providing water will economically shake people more. What if aquatic ecosystems decrease? 

Of course, all living things suffer from this. Nature's balance is disturbed. 

A10: You cannot tell hungry people to save water. People's priority is to survive. They have to 

make money for this; they need to think about their families. 

A15: Economic troubles and financial hardship can scare people, you are right. But let's 

suppose that the factory continued to work, 1 or 2 years later, the child of the worker who worked in 

this factory got sick and died. Can money bring the child back? There are always other ways to make 

money, but all living things pay for the damage of killing the nature. Man is also part of this nature. 
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It is understood from the discussion section given above that prospective teachers are trying to 

convince each other on whether to close a factory with a large water footprint due to economic 

concerns such as unemployment. Examples of the expressions used by prospective teachers in 

explaining their views on the discussion questions regarding water footprint, solid waste pollution, and 

endangered species are presented below: 

A3: If the factory, whose water footprint is too large, is not closed, the water resources will be 

exhausted very quickly. There is no life in a place where there is no water. Life and liveliness will end 

after a while (Water footprint). 

A1: Just like paying for the grocery bags. When it first comes out, people react to putting 

quotas in their rubbish, but when some families pass the quota and have to pay money, they will not 

exceed their quota by choosing to follow this solution. Environmental cleaning will be ensured with 

this application. Both soil and water will not be polluted and nature will remain clean (Solid waste 

pollution). 

A18: The extinction of a species means disruption in the entire food chain. Protecting 

endangered species is important for diversity and ecological balance. When we spoil the natural life, 

the species is endangered. For this reason, we must protect the nature consciously without having to 

remove living things from their natural environment (Endangered species). 

According to the expressions of prospective teachers given above as an example, they evaluate 

the issues with an approach pointing out the integrity of nature, the importance of protecting nature, 

and people’s responsibility for nature, etc.  

Prospective biology teachers' scores for the second sub-dimension of the CVGCA scale before 

and after the SSI program, named willingness to act, are given in Figure 2. 
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Figure 2: Prospective teachers' CVGCA willingness to act scores before and after SSI program 

 

When CVGCA willingness to act scores were examined, it was found that after SSI program, 

scores of 16 prospective biology teachers increased, 1 decreased (A6) and 2 did not change (A4, A12) 

(Figure 2). The result of the Wilcoxon Signed Rank Test performed to determine whether the increase 

in prospective teachers’ scores was statistically significant was also found to be significant (Table 1). 

A section from the prospective teachers’ views on the sub-dimension of willingness to act, which were 

obtained in the group discussions on solid waste pollution, is given below. 

A11: Fines can be imposed for people to make them dispose their garbage in a recyclable 

manner. The one that makes a lot of garbage and the one that makes less cannot be considered the 

same. Therefore, those who have a lot of garbage should be fined. 
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A4: So what happens if people snatch their trash, try to destroy them in another way, so as not 

to pay money? I think they might develop worse methods because of the fear of paying the fine. 

A11: Well, if they care so much about money, why not start following the rules so as not to 

pay money, or what about providing extra training to explain how helpful it is to do so? Think about 

it: If the names of people, housing estates, neighborhoods that make the least garbage are announced, 

if this is encouraged, don’t you think people will like it? 

A8: Municipalities can offer complaint lines. 

A16: Project competitions can be held in schools or campaigns can be organized. The use of 

disposable plastics can be reduced; glass bottles can be used instead of plastic bottles. We use glass 

bottles over and over again. 

In their discussion on preventing solid waste pollution, prospective teachers seem to have 

developed suggestions, such as using the method of punishment to reduce their litter, organizing 

campaigns and project competitions, offering complaint lines, etc. In addition, some of the expressions 

used by the prospective teachers in their views regarding the discussion questions are given below: 

A5: I would use alternative watering methods to reduce the water footprint. I can use 

rainwater for example. Those around me can see from me and use these new methods, then it will 

become widespread (Water footprint). 

A7: Our goal is not to punish people and earn money. We can raise awareness of our people 

and awaken them. We can raise awareness with various events, animations, or short films (Solid waste 

pollution). 

A17: To stop hunting, very radical decisions can be made and penalties can be imposed. 

Those who report to the complaint lines can be rewarded for preserving species because it stops the 

killers and save the life of creatures, this will be very nice (Endangered species). 

From the expressions used by prospective biology teachers in their responses to the discussion 

questions, it is seen that they propose various activities/solutions for the solution of environmental 

problems related to the sub-dimension of willingness to act. These suggestions are applicable to the 

country or the world, as well as to the individual level. 

Prospective biology teachers’ scores for the third sub-dimension of CVGCA scale, called 

empathetic concerns, before and after SSI program are shown in Figure 3. 

0

2

4

6

8

10

12

14

16

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19

F
re

q
ue

nc
y

Prospective teacher

CVGCA Empathetic Concerns Scores

Pre-test Post-test

 
 

Figure 3. Prospective teachers' CVGCA empathetic concerns scores before and after SSI 

program 
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According to the CVGCA empathetic concerns scores obtained after SSI program, it was 

observed that scores of 16 prospective biology teachers increased, 2 decreased (A2, A10) and 1 did not 

change (A5) (Figure 3). Whether this difference in the scores of prospective teachers was statistically 

significant was investigated with the Wilcoxon Signed Rank Test and the difference was found to be 

significant (Table 1). A section from the prospective teachers’ views on the sub-dimension of 

empathetic concerns, which were obtained in the group discussions on endangered species, is given 

below. 

A5: It did not make sense to separate the animals from their natural habitats and to reproduce 

them artificially. Because even if we ensure that these creatures are reproduced under certain 

conditions, it will not be the same as they breed in the natural environment. 

A3: Being trapped in a place, being separated from the place they adopt to, getting used to 

another place is also difficult for animals. For example, when someone who has always lived in big 

cities is assigned as a teacher to a rural area, it is difficult for this person to adapt. But that person 

can make himself happy by making sacrifices, helping the people there. Considering the future life of 

animals, their offspring, other creatures and the ecosystem, we can conduct such a work. 

A11: I would feel bad if they took me from my natural environment. But I would have endured 

this in order to continue my generation, not to be alone, to have people of my own kind. Sometimes 

good things need suffering. 

A15: They are alive too, and we have no right to restrict their freedom. If I were the 

endangered creature, if they intervened with me, I would never want to stay there because nature is 

my right. Nature and freedom are the rights of all living things. 

………………….. 

A9: A zoo in Australia has implemented a breeding program for endangered turtles. One third 

of nearly 600 turtles that have hatched in the last 25 years are left back to the wild. Do you know how 

many adult turtles they had when they first started? Only 11. 

In the discussion of prospective teachers on the establishment of breeding farms to keep 

endangered species alive, they put themselves in their shoes or provided personal examples of this 

situation to understand them. In addition, sample expressions used by the prospective teachers in their 

views regarding the discussion questions are given below. 

A19: I think being unemployed is more real than water footprint. How can I survive if I cannot 

support my home, meet my child's needs, pay my bills? Countries such as Venezuela, Sudan, where 

unemployment is high, do not have water footprint (Water footprint). 

A14: It is necessary to keep the quota of a developed country high. Because the living 

standards of the people living there are shaped according to them. Personally, I would not want to be 

restricted when I already had such a life. After all, I might contribute to the world in another way 

(Solid waste pollution). 

A2: I am an endangered species and I am traveling with a GPRS device on my foot. My 

friends in the group are looking at me and laughing, I look very funny. It seems like I am leaving the 

herd and feel like mixing with other communities. But this also scares me a lot. I get pain in my head 

from thinking, "What if they kill me and make me food for dinner?" Believe me; this is much more 

difficult than carrying the device on my foot… I would not want it to be attached on me (Endangered 

species). 

From the expressions used by prospective biology teachers in their answers to the discussion 

questions, it is understood that they think about the empathetic concerns sub-dimension by putting 

themselves in the position of the person / animal in that situation. 
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Prospective biology teachers’ scores for the 4th sub-dimension of the CVGCA scale, called 

moral and ethical sensitivity, before and after SSI program are shown in Figure 4. 
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Figure 4. Pre-service teachers' CVGCA moral and ethical sensitivity scores before and after SSI 

program 

When CVGCA moral and ethical sensitivity scores of prospective biology teachers after SSI 

program were examined, it was found that the scores of 17 people increased and the scores of 2 people 

did not change (A2, A4) (Figure 4). With the Wilcoxon Signed Rank Test, it was examined whether 

this difference in the scores of teacher candidates was statistically significant and the difference was 

found to be significant (Table 1). A section from the prospective teachers’ views on the sub-dimension 

of moral and ethical sensitivity, which were obtained in the group discussions on endangered species, 

is given below. 

A2: So what is right about forcing a species that has the right to live in nature freely to breed 

in artificial environments? 

A16: Of course, it cannot be like his natural life, but it cannot be worse than his death. After 

all, there is a bad course of events ahead of us and we create solutions for them. Shall we let a species 

extinct completely? 

A14: I think the most natural conditions can be explored to make them comfortable. Of 

course, nothing can be like nature, but it is better than losing the right to live. The conditions in which 

they are most comfortable are provided, special trainings can be given to the people who care for 

them, and private living space of each is respected. 

A2: I think it would be unfair to try everything to find the right way by claiming it is for their 

good. If I were an endangered species, I would never want another species to put me in a place like a 

factory or a prison to produce. How it would limit my freedom. Moreover, animals are the freest 

creatures. 

From the expressions used by prospective biology teachers in their responses to the discussion 

questions, it was understood that the conditions such as right to live, freedom and living conditions of 

animals were taken into consideration in the moral and ethical sensitivity sub-dimension. In addition, 

some of the expressions used by prospective teachers in their views regarding the discussion questions 

are given below. 

A12: The water is not just ours; people all over the world have the right to use this water. The 

borders of countries cannot divide nature, and do not give us the right to do what we want. Water does 

not only belong to people, it also belongs to plants and animals (Water footprint). 
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A13: I would not give high waste quota to Turkey. Because the world is not just ours and I 

think privilege is a wrong move (Solid waste pollution). 

A6: Actually, I see the establishment of breeding farms as an effort to relieve our own 

conscience. When we look at it, we look like we are protecting the endangered ones, but we are 

already causing the extinction. We both cause the extinction and take away their habitat (Endangered 

species). 

From the expressions used by prospective biology teachers in their responses to the discussion 

questions, it was observed that they emphasized the rights, equality and ethical approaches for human 

beings and other living things in the moral and ethical sensitivity sub-dimension. 

DISCUSSION AND CONCLUSION 

In this study, prospective biology teachers were trained on environmental issues through an 

SSI program and it has been concluded that there is a significant increase in the character and values 

as a world citizen according to the CVGCA scale. The findings of the research show that SSI program 

improves these character and values of prospective biology teachers. It was also understood that the 

characteristics of prospective teachers such as empathy, taking action, producing solutions, and 

noticing different perspectives became obvious. 

Lee et al. (2012) applied an SSI program to prospective teachers in their study to develop 

ecological worldview, socioscientific accountability, and social and moral compassion character and 

values. It was determined that prospective teachers show these three character and values. Uzel (2014) 

found that there was a post-application difference in the opinions of prospective teachers who were 

trained according to character and values of ecological worldview, socioscientific accountability, and 

social and moral compassion with SSI program. Similarly, following the community-based SSI 

program conducted with middle school students, Kim and Lee (2019) concluded that there was a 

statistically significant increase in ecological worldview, socioscientific accountability, and social and 

moral compassion scores according to CVGCA scale results. In the study by Hadjichambis et al. 

(2019), it was understood that the results of the CVGCA scale showed a significant difference in the 

active citizenship module applied on the students' controversial SSI. Gao, Mun, and Kim (2019) 

researched the development of students' character and values with the CVGCA scale through SSI 

program they implemented. They found that the character and values of students developed 

significantly with SSI program. In the study by Öztürk (2019), as a result of the CVGCA scale applied 

to prospective teachers, the scores of ecological worldview, socioscientific accountability and social 

and moral compassion character and values were high. These studies support the conclusion that 

character and values can be improved by applying SSI program. 

In their study, Lee et al. (2013) applied an SSI program on genetic modification technology to 

ninth-grade students and a significant increase in social and moral compassion character and values 

was determined according to the CVGCA scale scores of the students while no significant increase 

was detected in ecological worldview character and value. In the study by Kim, Ko, and Lee (2020), 

there was no significant difference in the ecological worldview scores of the CVGCA scale results of 

the middle school students who were applied the community-based SSI program while a significant 

difference was found in socioscientific accountability and social and moral compassion scores. 

Likewise, in order to improve the character and values of college students, Ko and Lee (2017) 

implemented an SSI program in which students would explore different perspectives on five topics, 

share and explain their own ideas, and develop appropriate solutions. There was a significant 

difference in CVGCA scale pretest-posttest scores in social and moral compassion and socioscientific 

accountability character and values. These studies in the literature show that there may be limitations 

regarding the development of ecological worldview character and value. There may be different 

reasons for this; one of them may be the content of the topics given to students, especially 

environmental issues may affect the development of this character and value more positively. In fact, 

ecological worldview character and value is seen to be more prominent in SSI where environmental 
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issues are dominant. Jang et al. (2012) determined that students' ecological worldview scores were 

higher in their study with three SSI (nuclear power generation, biotechnology, climate change). 

In this research, an SSI program was used to improve the character and values of prospective 

biology teachers, and SSI program was found to be effective. Research findings of Wardell and 

Zeidler (2017) also supported that using SSI is a key pedagogical strategy in the development of 

character and values to become a global citizen. Similarly, in the study by Ko and Lee (2017), it was 

understood that SSI program is a good teaching method that can be integrated into character education 

through science education. In addition, Sadler, Romine and Topçu (2016) found that the use of SSI as 

a teaching tool was effective for students in learning science content.  

In SSI program of the present study, discussions were used to develop character and values. 

Especially in direct quotes taken from prospective teachers’ discussion dialogs and opinion forms, it 

was understood that the characteristics of the prospective teachers such as empathy, argument 

formation, and moral and ethical approach came to the fore. In parallel, in the study by Kara (2012) 

conducted with prospective biology teachers, giving them the opportunity to examine and reflect their 

own values was emphasized. The importance of professional development, particularly with regard to 

the moral and ethical dimensions of controversial social and personal issues, science and technology 

was also highlighted. As a result of the study by Sperling and Bencze (2010), in which they supported 

their projects on waste management with class discussions, they observed that students' tendency to 

become participatory citizenship increased. In their study on environmental SSI, Herman, Zeidler and 

Newton (2018) benefited from the CVGCA scale and found that students' emotive reasoning was 

significantly more concerned with people and nature. While Berenguer (2010), on the other hand, 

found that students who empathized with the situations they faced were able to present a greater 

number of moral arguments to dilemmas about specific environmental issues. In parallel, Fowler, 

Zeidler, and Sadler (2009) found an increase in moral sensitivity of high school students who were 

trained with SSI content. In their study that investigated students’ moral approaches through SSI, 

Sternäng and Lundholm (2011) found that students took a more distant approach on the grounds that it 

would be difficult for them to find alternatives for the solution of sensitive problems. Similarly, in 

their study, Chen and So (2017) investigated the ethical reasoning of biology teachers with SSI, and it 

was found that they approached SSI issues more personally rather than national or global perspective.  

In this research, the focus was on gaining certain character and values that global citizens 

should have according to Choi et al. (2011). Research findings supported that this was feasible with 

the SSI program used. However, due to the limitations of this research such as the number of 

participants, geography, duration, etc., the generalizability of the study data is low. For this reason, it 

is suggested that the issues addressed in this study, which may be an example for further research, 

should be used in different topics, in different countries, with larger groups, with longer periods of 

repetition and contribute to the literature. 
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Indicators of Reading Comprehension: Example of Narrative Text and Open Ended 

Question  
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Abstract 

Reading comprehension is a mental skill that requires establishing connections between the content of 

the text and the individual's prior knowledge. The purpose of the current study is to examine the 

reading comprehension levels of primary school fourth grade students based on their answers to open-

ended questions about a narrative text in relation to different variables. The current study employing 

the descriptive survey model was conducted with the participation of 115 primary school fourth grade 

students from a city in the Central Anatolian Region of Turkey. An inventory consisted of 10 open-

ended questions based on a narrative text was used to collect data. The level of reading comprehension 

of the students participating in the study was found to be in the stage of transition from the difficulty 

level to the instructional level and this level can be expressed as insufficient. Although the students' 

reading comprehension levels do not vary significantly according to the gender variable, girls' reading 

comprehension levels are higher than boys. Through open-ended questions, it is easy to observe how 

students structure their answers, how they manage the process of constructing the meaning of the text, 

and what they focus on in the text. In this way, strategy teaching and activity design can progress more 

concretely in order to improve students' meaning construction skills. In addition, it provides the 

teacher with a good opportunity to get acquainted with students whose understanding skills are at the 

instructional level, realize their approach to text and question, and provide individual support to the 

student. The results of the current study provide consistent and meaningful data for new research and 

educational practices in schools.  
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INTRODUCTION 

Texts are the main element of language education. Reading, telling, listening, understanding, 

writing and grammar studies are carried out through texts. The transfer of tradition and culture to 

generations along with history, literature and art and many things about life can be addressed through 

texts. Texts that can be composed of verbal, written, visual and imaginary elements in different forms 

such as writing, drawing, play, painting, sculpture, song, film can vary in their literary genres, 

structures, language and expression features. The texts can be grouped under two main headings: 

informative and narrative. Informative texts are descriptive in nature and can be found in reports, 

newspapers, articles, and biographies and can include technical information about the relationships 

between concepts. The aim of these texts, which use the words, concepts and fiction specific to the 

subject they contain and provide information about the subject, is to inform readers. Narrative texts on 

the other hand are fictional and closer to verbal narration, including a plot as in novels, poems, folk 

tales and epics.  

Although the story, as a basic instrument of oral and written culture in human history, varies 

according to time and place, it is a genre whose text elements can be determined in the most concrete 

way and which creates common expectations in humans in terms of its structure (Şahin, 2012). In the 

narrative texts that describe an event or situation, there is a unique basic structure. Text elements such 

as subject, main idea, person, place, time, reaction, event-situation-person relationship and cause-

effect connection can be presented to the reader in a spiral structure around a main plot. The purpose 

for writing the text, the main feeling addressed, the message to be given can be expressed as the main 

idea of that text. This main idea, which takes place directly or indirectly in the story, is the exemplary 

meaning that the reader will infer after reading the story. Since narrative texts contain the emotions, 

expectations and reactions of the people involved in the events they present, it may be easier for an 

interaction to occur between the reader and the text. This process is considered to be an important 

prerequisite for the reader to interpret and understand the text (Ulusoy, 2016). According to the reader-

reaction theory, which defines reading as a two-way process and interaction (Rosenblatt, 1982) of the 

reader with the text in certain conditions and time, the text provides a useful structure for 

understanding the nature of this interaction. This theory focusing on subjects such as the writer's 

attitude towards the reader, types of readers, and the process the reader is engaged in while uncovering 

different meanings in the text, reading traditions, text criticism and the status of the text (Baktır, 2018) 

draws attention to the fact that the reader who is active during the act of reading interacts with the text 

to find the meaning in the text. Since the meaning is not readily available in the text or reader, it is 

uncovered through this interaction between the reader and the text. This can include actions such as 

searching for information in a textbook, following the instructions in a machine's manual, or reaching 

a logical conclusion in an article (Rosenblatt 1982; Rosenblatt, 1988). In order for reading 

comprehension that can be defined as “the ability to derive” meaning from the text to occur, the reader 

must identify a series of letters as a word, access the meaning of that word from his/her mental 

dictionary, and make sense of individual word meanings as a whole at a sentence level. Reading 

comprehension requires an effective coordination and integration of a range of basic processes that 

involve the reader's use of world knowledge and word recognition skills together (Best, Floyd and 

Mcnamara, 2008). 

Even if the narrative texts contain unknown information, many children have the necessary 

equipment to grasp the meaning in narrative texts with their own attitudes and experiences about the 

emotion, place, subject or event referred to in the story, and their mental schemes about actions and 

events. Many narrative texts actually have a simple structure: Cause-effect relationships between 

events. It is known that elementary school students who follow and understand this simple structure of 

the text are more advantageous (Best, Floyd and McNamara, 2008). The first problem after learning to 

read begins in the process of choosing a text. Texts play an important role both in developing reading 

skills and measuring the development in reading comprehension (Çelik, Demirgüneş and Fidan, 2015). 

Highly different methods can be used in this process. Multiple choice or correct-false questions, gap 

filling activities, explaining and summarizing what has been read are some of them. The purpose of 

the questions added to the texts is to positively influence construction of meaning from this text 

(Akyol, 1997). It is necessary to know that reading is an interactive process in which the reader creates 
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meaning with text and students should be helped to do so. This means going beyond understanding a 

text and allowing students to use their own knowledge at the time of reading. When the questions go 

beyond real understanding, students' answers should be guided by the information in the text. Answers 

that include guesses, evaluations, and personal experiences primarily rely on students' reactions to the 

text they read. Evaluative and personal responses not only rely on students' reactions to what they 

read, but should also reflect a broad understanding of the text (Day and Park, 2005). If a teacher tests 

his/her students’ construction of meaning from the text with short-answer questions rather than open-

ended, multi-dimensional and student-centred questions, then he/she limits learning (Hynds, 1990; 

cited in Akyol, 2010). When the evaluation criteria for reading comprehension are considered, the first 

question to be asked is “What is best question form?”. Existing research shows that a single type of 

question cannot be relied on as the measurement of reading comprehension (Akyol, 1997; Akyol, 

2010; Başaran, 2019; Best, Floyd, Mcnamara, 2008; Collins, 2015; Day and Park, 2005). Different 

types of questions can present different pictures in relation to the understanding of a student’s 

competence in reading comprehension. Therefore, it may be advisable to use multiple types of tests to 

ensure a comprehensive assessment of people's reading comprehension skills rather than presenting a 

single type of test as the best test (Keenan and Meenan 2014). One of these tools or question types is 

“open-ended questions”. Open-ended questions are very old type of questions. The reader is expected 

to respond based on what he/she remembers and what he/she understands from reading. This type of 

questions can reveal details of the characteristics of the used language during the explanation of the 

answer and facilitate the analysis of the source of errors (Caine & Oakhill, 2006). Open-ended 

questions can improve children's ability to reflect on the story they have read and to express their 

thoughts on the structure of this story. Open-ended questions that can also provide specific tips about 

the reader (Applegate, Quinn and Applegate, 2002) are type of questions suitable for measuring higher 

order skills such as problem solving, organizing problems, generating original ideas, evaluating ideas, 

applying information in different situations, establishing cause-effect relationships, generating 

assumptions and alternatives and reaching a judgment through comparisons (Tan and Erdoğan, 2004). 

If the fact that “meaning is based on the social, political, cultural and historical contexts of the act of 

reading” is taken into consideration, then the respondent’s freedom of constructing the answer to 

open-ended questions is seen to be remarkable (Serafini, 2003; cited in McLaughlin and DeVoogd, 

2004). These questions require that the person answering the question combine his/her own experience 

and background knowledge with the information in the text to produce inferential answers. Open-

ended questions that allow the respondent to control his/her state of text comprehension can also 

provide good guidance in dealing with lower order thinking skills (Lusianti, 2019). This view implies 

that any interaction that occurs when the reader answers a question will have a direct impact on the 

reader's understanding and learning of the text. This effect is determined by the nature of the 

interaction that occurs as a result of answering the question (Wixson, 1983). An effective way to 

broaden children's curiosity, reasoning ability and creativity is to ask open-ended questions that do not 

have a single right or wrong answer, and such questions can give rise to new ideas. In order to truly 

solve the complex nature of reading comprehension, it is necessary to accept the impact of assessment 

dimensions such as the form and type of response and the contribution of children's other skills to the 

assessment outcomes (Collins, 2015). Writing exercises with carefully selected questions about texts 

allow students to present their ideas and also help teachers understand their students' way of thinking 

(Ulusoy, 2016). The open-ended question can be defined as a test item that helps the person to whom 

the test is applied to design his/her own answer compared to multiple choice and other questions with 

limited possibilities (Richards and Schmidt, 2002). Such questions; though not the only possible tool 

to diagnose the general state of the reader, support the creation of new meanings as they allow the 

reader to predict the development of the character in the text or the course of the event. What is 

important here is to ask questions that can help students understand well rather than asking questions 

that evaluate students' understanding of the text (Fordham, 2006). A study evaluating the ability of 

reading comprehension with multiple-choice and open-ended questions showed that the performance 

in open-ended questions was related to the quality of self-expression, and the performance in multiple-

choice questions was related to prior knowledge about the text. These results show that open-ended 

and multiple choice format questions measure different aspects of understanding processes (Ozuru, 

Briner, Kurby and McNamara, 2013).  
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Existing research shows that open-ended questions can be analyzed to confirm the ultimate 

differences in the forms and appearances of the answers in the applications conducted on the meaning 

(Tobia, Ciancaleoni and Bonifacci, 2017), that text type is an important factor affecting 

comprehension and that primary and middle school students better understand narrative texts (Brandão 

and Oakhill, 2005; Sidekli and Buluç, 2006; Temizyürek, 2008; Yıldırım, Yıldız, Ateş and Rasinski, 

2010).  In general, reading stories develops the reading skill. The comprehension level of the children 

who learn and realize the unique structure of the story, increases. In language classes, after reading 

narrative texts, teachers ask oral or written questions to check whether the text has been understood by 

students, to make students interact with the text and to find the main idea of the story. In this way, the 

development of reading comprehension skills is checked and supported. In the reading process, 

questions are the main element to clarify a reader's reading style, level of understanding, speed of 

reading, and factors affecting understanding. The reading purpose of the reader affects what he/she 

reads and how he/she reads it. This brings the role of questions to an important point in learning and 

teaching activities. The questions used in the reading process and the purpose for asking these 

questions have the power to determine the course of students' mental processes and their thinking 

styles.  

The purpose of the current study is to examine primary school students' reading 

comprehension levels on the basis of the responses they have given to open-ended questions about a 

narrative text in relation to different variables. To this end, answers to the following questions were 

sought: 

1. What are the reading comprehension levels of primary school students measured on the 

basis of the responses they have given to open-ended questions about a narrative text? 

2. Do the reading comprehension levels of primary school students measured on the basis of 

the responses they have given to open-ended questions about a narrative text vary significantly by 

gender?  

3. Do the reading comprehension levels of primary school students measured on the basis of 

the responses they have given to open-ended questions about a narrative text vary significantly 

depending on whether having taken pre-school education?  

METHOD 

Research Paradigm 

The current study employed the quantitative research paradigm and descriptive survey model. 

Typically, survey research is conducted to describe the nature of the existing conditions at a given 

time or when systematic and comparable data are needed from relatively huge number of people or to 

determine the relationship between specific events (Scott and Morrison, 2006).  In the current study, 

the descriptive survey model was preferred as it was aimed to determine primary school students' 

reading comprehension levels using narrative texts and as it was aimed to determine the level of 

reading comprehension skills in ordinary conditions without any influence on the study group or 

intervention in reading processes.  

Participants 

Criterion sampling method, one of the purposeful sampling methods, was used to select the 

participants of the study. In the criterion sampling method, all units meeting a set of criteria 

determined by the researcher or a set of predetermined criteria are included in the sampling (Patton, 

2001). The criteria used in the current study are (a) being a primary school fourth grade student,  (b) 

not having problem in reading and writing, (c) being at the age of 9-10. Primary school students 

meeting these criteria were included in the current study. In this regard, a total of 115 primary school 

fourth grade students attending six different primary schools of middle socio-economic level in a city 
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located in the Central Anatolia of Turkey participated in the study. The teachers of the students were 

informed about the purpose of the research; the scope and subject of the study were explained to the 

students. Of the students participating in the current study on a volunteer basis, 74 are girls (64.35%) 

and 41 are boys (35.65%). The participating students’ book reading and writing preferences are 

presented in Figure 1 to give some insights about the approach adopted by the study group towards 

book reading. 

 
 

Figure 1. Study group’s approach to reading 

Data Collection Tools  

In order to collect data in the current study, a total of 10 open-ended questions constructed on 

a narrative text were used. These questions were taken from the Informal Reading Inventory prepared 

and published by Karasu, Girgin and Uzuner (2013). The open-ended questions are about a narrative 

text “Sel” consisted of 287 words. The questions in the data collection tool about the narrative text 

“Sel” were evaluated over 100 points as textually open, textually closed and information-experience 

questions. Each question is 10 points. The rubric used in the grading of the responses given to the 

questions is presented below (Karasu, Girgin & Uzuner, 2013): 

 

Figure 2. Evaluation principles 
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Data Collection Procedures 

In the data collection process, appointments were made with the teachers of the students for 

suitable days and hours. In the pre-determined days and hours, the schools were visited and the data 

collection tool was administered by the researcher in one session. The participating students were 

explained how to answer the questions. First worksheets including the narrative text “Sel” were 

distributed to the students and the students were asked to read it few times silently. After the students 

had read the text few times, the worksheets including the text were collected from the students. Then 

the forms including the open-ended questions about the narrative text “Sel” were distributed to the 

students. It took 25-35 minutes for the students to answer the questions.   

Data Analysis 

The data collected in the study were first classified. The answers written by each student on 

the answer sheet were scored according to rubric prepared by Karasu, Girgin and Uzuner (2013). 

These scores constitute research data. The data were recorded in a statistical program in the computer 

and then analyzed. First, in order to determine whether the data showed a normal distribution, both 

skewness and kurtosis values were calculated and also as the number of participants was higher than 

50, the significance level of Kolmogorov-Smirnov test was checked (Büyüköztürk et al., 2012). As a 

result of the normality tests conducted, the skewness and kurtosis values were found to be between -

1.5 and +1.5 and the significance level of Kolmogorov-Smirnov test was found to be higher than 0.05 

(p>.05); thus, it was concluded that the students’ reading comprehension scores showed a normal 

distribution (Tabachnick and Fidell, 2013). As the data showed a normal distribution, independent 

samples t-test was used. In order to find answers to the research questions, it was also tested whether 

the students’ reading comprehension scores vary significantly depending on gender and whether 

having taken pre-school education. 

Findings and Interpretation  

In this section, the findings obtained from the analysis of the collected data are listed in tables 

and comparatively explained.  

The students’ reading levels determined on the basis of the responses they gave to the open-

ended questions are given in Table 1.  

Table 1 Distribution of the Students’ Reading Comprehension Scores   

Reading Comprehension 

Score 

n Minimum Maximum Mean Std. Deviation 

115 22.00 96.00 64.33 17.80378 

 

As can be seen in Table 1, the arithmetic mean of the students’ reading comprehension scores 

is    = 64.33. This finding indicates that the reading comprehension skill of the primary school 

students is in the stage of transition from the level of having difficulty to the instructional level. Of the 

participating students, 22% had scores lower than 50; 53% had scores in the range of 51-74 points and 

24% had scores in the range of 75-89 points and 13% had scores higher than 90 points. The 

distribution of these scores is presented in Graph 1.   
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Graphic  1. Distribution of reading comprehension scores 

When the findings presented in Table 1 and Graph 1 are compared, it is seen that the great 

majority of the students had scores in the range of 51-74 points, which indicates that the students are 

in the stage of transition from the level of having difficulty to the instructional level. Of the 

participating students, 24% had scores in the range of 75-89 points. This finding shows that the 

reading comprehension level of only 21 of the 115 students is at the absolute instructional level. 

Students at the instructional reading level read more slowly compared to students at the independent 

reading level and need to get support from an experienced reader (Karasu, Girgin and Uzuner, 2013). 

Twenty five students were found to have a score lower than 50 points; thus, these students are at the 

difficulty level of reading comprehension skill.     

Independent samples t-test was conducted to determine whether the primary school fourth 

grade students’ levels of reading comprehension vary depending on gender. The obtained findings are 

presented in Table 2. 

Table  2. Distribution of the reading comprehension scores by gender  

 Gender n x             ss sd       t p 

Reading 

comprehension 

level 

Girl 74 66.00 18.12  

113 

 

    1.363 

 

.176 
Boy 41 61.29 17.01 

p< .05 

 

As can be seen in Table 2, the mean reading comprehension score of the girls is   =66 while 

that of the boys is   =61.29. The fact that p value is higher than .05 shows that the students’ reading 

comprehension levels do not vary by gender [t(113) = 1.363; p> .05]. The mean reading 

comprehension score of the girls is higher than that of the boys.  

Independent samples t-test was conducted to determine whether the primary school fourth 

grade students’ levels of reading comprehension vary depending on whether having taken pre-school 

education and the findings are presented in Table 3.  

Table 3. Distribution of the reading comprehension scores by whether having taken pre-school 

education  

 

Reading 

comprehension 

level 

 n x  ss sd t p 

Students having taken pre-school 

education  

86 64.95 17.67  

113 

 

.654 

 

.515 

Students not having taken pre-school 

education  

29 62.44 18.37 

p< .05 
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As can be seen in Table 3, the mean reading comprehension score of the students having taken 

pre-school education is   =64.95 while that of the students not having taken pre-school education is 

  =62.44. The reading comprehension level of both groups of students is at the instructional level 

showing transformation. Though the mean reading comprehension score of the students having taken 

pre-school education is higher than that of the students not having taken, the difference is not 

statistically significant  [t(113) = .654; p> .05]. This might be because of the large difference between 

the number of the students having taken pre-school education (n: 86) and the number of the students 

not having taken pre-school education (n: 29).  

RESULTS  

According to the results of the analyses, the students’ level of reading comprehension is at the 

stage of transition from the level of having difficulty to the instructional level. According to this result, 

it can be stated that the students are not successful enough in reading comprehension. The students 

whose reading comprehension level is at the instructional level should be supported individually to 

develop their reading comprehension skill. In the study conducted by Karaarslan (2015), the primary 

school fourth grade students’ level of reading comprehension was found to be at the level of “worry” 

and in the study conducted by Ergen and Batmaz (2019) on 503 primary school fourth grade students, 

the students’ level of reading comprehension was found to be at the “medium” level. In the study 

carried out by Baştuğ and Keskin (2014), the primary school fourth and fifth grade students were 

found to be more successful in comprehending narrative texts than informative texts. In another study, 

the primary school students’ success in determining the problem in narrative texts was found to be 

highly low (Baştuğ and Keskin, 2013). Determination of the problem in the story is also included in 

the comprehension process. When the results of the current study are compared with the results of 

other studies, it can be said that primary school students cannot demonstrate the basic competences 

expected in the comprehension process and cannot understand the text they read.    

Gender and whether having taken pre-school education were taken as the variables of the 

study. A total of 74 girls and 41 boys participated in the current study and the data collected from them 

were analyzed in relation to gender. Though the students’ reading comprehension level was found to 

be not varying significantly depending on gender, the mean reading comprehension score of the girls 

was found to be higher than that of the boys. In order to understand how reading skill develops in 

children, psychological, sociological and physiological factors have always attracted the attention of 

researchers. When the effect of gender on reading in the literature is examined, it is seen that the 

research findings vary. According to the PIRLS (The Project of International Reading Language 

Skills) measurements conducted on 50 countries in 2016, primary school fourth grade girls were found 

to have a higher mean  in narrative texts than that of the boys. In addition, in 48 countries, girls were 

found to be more successful in understanding skills such as interpretation, integration and evaluation 

than boys (Eivers, 2017). In 2018, PISA was carried out with more than half a million students from 

79 countries. Turkey, which has participated in PISA exams since 2003, took part in the 2018 PISA 

exams with 6890 students. Among these students, the reading skills competence level of the female 

students was found to be higher than that of the male students (www.pisa.meb.gov.tr). While the mean 

reading skills score of the male students is 453, that of the female students is 478. When the results 

taken from the PISA exams from 2009 to 2018 for the reading performance were compared, it was 

found that the reading skills performances of the male and female students did not show a significant 

change during this nine-year period. In the study conducted by Çetin (2017) on 387 primary school 

fourth grade students in Muğla, the mean reading comprehension score of the girls was found to be 

higher than that of the boys. In studies conducted in different times at different grade levels 

(Bayraktar, 2017; Ceran, Oğuzgiray Yıldız & Özdemir, 2015; Deveci, 2019; Ergen & Batmaz, 2019; 

Özdemir, Özdemir & Parmaksız, 2016; Palavuzlar, 2009; Çiftçi & Temizyürek, 2008), the mean 

reading comprehension level of the female students was found to be higher than that of the male 

students. In general, the results of the current study are thought to be in compliance with the results 

reported by PIRLS, PISA and other national research. This can be seen important as this finding 

supports the literature.   
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Of the students participating in the current study, 86 were found to have taken pre-school 

education while 29 had not. Though no significant difference was found between the mean narrative 

text reading comprehension score of the students having taken pre-school education and that of the 

students not having taken pre-school education, their reading comprehension level was found to be at 

the instructional level showing transition. There are studies determining (Güleçol, 2017; Okur, 2017; 

Sabak Kaldan, 2007) that there is a significant relationship between primary school fourth grade 

students' reading comprehension levels and pre-school education level. In other studies (Akçay, 2016; 

Ulutaş Avcu & Aksoy, 2016;), the reading and comprehension skills of the primary school first grade 

students having taken pre-school education were  found to be more advanced than the other students. 

Preschool education, which covers the period from birth to primary school, aims to help the child 

become compatible and successful by gaining the basic knowledge, skills and behaviours when he/she 

has started primary school (Özkesemen, 2008). In this period, which represents a process in which 

children's language and mind development is fast, reading-writing preparation activities have an 

important place (Tuğluk, Kök, Koçyiğit, Kaya & Gençdoğan, 2008). For example, reading speed and 

reading comprehension of primary school first grade students differ significantly in favor of pre-

school education students (Kayıran and Ağaçkıran). When the results of the current study are 

evaluated within the framework of all these findings reported in the literature, the role of preschool 

education in reading success cannot be denied. Meyer (2003) suggests that texts should be appropriate 

for the student so that comprehension and the student’s integration with the text can be facilitated. 

Texts that are appropriate for the language, emotion and mind development of the student and appeal 

to his/her world will serve to the development of reading and understanding more. Teaching the 

structure of the narrative text as of the first grade of primary school to students will form a basis for 

them to understand more complex narrative texts to be encountered in middle and high school 

(Dymock, 2007). Readers who know and use the text structure can examine the ideas in the text 

mentally by using relationships such as ranking, comparison, cause-effect, problem-solution (Meyer & 

Ray, 2017). It should be noted that questions encourage readers to give more time and attention to 

selected pieces of information. If teachers believe any idea is important and want their students to 

remember it, they can ask questions about it (Wixson, 1983). 

Reading comprehension, which is the basic concept of the current study, was evaluated over 

the open-ended questions about a narrative text. It provides the teacher with a good opportunity to get 

acquainted with students whose understanding skills are at the instructional level, realize their 

approach to text and question, and provide individual support to the student. The results of the current 

study provide consistent and meaningful data for new research and educational practices in schools. 

Based on the results obtained in the research, some suggestions about reading comprehension have 

been developed. In different studies, reading comprehension levels can be determined by using open-

ended questions about different types of texts.  The process of students answering open-ended 

questions, their approach to questions can be examined in depth through observations and interviews. 

The number of students participating in the current study is 115, and it can be seen as a limitation in 

terms of generalizing the results obtained. In future research, different research methods can be used, 

and the effect of different question types on reading comprehension can be investigated with a wider 

participant. The importance of using story should be taken into account in the development of students' 

reading comprehension skills; current status indicators should be evaluated first. Using the text 

structure to grasp the relationship between the important ideas of a text improves the comprehension 

skill of the reader. Individuals with advanced reading comprehension can both recognize and 

comprehend the structure of the story and find the main idea given in the story. While some children 

can discover the narrative text structure on their own, there are also those who are not so lucky. 

Longitudinal studies on question types and text structure should be conducted to investigate the 

contribution of questions to the learning process rather than questioning.   

Particular attention should be paid to creating questions to relate the experiences that can 

improve higher-order thinking skills to the text. The essence of reading is the ability to relate 

experiences to the text. In addition, it is necessary to use the question as a means of learning, thinking 

and understanding rather than seeing it only as an assessment and scoring tool. The importance of 

using story should be taken into account in the development of students' reading comprehension skills; 

current status indicators should be evaluated first. Individual differences and past life experiences 
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should be determined in reading comprehension development, and learning activities should be 

designed in accordance with the affective and language characteristics of the student. While evaluating 

the reading comprehension process, different question types should be used through different texts 

without relying on a single question type. Through open-ended questions, it is easy to observe how 

students structure their answers, how they manage the process of understanding the text and what they 

focus on in the text. In this way, strategy teaching and activity design can progress more concretely in 

order to improve students' meaning construction skills. In reading and comprehension education, only 

aloud and silent reading activities are not enough. Different methods should be used for the 

development and monitoring of students' comprehension skills.  
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Abstract 

The purpose of this research is to determine the sources of cognitive and metacognitive strategies that 

7th-grade students use when studying the “Cell and Divisions” unit that belongs to the field of 

Biology. In the study, the case study which is one of the qualitative research methods was used. A 

total of 6 students from 3 different secondary schools in Kars participated in the study. In the research, 

6 7th grade students who study in 3 different secondary schools read the "Cell and Divisions" unit in 

the 7th grade Science Textbook. Students were observed by the researcher in their process of reading 

this unit. Students were asked to think aloud to determine the cognitive and metacognitive strategies 

used in the process of reading the unit. To determine whether the strategies used in reading the unit are 

cognitive or metacognitive, and to determine the sources (from, where or how) of these cognitive and 

transcriptional strategies they are using, semi-structured interviews were conducted with them 

immediately after reading the unit. The observation records of the students' reading process of the unit 

and transcripts of the data obtained from the semi-structured interviews with the students after reading 

the unit were made. The transcripts of the data were analyzed. According to the results of the research; 

It was determined that the sources of the cognitive strategies used by the two students who study in the 

1st secondary school and have high grade point averages while reading the "Cell and Divisions" unit 

were themselves and their teachers and the sources of metacognitive strategies of them were their 

teachers and friends. It was determined that the sources of the cognitive and metacognitive strategies 

used by the two students who study in the 2nd secondary school and have medium grade point 

averages were only themselves. It was determined that the sources of the cognitive strategies used by 

the two students who study in the 3rd school and have low grade point averages were only themselves, 

But it was determined that the sources of the metacognitive strategies of one student were 

himself/herself but since the other student did not use metacognitive strategies the sources of the 

strategies could not be determined. 
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INTRODUCTION 

The rapid change in science and technology, the changing needs of the individual and society, 

the innovations and developments in learning-teaching theories and approaches directly affected the 

roles expected from individuals. Today's educational programs have been prepared in a simple and 

comprehensible structure that takes into account individual differences rather than a structure that 

conveys information. In this way, it is integrated around values, skills, and competencies that guide 

students to the use of metacognitive skills (MEB, 2018). Metacognitive skills are in the form of 

systematizing individuals' metacognitive information, understanding their own cognitive activities, 

and planning them within a framework (Schraw and Moshman, 1995). Metacognitive information and 

skills bring the concept of “metacognition” to the mind. Metacognition, is the awareness of personal 

knowledge about the individual's mental process, reflection of the cognition and individual's thinking 

about himself/herself, organization of the cognition, information about the organization of the task that 

learner's required to handle to get the best use of information of learning process and outputs.  (Flavell, 

1976, Flavell, 1979; Brown and Palincsar, 1982; Brown, 1987; Lin, 2001; Schön, 1987; Winnie and 

Perry, 2000; Georgiades, 2004). Some researchers (Chi, 1987; Flavell, 1979; Nelson, 1996; Schraw 

and Moshman, 1995) have made classifications related to metacognition to provide a common 

perspective on metacognition. In one of these classifications, Schraw and Moshman (1995) mentioned 

the types of declarative knowledge, procedural knowledge, and conditional knowledge. Declarative 

knowledge is the knowledge of the individual as a learner about himself or herself and what factors 

affect his or her performance. Procedural knowledge includes knowledge about what strategies an 

individual can use in mental activity. Conditional knowledge is the knowledge that reveals in detail 

where, when, and how an individual uses the information revealed by his / her declarative and 

procedural knowledge (Schraw and Moshman, 1995). According to Garner (1987), metacognitive 

information is the basis of the metacognitive experiences that drive the use of cognitive and 

metacognitive strategies. According to Flavell (1979), metacognitive experiences occur in situations 

where there is a high level of conscious thinking that requires a lot of attention. According to Flavell 

(1979), they activate metacognitive experiences, cognitive and metacognitive strategies. A cognitive 

strategy is an action that enhances cognitive purpose-oriented knowledge. A metacognitive strategy is 

to evaluate the information for the metacognitive purpose by creating another metacognitive 

experience. According to Flavell (1976; 1979) and Livingstone (1997), cognitive and metacognitive 

strategies have a grift structure. Therefore, a strategy can be cognitive or metacognitive according to 

its intended use. According to Flavell (1979), the most basic way to distinguish between cognitive 

strategies and cognitive strategies is to look at the intended use of the strategy. According to 

researchers, if a strategy is used to execute mental processes it is cognitive; if it is used to control, 

monitor, or evaluate any part of the solution process, it is classified as a metacognitive strategy 

(Flavell, 1976, 1979; Livingstone, 1997). Metacognitive in reading and reading comprehension 

include; “the requirements of the different reading requirements, reading comprehension strategies, an 

individual learner with information about weak and strong aspects of himself and using this 

information to control processes when reading for different purposes reading activities” (Brown, 

Armbruster and Baker, 1986). Some researchers (Anastasiou and Grive, 2009; Ghonsooly and 

Eghtesadee, 2006; Taraban, 2004; Winne, 1996; Alderman, Klein, Seeley and Sanders, 1993; Blakey 

and Spence, 1990; Cope, 1990; Çakıroğlu, 2007; Robinson, 1970; Weir, 1999) have identified the 

reading strategies that individuals use in their reading processes. Some of these researchers considered 

reading strategies cognitively to carry out only partial mental processes (Anastasiou and Grive, 2009; 

Ghonsooly and Eghtesadee, 2006; Taraban, 2004; Winne, 1996). Another group of researchers 

examined reading strategies as strategies for controlling partial mental processes. In other words, the 

strategies in these processes have been addressed as metacognitive (Alderman, Klein, Seeley and 

Sanders, 1993; Blakey and Spence, 1990; Cope, 1990; Çakıroğlu, 2007; Robinson, 1970; Weir, 1999). 

Some researchers have also examined the strategies that individuals use for reading by separating them 

into cognitive and metacognitive forms (O'Malley and Chamot, 1990; Sandy, 2012). Reading 

strategies are activities that enable a person to develop both in terms of knowledge and cognitive due 

to the fact that there are cognitive processes that work when reading comprehension is a problem. The 

fact that our education system has strategic readers is also important in terms of improving the quality 

of the educational environment (Topuzkanamış and Maltepe, 2010). Reading strategies are important 

when students read and understand a text, as well as where, from who or how they learn the reading 
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strategies they use when reading these texts, i.e. the sources of these strategies, are of great 

importance. In fact, Pesa and Somers (2017) found that in their research, students were unable to use 

their reading comprehension strategies without being guided or given clues. In the light of the 

research, it was aimed to determine the cognitive and metacognitive strategies used by the students in 

reading the “Cells and Divisions” unit which belongs to the field of Biology learning and the sources 

of these strategies. In this research, it is thought that it may be more effective and possible to teach 

strategies to students at all grade levels with the help of these resources through cognitive and 

metacognitive strategies that can help students understand what they are reading by identifying the 

sources of these strategies.  

METHOD 

1. Research Pattern 

In this study, students who have different general grade point averages in different secondary 

schools belong to the biology learning area and The cognitive and metacognitive strategies they used 

in reading the “Cells and Divisions” unit in the 7th-grade science textbook were determined from 

whom, where or how they learned these strategies, the sources of the strategies. ” Cells and Division" 

Unit was selected from the 7th-grade science textbook. Besides, during the determination of this unit, 

the views of science teachers and faculty members who are experts in the field of Biology learning 

were applied. In qualitative research, 7th-grade students were focused. Besides, the research has been 

privatized as a “case study”. This research was determined as a holistic multiple case study (Yin, 

2003), in which each case was covered holistically and then compared to each other (Yıldırım and 

Şimşek, 2006). The research focused on 6 students selected from 3 different secondary schools. These 

students formed the cases of the research. In this study, the cognitive and metacognitive strategies 

used by the students while studying the unit and the sources of these strategies, i.e., qualitative data 

about who, where or how the students learned these strategies were collected. Then the patterns 

between these situations were looked at. 

2. Participants 

6 7
th
-grade students educating in 3 different secondary schools in Kars with different general 

grade point averages consist the participants of the study. These students were determined on the basis 

of the “maximum diversity principle” laid down by Patton (2002). When these students were selected, 

their overall grade point average in the secondary school they studied was taken advantage of by 

teacher opinions. The overall ranking of 3 different secondary schools in Kars was taken into 

consideration in the High School Entrance Exam (LGS) conducted in 2019. After the decision was 

made to the secondary schools where the research was conducted, the recommendations of all the 

teachers in these secondary schools, the overall grade point average of the applied students in the 

school, while studying the “cells and divisions” unit in the 7th-grade science textbook, attention was 

paid to the selection of data providers rich in cognitive and metacognitive strategy uses from these 

students. The students who participated in the research were determined voluntarily. In the study, the 

real names of secondary schools and students were kept secret and the secondary schools were named 

as "1
st
 Secondary School, 2

nd
 Secondary School, 3

rd
 Secondary School" and the students in these 

secondary schools were named as; “1
st
 Student, 2

nd
 Student, 3

rd
 Student, 4

th
 Student, 5

th
 Student, 6

th
 

Student”  

The 6 students who participated in the study were evaluated in three categories: “high, 

medium and low level” in terms of overall grade point average according to criteria set out in the 

Ministry of National Education Secondary Education Institutions Regulation (MEB, 2019). 

According to the Ministry of National Education Secondary Education Institutions Regulation 

(MEB, 2019), the grades of the students' overall grade point average are given in Table 1. 
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Table 1. The level of students corresponding to their overall grade point average according to 

MEB  

Point Level 

85,00-100 High 

70,00-84,99 High 

60,00-69,99 Medium 

50,00-59,99 Low 

0-49,99 Very Low 

 

Taking into account the achievement levels in Table 1, the levels determined by the overall 

grade point average of the students in the secondary school where they studied and the criteria of the 

MEB (2019) are as follows in Table 2.  

Table 2. Grade point averages of the students participated in the study in the secondary school 

where they studied  

 Students Grade Point Average Level 

1st Secondary School 
1st Student 94 High 

2nd Student 86 High 

2nd Secondary School 
3rd Student 68 Medium 

4th Student 62 Medium 

3rd Secondary School 
5th Student 54 Low 

6th Student 47 Low 

 

When looking at Table 2, with a GPA of 94 1st Student studying in the 1
st
 secondary school 

and 2
nd

 Student with a GPA of 86 were evaluated in "high level", with a GPA of 68, 3
rd

 Student 

studying in the 2
nd

 secondary school and the 4
th
 Student with a GPA of 62 in "medium level", 5

th
 

Student with a GPA of 54 studying in the 3
rd

 secondary school in "low level", and the 6
th
 Student with 

a GPA of 47 studying in the 3
rd 

secondary school was evaluated in the "low level" category. In other 

words, the research was conducted with 6 students at different levels of achievement according to the 

grade point average in different secondary schools. The reason for this is to be able to determine the 

maximum number and variety of cognitive and metacognitive strategies that students use when 

studying the “Cells and Divisions” unit. The 6 students in these 3 different secondary schools in Table 

2 were selected on the basis of volunteerism and teacher opinions. This is because of the use of 

cognitive and metacognitive strategies of these students with different attainment levels in different 

secondary schools and the patterns for the sources of these strategies are to be identified in depth. 

3. Data Collection Tools 

Multiple data collection tools were used in the research to provide both consistent and reliable 

and in-depth analysis (Yin, 2003). 

The data collection tools used in the research are as follows. 

3.1. Thinking Aloud Session Conducted With "Cells and Divisions" Unit  

The first of the data collection tools in the research is the thinking aloud sessions conducted on 

the reading process of the “Cell” unit. "Cells and Divisions" unit in the 7th-grade science textbook was 

selected for the reasons that it has a high number of acquisitions, contains figures, it is very likely that 

in the High School Entrance Exam (LGS) there will be questions that belong to this unit, students use 

more types and varieties of cognitive and metacognitive strategies in the process of reading this unit 

and it was determined through discussion and negotiation with science teachers. Besides, to determine 

whether any false information or misconceptions in the content of the "Cell" unit in the 7th-grade 

science textbook, two faculty members who are experts in the field of  Biology education controlled 

this unit and according to their feedback, corrections have been made in this unit.  
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The subject area of the “Cell" unit according to the Science Education Program and the 

number of acquisitions of this unit are as shown in Table 3. 

Table 3. Subject area to which the cell unit belongs and number of acquisitions 

No. Subject Field Name Unit Name Number of Acquisitions 

1 Earth and Universe Solar System and Beyond 10 

2  Living Things and Life Cell and Divisions 8 

3 Physical Events Force and Energy 8 

4 Matter and It's Nature Substances and Mixtures 16 

5 Physical Events Interaction Of Light With Matter 12 

6 Living Things and Life Reproduction, growth, and development in living things 7 

7 Physical Events Electrical Circuits 6 

                         Total 67 

 

As shown in Table 3, the “Cells and Divisions” unit selected for this research is a unit with 8 

acquisitions belonging to the biology learning area and the "Living Things and Life” subject area.  

Students read the “Cells and Divisions" unit through think-aloud sessions. Thinking aloud is a 

technique that determines the relationship between students' reading performances and other situations 

that are effective in reading (Van Someren, Barnard, and Sandberg, 1994). Before students read the 

”Cell " unit, they were informed by the researcher about the thinking aloud session. In other words, 

students were asked to do their reading process aloud. To enable students to get used to and adapt to 

the process of thinking aloud, students were taught a small part of a different unit other than the “Cells 

and Divisions” unit with the technique of thinking aloud before going to the main application. While 

students are studying this unit, the reading processes of a small part of the students from this different 

unit are not recorded on camera. After that, the students read the “Cell” unit by going to the main 

application and recording the camera. During the practice, the camera was held in the right hand of the 

researcher and the researcher himself was placed on the left side, slightly behind the student. When 

students read the “Cell” unit, the focus and direction of the camera were adjusted and controlled by the 

researcher as needed. While the processes of reading the “Cells and Divisions” unit of the students 

were observed with camera recording, the cognitive and metacognitive strategies they used in this 

process were also noted by the researcher. When students remain silent for a long time while reading 

the unit, they have been warned like " Would you please think out loud?". While reading the “cells and 

divisions” unit, the observations of the students ' thinking aloud sessions enabled them to identify the 

strategies they used in the process of reading the unit and to separate these strategies cognitively and 

transcendently.  

3.2. Semi-Structured Interview Form 

To determine the sources of strategies and the cognitive and metacognitive strategies that 

become active in the minds of the 6 7
th
 grade students from 3 different secondary schools who 

participated in the study, while reading the “cell” unit, semi-structured interviews were conducted with 

them once after each student read the unit. The interview form was developed by Diken (2014), who 

had previously worked on cognitive and metacognitive strategies. The form, consisting of Semi-

Structured Interview Questions developed by Diken (2014), was applied to students.  

In the study to determine whether the strategies they use cognitive or metacognitive and from 

whom, where or how did they learn these strategies i.e. the sources of the strategies when reading the 

“Cell and Divisions" unit, they were asked questions by the researcher. All the interviews were semi-

structured and these semi-structured interviews were recorded as well as in thinking aloud. 

A few examples of semi-structured questions from the form prepared by Diken (2014) to 

determine the source of these strategies and the cognitive and metacognitive strategies students use 

when studying the “Cells and Divisions” unit are as follows.  
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* What did you do while reading the unit? What paths did you follow? Can you explain it step 

by step? 

* You did (like reading by underlining the words) while reading the unit. Why did you do 

that? 

* You did (like reading by underlining the words) while reading the unit. Where, from who, or 

how did you learn that? So what's the source of what you did when you were reading the unit? 

Can you explain? 

3.3. Research Process 

The research process was examined in three stages: the process before students read the “cells 

and divisions” unit, the process of reading the unit and the process after they read the unit. 

3.3.1. The process before students read the ”Cells and Divisions" unit  

a) First of all, the studies on cognitive and metacognitive strategies in Turkey and abroad were 

examined. A list of cognitive and metacognitive strategies has been established according to the 

literature studied.  

b) The “cell and divisions” unit belonging to the biology learning area of Science in the MEB 

7
th
 grade science textbook has been determined to be used in practice in line with the views of science 

teachers.  

C) Semi-Structured Interview Questions developed by Diken (2014) were used to determine 

the cognitive and metacognitive strategies that students use in the process of reading the “cells and 

divisions” unit. 

d) In the study, students who were interviewed by the teachers of 3 secondary schools were 

selected.  

f) The administrators of secondary schools, teachers, and students in the study group were 

informed about the research process about the application of the research.  

g) Students were informed about the technique of thinking aloud before reading the “cell and 

divisions” unit.  

3.3.2. The process during which students read the ”Cells and Divisions" unit   

a) Students were asked to think aloud during the reading process to determine the cognitive 

and metacognitive strategies used in the reading process of the “cells and divisions” unit and these 

processes were recorded on camera by the researcher.  

b) During the students' reading of the “cells and divisions” unit and the semi-structured 

interviews with them, the direction and focus of the camera were adjusted and controlled by the 

researcher as needed.  

c) The” Cell " Unit is divided into two because of the process of students reading and the 

length of the implementation period of semi-structured interviews with students.  

3.3.3. The process after students read the “Cells and Divisions” unit  

A) After reading the “cells and divisions” unit and semi-structured interviews with them, the 

researcher checked whether there were any deficiencies in their reading process. 



International Journal of Progressive Education, Volume 16 Number 5, 2020 

© 2020 INASED 

36 

B) Transcripts of the process of students reading the “cells and divisions” unit with the 

technique of thinking aloud and of the semi-structured interviews with the students were made.  

C) Observations of the students' thinking aloud in the process of reading the” cells and 

divisions" unit and analyses of the transcripts of the semi-structured interviews with them after reading 

the unit were made.  

3.4. Analysis of Data and Used Techniques 

The cognitive and metacognitive strategies used by the 6 7
th
-grade students studying in 3 

different secondary schools while reading the “Cell” unit and the sources of these strategies were 

determined from whom, where or how they learned these strategies. To determine the cognitive and 

metacognitive strategies used by the students in the process of reading the "Cell and Divisions" unit, 

the data obtained from the observation records of each students belonging to their reading processes 

and semi-structured interviews after the reading were transferred to the computer and transcripts of 

these data were obtained.  

In the study, which cognitive and transcriptional strategies the students used in the process of 

reading the “cells and divisions” unit and the sources of these strategies were determined. Whether the 

strategies that students use cognitive or metacognitive, observation records belonging to the students' 

think aloud in the reading process, and data sections related to the for which purposes students use 

strategies when reading the unit and sources of the strategies were determined.  

The transcripts were encoded in computer software used for the analysis of qualitative 

research. To make sure that the data obtained from the encoding was correctly encoded while 

encoding it was discussed gathering with a lecturer who worked on the subject before and had an 

adequate knowledge that whether the strategies were cognitive and metacognitive and reliability and 

consistency of the codes related to their opinions on the sources of the strategies.  

A data set belonging to the process of a student reading the unit after completion of the coding 

is also encoded by the other coder, who is a lecturer. As a result of the coding, the consistency 

between the codes given by the coders was 81%. Encoders have reworked data sections that were 

inconsistent. The faculty member, who had sufficient knowledge about the researcher, re-worked on 

the inconsistent data sections and reached a consensus.   

FINDINGS 

Findings of the research on the 7
th
-grade students' cognitive and metacognitive strategies and 

from whom, where or how they learned these i.e. the sources of the cognitive and metacognitive 

strategies they used when reading “Cell and Divisions” unit are as follows. 

The sources of the cognitive and metacognitive strategies of 1
st
 student who have the highest 

GPA studying in 1
st 

secondary school when reading the "Cell and Divisions" unit are shown in Table 

4.   
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Table 4. Cognitive strategies used by the 1
st
 student and sources of cognitive strategies 

GRADE POINT AVERAGE HIGH  

COGNITIVE STRATEGIES HE/SHE USES 1st STUDENT SOURCE OF THE COGNITIVE STRATEGIES 

Reading words by following with pencil √ Himself 

Expressing his/her thoughts aloud √ Himself 

Examining the figure √ Himself 

Reflecting thoughts on the figure √ Himself 

Reading by underlining the words √ Teacher 

Note-taking √ Teacher 

Comparing figures √ Teacher 

 

When Table 4 was examined, it was determined that 1st student who has the highest grade 

point average, the student used cognitive strategies to follow words with his her pencil, to express his 

thoughts aloud, examine the figure, to reflect his thoughts on the figure, to underline the words,  take 

notes and compare the figures while reading the “cells and divisions” unit. When the 1st student was 

asked from whom, where or how he learned the cognitive strategies he used, it was determined that the 

student had learned the cognitive strategies from his teacher by underlining the words, reading, taking 

notes and comparing figures. It was found that he developed and implemented cognitive strategies 

from units he had previously read, such as reading words by following them with a pencil, expressing 

his thoughts aloud, examining the figure, reflecting his/her thoughts on the figure. 

The sources of the cognitive and metacognitive strategies of the 2
nd

 student who has a high 

grade point average studying in 1
st
 secondary school when reading the "Cell and Divisions" unit are 

shown in Table 5.   

Table 5. Cognitive strategies used by the 2
nd

 student and sources of cognitive strategies 

 

When Table 5 was examined, it was determined that 2
nd 

student who has a high grade point 

average, the student used cognitive strategies to follow words with her pencil, to express his her 

thoughts aloud, examine the figure, to reflect her thoughts on the figure, to underline the words, take 

notes and compare the figures while reading the “cells and divisions” unit. When the 2
nd

 student was 

asked from whom, where or how she learned the cognitive strategies she used, it was determined that 

the student had learned the cognitive strategies from his teacher by underlining the words, reading, 

taking notes and comparing figures. It was found that she developed and implemented cognitive 

strategies of reading by following words with his pencil, expressing her thoughts aloud and examining 

figures from units he/she had previously read. 

A cross-section of the interview on the sources of cognitive strategies used by 2
nd

 student with 

a high grade who studies in secondary school and has a high grade point average while reading the 

"Cell and Divisions" unit is as follows:  

Researcher: What is the source of what you did while reading this unit? Where did you learn 

all this? 

2
nd 

Student: To understand the text, when I first start reading the text, I draw the bottom of the 

words with a pencil. I learned that from my teacher. There's a lot of different information in this text 

that I read. If it was the same kind of information, I wouldn't even have to pick up the pencil. But 

because there is so much different information in this unit, I need to understand this information 

GPA HIGH  

COGNITIVE STRATEGIES HE/SHE USES 2nd STUDENT SOURCE OF THE COGNITIVE STRATEGIES 

Reading words by following with pencil √ Herself 

Expressing his/her thoughts aloud √ Herself 

Examining the figure √ Herself 

Reflecting thoughts on figure √ Herself 

Reading by underlining the words √ Teacher 

Note-taking √ Teacher 

Comparing figures √ Teacher 
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better. I read the words with my pencil to get a better understanding of this unit. I've developed myself 

over time to follow words with my pencil. 

The cognitive strategies used by the 2
nd

 student with a medium level grade point average who 

study in 2
nd

 secondary school while reading the “Cells and Divisions” unit and the sources of the 

cognitive strategies are as shown in Table 6.   

Table 6. Cognitive strategies used by the 3
rd

 student and sources of cognitive strategies 

 

When Table 5 was examined, it was determined that 3
rd

 student with a medium grade point 

average who studied in the 2
nd

 secondary school, the student used cognitive strategies to follow words 

with his colored pencil, envisage, to express his thoughts aloud, examine the figure, compare figures, 

while reading the “cells and divisions” unit. When the 3
rd 

student was asked from whom, where or 

how he/she learned the cognitive strategies he used, it was determined that the student had learned the 

cognitive strategies from the previous units that he read before and he improved himself/herself and 

applied that strategies. 

A cross-section of the interview on the sources of cognitive strategies used by 3
rd

 student with 

a medium grade point average who studies in 2
nd

 secondary school while reading the "Cell and 

Divisions" unit is as follows:  

Researcher: What is the source of what you did while reading this unit? Where did you learn 

all this? 

3
rd 

Student: I envisaged the subject. Because if I didn't envisage it, I'd think I didn't 

understand it. I improved myself to envisage the subject, to make it more permanent while studying the 

previous subjects. 

The cognitive strategies used by the 4
th
 student with a medium level grade point average who 

study in 2
nd

 secondary school while reading the “Cells and Divisions” unit and the sources of the 

cognitive strategies are as shown in Table 7.   

Table 7. Cognitive strategies used by the 4
th

 student and sources of cognitive strategies 

GPA MEDIUM  

COGNITIVE STRATEGIES HE/SHE USES 4th STUDENT SOURCE OF THE COGNITIVE STRATEGIES 

Examining the figure √ Herself 

Comparing figures √ Herself 

Reading by following words with colored pencil √ Herself 

 

When Table 7 was examined, it was determined that 4th student with a medium grade point 

average who studied in the 2
nd 

secondary school, the student used cognitive strategies to follow words 

with her colored pencil, examine the figure, compare figures, while reading the “cells and divisions” 

unit. When the 4
th
 student was asked from whom, where or how she learned the cognitive strategies 

she used, it was determined that the student had learned the cognitive strategies from the previous 

units that he/she read before and she improved herself and applied that strategies. 

 

GPA MEDIUM  

COGNITIVE STRATEGIES HE/SHE USES 3rd STUDENT SOURCE OF THE COGNITIVE STRATEGIES 

Envisaging √ Himself 

Expressing his/her thoughts aloud √ Himself 

Examining the figure √ Himself 

Comparing figures √ Himself 

Reading by following words with colored pencil √ Himself 
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A cross-section of the interview on the sources of cognitive strategies used by 4
th 

student with 

a medium grade point average who studies in 2
nd 

secondary school while reading the "Cell and 

Divisions" unit is as follows:  

Researcher: What is the source of what you did while reading this unit? Where did you learn 

all this? 

4
th

 Student: When reading a unit, I read the words by following them with my colored pencils. 

That way, I don't lose the places I read, I read more comfortably. I learned them myself when I was 

reading textbooks or science-technical journals. I read words more easily when I follow them with 

colored pencils. I am a 7th-grade student. As of this year, I started doing these things. I need to 

understand the subjects better and easier as I prepare for the LGS exam next year. I learned these 

things by myself. I think because I know that I have to prepare for the exam, I think, “using ways like 

this, for example, to read the unit with colored pencils makes it easier for me to understand.” 

The cognitive strategies used by the 5
th
 student with a low level grade point average who study 

in 3
rd

 secondary school while reading the “Cells and Divisions” unit and the sources of the cognitive 

strategies are as shown in Table 8.   

Table 8. Cognitive strategies used by the 5
th

 student and sources of cognitive strategies 

GPA   LOW  

COGNITIVE STRATEGIES HE/SHE USES 5th STUDENT SOURCE OF THE COGNITIVE STRATEGIES 

Reading words by following their pencil √ Himself 

Expressing his/her thoughts aloud √ Himself 

Examining the figure √ Himself 

Repeating words √ Himself 

 

When Table 8 was examined, it was determined that 5
th
 student with a low grade point average 

used cognitive strategies to follow words with his colored pencil, express his thoughts aloud, examine 

the figure and repeat words while reading the “Cells and Divisions” unit and it was determined that the 

student had learned the cognitive strategies from the previous units that he read before and he/she 

improved himself and applied that strategies. 

A cross-section of the interview on the sources of cognitive strategies while reading the "Cell 

and Divisions" unit used by 5
th
 student with a medium grade point average who studies in 3

rd
 

secondary school is as follows:  

Researcher: What is the source of what you did while reading this unit? Where did you learn 

all this? 

5
th

 Student: I repeated some words to understand this unit. I've examined the figures. I 

repeated words I couldn't understand. When reading a unit, I usually read the words that I did not 

understand by following them with my pencil. I can understand more easily by repeating words I don't 

understand. I started doing these this year.  I would not have studied much in the last year and earlier 

years. But I'm going to take the LGS next year, and I need to work with a better understanding of these 

issues so I can answer more questions correctly. So I improved these paths myself over time.  

The cognitive strategies used by the 6
th
 student with a low level grade point average who study 

in 3
rd 

secondary school while reading the “Cells and Divisions” unit and the sources of the cognitive 

strategies are as shown in Table 9.   
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Table 9. Cognitive strategies used by the 6
th

 student and sources of cognitive strategies 

GPA LOWEST  

COGNITIVE STRATEGIES HE/SHE USES 6th STUDENT SOURCE OF THE COGNITIVE STRATEGIES 

Examining the figure √ Herself 

Repeating words √ Herself 

 

When Table 9 was examined, it was determined that 6
th
 student with a low grade point average 

who study in 3
rd

 secondary school used cognitive strategies to examine the figure and repeat words 

while reading the “Cells and Divisions” unit and it was determined that the student had learned the 

cognitive strategies from the previous units that he/she read before and she improved herself and 

applied that strategies. 

6
th 

Student: I repeated these words because I misread some places here. So I read the words 

by correcting them. I tried to read it a little more properly. This topic is too long. That's why I didn't 

use a pencil. I learned all this on my own and started implementing it as of this year. 

The metacognitive strategies used by the 1st student with the highest grade point average who 

study in 1
st
 secondary school while reading the “Cells and Divisions” unit and the sources of the 

metacognitive strategies are as shown in Table 10.   

Table 10. Metacognitive strategies used by the 1
st
 student and sources of metacognitive strategies 

GPA HIGH  

METACOGNITIVE-BASED STRATEGIES 1st STUDENT SOURCE OF METACOGNITIVE STRATEGIES 

 Underlining the clues √ Teacher 

Note-taking √ Teacher 

Circling the clues √ Teacher 

Reading over √ Teacher 

Examining the figure again √ Teacher 

Taking notes on figure √ Teacher 

 

When Table 10 was examined, it was determined that 1
st
 student with the highest grade point 

average who study in 1st secondary school used metacognitive strategies of underlining clues, note-

taking, circling the clues, reading over, reexamining the figure and taking notes on the figure while 

reading the “Cells and Divisions” unit and it was determined that the student had learned the 

metacognitive strategies from his/her teacher. 

A cross-section of the interview on the sources of metacognitive strategies while reading the 

"Cell and Divisions" unit used by 1
st
 student with the highest grade point average who studies in 1st 

secondary school is as follows:  

Researcher: What is the source of what you did while reading this unit? Where did you learn 

all this? 

1
st 

Student: I learned all of this from my teachers. Especially our Turkish teacher always tells 

us to use colored pencils, to underline important words, to take notes on important places. And I've 

done it all the time from the day our teacher told me to. That's how I realize that I can understand 

what I'm reading, I can remember the places that matter.  

The metacognitive strategies used by the 2
nd 

student with a high grade point average who 

study in 1
st
 secondary school while reading the “Cells and Divisions” unit and the sources of the 

metacognitive strategies are as shown in Table 11.   
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Table 11. Metacognitive strategies used by the 2
nd

 student and sources of metacognitive 

strategies 

GPA HIGH  

METACOGNITIVE-BASED STRATEGIES 2nd STUDENT SOURCE OF METACOGNITIVE STRATEGIES 

Reading over √ Teacher 

Underlining the clues √ Teacher 

Circling the clues √ Teacher 

Note-taking √ Friend 

Mark on a figure √ Friend 

 

When Table 11 was examined, it was determined that 2
nd 

student with a high grade point 

average who study in 1st secondary school used metacognitive strategies of reading over, underlining 

clues, note-taking, circling the clues, putting a mark on the figure while reading the “Cells and 

Divisions” unit and it was determined that the student had learned the reading over, underlining the 

clues, circling the clues metacognitive strategies from his/her teacher, taking notes and putting a mark 

on the figure metacognitive strategies from his/her friend. 

A cross-section of the interview on the sources of metacognitive strategies while reading the 

"Cell and Divisions" unit used by 2
nd

 student with a high grade point average who studies in 1st 

secondary school is as follows:  

Researcher: What is the source of what you did while reading this unit? Where did you learn 

all this? 

2
nd

 Student: Our science teacher and Turkish teacher used to underline some words or draw a 

round on them while reading and solving the question. When we asked our teachers, they said,” 

underline or circle the words that you think are important when reading a question, re-read sentences 

that you don't understand several times." So I started doing it after I learned it from my teachers.  

When I take notes on some things while reading the text, I look at those notes again, I read the 

places I took notes. That's what my friend, who I sit at the same desk at school, does. He/she also mark 

some parts of the shapes. I saw it from my friend. When I get back, I get a glimpse of the places I've 

marked. I can look at the notes and immediately grasp the important parts of the subject.  I started 

taking notes on places that I thought were important since 6th grade.  

The metacognitive strategies used by the 3
rd

 student with a medium grade point average who 

study in 2nd secondary school while reading the “Cells and Divisions” unit and the sources of the 

metacognitive strategies are as shown in Table 12.   

Table 12. Metacognitive strategies used by the 3
rd

 student and sources of metacognitive 

strategies 

GPA MEDIUM  

METACOGNITIVE-BASED STRATEGIES 3rd STUDENT SOURCE OF METACOGNITIVE STRATEGIES 

Underline the clues with a colored pencil √ Himself 

Circling the clues with a colored pencil √ Himself 

Taking notes on the figure with a colored pencil √ Himself 

Marking on a figure with a colored pencil  √ Himself 

Reading by underlining words with a colored 

pencil  

√ Himself 

 

When Table 12 was examined, it was determined that 3
rd

 student with a medium grade point 

average who study in the 2
nd

 secondary school used cognitive strategies of underlining the clues with a 

colored pencil, circling the clues with a colored pencil, putting a mark on a figure with a colored 

pencil, taking notes on a figure with colored pencil and reading by underlining words with a colored 

pencil while reading the “Cells and Divisions” unit and it was determined that the 3
rd

 student had 

learned the metacognitive strategies from the previous units that he read before and he improved 

himself and applied that strategies. 
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A cross-section of the interview on the sources of metacognitive strategies while reading the 

"Cell and Divisions" unit used by 3
rd

 student with a medium grade point average who studies in 2
nd

 

secondary school is as follows:  

Researcher: What is the source of what you did while reading this unit? Where did you learn 

all this? 

3
rd 

Student: When I was reading a unit, I underlined the words that I saw as important with a 

red-colored pencil, and there were words that I circled. When I use a colored pencil, I see more 

important places in front of me. That's how I realize I have a better understanding of the unit. For 

example, when I realize that I did not understand the subject when I read the subject again, I know 

that the places I drew with a colored pencil before are important and I focus more on the places I 

drew. When I'm working on a topic and I draw in a colored pencil where I think it's important, this 

leads me to study more. It allows me to study more and more efficiently. Because colored pens are 

more eye-catching than lead pencils. I learned all of this at the beginning of this period and by myself. 

I do this all the time when I'm studying. I started using colored pencils this year. When I used colored 

pencils, I started to take more notes with these pencils, especially on figures and pictures. I started to 

underline the words that I thought were important more often. I started to use too much colored pencil 

in the process. I learned all this by myself. 

The metacognitive strategies used by the 4
th 

student with a medium grade point average who 

study in 3
rd 

secondary school while reading the “Cells and Divisions” unit and the sources of the 

metacognitive strategies are as shown in Table 13.   

Table 13. Metacognitive strategies used by the 4
th

 student and sources of these strategies 

GPA MEDIUM  

METACOGNITIVE-BASED STRATEGIES 4th STUDENT SOURCE OF METACOGNITIVE STRATEGIES 

Reading over √ Herself 

Underline the clues with a colored pencil √ Herself 

Examining the figure again √ Herself 

Expressing his/her thoughts aloud √ Herself 

 

When Table 13 was examined, it was determined that 4
th
 student with a medium grade point 

average used cognitive strategies of underlining the clues with a colored pencil, rereading, 

reexamining the figure, and expressing thoughts aloud while reading the “Cells and Divisions” unit 

and it was determined that the 4
th 

student had learned the metacognitive strategies from the previous 

units that she read before and he/she improved himself/herself and applied that strategies.  

A cross-section of the interview on the sources of metacognitive strategies while reading the 

"Cell and Divisions" unit used by 4
th 

student with a medium grade point average who studies in 3
rd

 

secondary school is as follows:  

Researcher: What is the source of what you did while reading this unit? Where did you learn 

all this? 

4
th

 Student: There were some places I realized I didn't understand when I was reading this 

unit. I look back and reread those sentences that I didn't understand. When I examine the figures over 

and over again, they are much more permanent in my mind, so I can remember them right away, for 

example, in exams. I also use colored pencils. For example, I circle words that I consider important 

with colored pencils. It's boring to use a lead pencil. Since I am a 7th-grade student and preparing for 

the LGS, I am very likely to understand and not forget the subjects. I learned these things by myself. 

The metacognitive strategies used by the 5
th 

student with a low grade point average who study 

in 3
rd

 secondary school while reading the “Cells and Divisions” unit and the sources of the 

metacognitive strategies are as shown in Table 14.   
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Table 14. Metacognitive strategies used by the 5
th

 student and sources of metacognitive strategies 

GPA LOW  

METACOGNITIVE-BASED STRATEGIES 5th STUDENT SOURCE OF METACOGNITIVE STRATEGIES 

Examining the figure again √ Himself 

Reading over √ Himself 

Underlining the clues  √ Himself 

 

When Table 14 was examined, it was determined that 5
th
 student with a low grade point 

average who study in the 3
rd

 secondary school used cognitive strategies of reexamining the figure, 

rereading, and underlining the clues while reading the “Cells and Divisions” unit and it was 

determined that the 5
th
 student had learned the metacognitive strategies from the previous units that he 

read before and he improved himself/herself and applied that strategies. 

A cross-section of the interview on the sources of metacognitive strategies while reading the 

"Cell and Divisions" unit used by 5
th
 student with a low grade point average who studies in 3

rd 

secondary school is as follows:  

Researcher: What is the source of what you did while reading this unit? Where did you learn 

all this? 

5
th 

Student: I circled the words I stuck with while reading this subject. I reexamined the 

figures. And I went back to the beginning and read it again to check if I understood the unit correctly. 

I learned these things by myself over time. I'm going to take LGS next year. I'm studying more, solving 

questions. That's why I do these things.  

In the study, it was found that the 6
th
 student with the lowest grade point average and who 

study in the 3
rd

 secondary school, did not use metacognitive strategies while reading the “Cells and 

Divisions” unit. Since the 6th student did not use metacognitive strategies while studying the unit there 

are no sources of the 6
th
 student's metacognitive strategies. Hence we could not provide a table related 

to the sources of metacognitive strategies of 6th student who have the lowest grade point average and 

who studied in 3
rd 

secondary school. 

CONCLUSION, DISCUSSION, AND SUGGESTIONS 

The following are the results of this research. 

In the research, it was determined that the 1
st 

student who has the highest grade point average 

and who study in the 1
st 

secondary school and the 2
nd

 student who studies in the same secondary 

school and who have a high grade point average used the cognitive strategies of reading words by 

following with a pencil, expressing thoughts aloud, examining the figure, reflecting thoughts on a 

figure, reading words by underlining, note-taking and comparing figures while reading the "Cell and 

Divisions" unit.  

It was determined that 3
rd 

student who has medium grade point average and who study in the 

2
nd

 secondary school used the cognitive strategies of envisaging, expressing thoughts aloud, examining 

figures, comparing figures and reading by following words with a colored pencil while reading the 

"Cell and Divisions" unit. It was determined that 4th student who has medium grade point average and 

who study in 2
nd

 secondary school used the cognitive strategies of examining figures, comparing 

figures and reading by following words with a colored pencil while reading the "Cell and Divisions" 

unit. 

It was determined that 5
th
 student who has low grade point average and who study in 3

rd
 

secondary school used the cognitive strategies of reading words by following with pencil, expressing 

thoughts aloud, examining figures, repeating the words while reading the "Cell and Divisions" unit. It 

was determined that 6th student who has a medium grade point average and who study in 3
rd
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secondary school used the cognitive strategies of examining figures and repeating words while reading 

the "Cell and Divisions" unit.  

In this study, it is possible to encounter the cognitive strategies used by students when 

studying the “Cells and Divisions” unit in research conducted in the literature. It has been identified 

that reading and reading comprehension cognitive strategies use; Robinson (1970) repetition; Thomas 

and Robinson (1972) thinking and reflecting in detail, making mental repetition; Eanet and Manzo 

(1976) evaluation in the mind; O'malley and Chamot (1990) taking notes, expressing in their own 

sentences; Alderman et al. (1993) self-inquiry, reflection; Weir (1999) re-envisaging Taraba (2004) 

note-taking; Ghonsooly and Eghtesadee (2006) repetition in order to reach the meaning of a word, 

repetition before the difficult words; Anastasiou and Grive (2009) repeating words or phrases, note-

taking; Kumlu (2012), note-taking, examining figure, drawing figure, repeating the processes 

mentioned in the text; Diken and Yuruk (2019) reading by following the words with a pencil, note-

taking, examining figure, comparing the figures, repeating thoughts aloud, reflecting thoughts on the 

figure, and note taking cognitive strategies. 

In the research, it was determined that the sources of the reading words by following with a 

pencil, expressing thoughts aloud, examining the figure, reflecting thoughts on a figure, reading words 

by underlining cognitive strategies that the 1
st
 student who has the highest grade per point average and 

2
nd

 student who study in the 1
st
 secondary school use are themselves; the sources of the reflecting 

thoughts on a figure, reading by underlining the words, note-taking and comparing figures cognitive 

strategies are their teachers.  

It was determined that the sources of the envisaging, expressing thoughts aloud, examining 

figures, comparing figures and reading by following the words with a colored pencil cognitive 

strategies that 3
rd

 student uses who has medium grade point average and who study in 2
nd

 secondary 

school is himself/herself. It was also determined that the sources of the examining figures, comparing 

the figures, and reading by following words with a colored pencil cognitive strategies that 4
th 

student 

uses who has medium grade point average and who study in 2
nd 

secondary school is himself/herself.   

It was determined that the sources of the reading the words by following with a pencil, 

expressing thoughts aloud, examining figures, and repeating words cognitive strategies that 5
th 

student 

uses who has low grade point average and who study in 3
rd

 secondary school is himself/herself. It was 

determined that the sources of examining figures and repeating words cognitive strategies that 6
th
 

student use who has the lowest grade point average and who study in 3
rd

 secondary school is 

himself/herself.   

In the research, it was determined that 1st student who has the highest grade point 

average and who study in the 1
st
 secondary school, used underlining the clues, note-taking, 

circling the clues, rereading, reexamining the figure and taking notes on the figure 

metacognitive strategies while reading the "Cell and Divisions" unit.  

In the research, it was determined that 2
nd

 student who has a high grade point average 

and who study in the 1
st
 secondary school, used rereading, underlining the clues, note-taking, 

circling the clues, putting a mark on the figures metacognitive strategies while reading the 

"Cell and Divisions" unit.  

It was determined that 3
rd

 student who has a medium grade point average and who 

study in the 2
nd

 secondary school, used underlining the clues with colored pencils, circling the 

clues with colored pencils, taking notes on the figure with colored pencils, putting marks on 

the figures with colored pencils, and reading by underlining the words with colored pencils 

metacognitive strategies while reading the "Cell and Divisions" unit. It was determined that 

4th student who has a medium grade point average and who study in the 2
nd 

secondary school, 

used rereading, underlining the clues with colored pencils, reexamining the figures and 
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expressing thoughts aloud metacognitive strategies while reading the "Cell and Divisions" 

unit.  

It was determined that 5
th
 student who has a low grade point average and who study in the 3

rd
 

secondary school, used underlining the clues with colored pencils, circling the clues with colored 

pencils, taking notes on the figure with colored pencils, taking notes on the figure with colored 

pencils, putting marks on the figures with colored pencils, and reading by underlining the words with 

colored pencils while reading the "Cell and Divisions" unit. It was also determined that the 6
th 

student 

who has the lowest grade point average and who study in the 3
rd

 secondary school, did not use 

metacognitive strategies while reading the "Cell and Divisions" unit. 

In this study, it is possible to encounter the metacognitive strategies used by students in 

reading the “Cells and Divisions” unit in the research conducted in the literature. Weir (1999) 

determined the metacognitive strategies as rereading; Taraban (2004) note-taking, framing, 

underlining, rereading; Caliskan, Sezgin Selçuk and Erol (2006) and Sezgin Selçuk, Çalışkan and Erol 

(2007) underlining the clues, rereading; Ghonsooly and Eghtesadee (2006) repeating in order to reach 

the meaning of the word, repeating before the difficult words; Anastasiou and Grive (2009), 

underlining, repeating words or phrases, note-taking; Kumlu (2012) drawing with colored pencils, 

getting into the frame, underlining with a lead pencil, circling with a lead pencil, rereading, expressing 

with their own words. Diken (2014), Diken and Yuruk (2019) have identified metacognitive strategies 

as underlining the clues, circling the clues, re-reading, taking notes on the figures, putting marks on 

the figures,  expressing thoughts aloud and re-examining figures.  

It was determined that the sources of the metacognitive strategies such as; underlining the 

clues, note-taking, circling the clues, rereading, reexamining the figure, and taking notes on the figure 

which are used by the 1
st
 student who has the highest grade point average and who studies in 1st 

secondary school are his/her teacher. It was determined that the sources of the metacognitive strategies 

such as; rereading, underlining the clues, and circling the clues which are used by the 2
nd

 student who 

has a high grade point average and who studies in 1
st
 secondary school are his/her teacher and sources 

of the metacognitive strategies such as note-taking and putting marks on the figures are his/her friend.  

It was determined that the sources of the metacognitive strategies such as; underlining the 

clues with colored pencil, circling the clues with colored pencil, taking notes on the figure with 

colored pencil, putting marks on the figure with colored pencil and reading by underlining the words 

with colored pencil which are used by the 3
rd

 student who has medium grade point average and who 

studies in 2
nd

 secondary school are himself/herself. It was also determined that the sources of the 

metacognitive strategies such as; rereading, underlining the clues with colored pencils, reexamining 

the figure, and expressing thoughts aloud which are used by the 4
th
 student who has medium grade 

point average and who studies in 2
nd

 secondary school are himself/herself.  

It was determined that the sources of the metacognitive strategies such as; reexamining the 

figure, rereading, and underlining the clues which are used by the 5
th
 student who has low grade point 

average and who studies in the 3
rd 

secondary school are himself/herself. In the research, the sources of 

the metacognitive strategies of 6
th
 student who has the lowest grade point average and who studies in 

the 3
rd 

secondary school could not be determined since he/she does not use metacognitive strategies 

while reading the "Cell and Division" unit.  

In the study, the sources of cognitive and metacognitive strategies used by students with 

different grade point averages in different secondary schools while studying in the “Cells and 

Divisions” unit can be summarized as follows. 

It was determined that the sources of the cognitive strategies used by the two students who 

study in the 1
st
 secondary school and have high grade point averages while reading the "Cell and 

Divisions" unit were themselves. It was also determined that the sources of metacognitive strategies 

used by the two students who study in the 1
st 

secondary school and have high grade point averages 

while reading the "Cell and Divisions" unit were their teachers.  
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It was determined that the sources of the cognitive and metacognitive strategies used by the 

two students who study in the 2
nd

 secondary school and have medium grade point averages were 

themselves.  

It was determined that the sources of the cognitive strategies used by the two students who 

study in the 3
rd

 school and have low grade point averages were only themselves, But it was determined 

that there were no sources of the metacognitive strategies of two students who study in the 3
rd

 school 

and have low grade point averages since they did not use metacognitive strategies. 

In this study, the sources of cognitive and metacognitive strategies used by students while 

reading the “Cells and Divisions” unit were determined. It is thought that the resources responsible for 

determining these resources and providing students with reading strategies are of great importance for 

improving their academic achievement by teaching students reading comprehension strategies 

(Baydik, 2010). In other words, learning the cognitive and metacognitive strategies related to reading 

and reading comprehension in the literature themselves, from their teachers, friends, parents, (sister, 

brother, mother, father, etc.) can be said to be important in the increase of their reading comprehension 

skills. Therefore, students can teach themselves, their teachers, their friends and, if necessary, their 

parents, cognitive and metacognitive strategies in a much more comprehensive and systematic manner. 

In this way, students can improve their comprehension of reading plain texts or units in textbooks, 

especially those belonging to the field of Biology learning.  
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Abstract 

The aim of this study is to examine the views of the counselor candidates about preventive 

interventions and problem behaviors, and the use of popular productions in increasing competencies 

related to preventive interventions in the context of “13 Reasons Why” series. The participants of this 

study are senior students of Guidance and Counseling undergraduate program in Turkey. In this 

research, purposeful sampling method was used, and 30 students who attended the "School Based 

Preventive Guidance and Counseling" course and followed at least ten episodes of the "13 Reasons 

Why" series’ first season were participants. Phenomenological design which is a qualitative research 

methods was used in the study. The findings point out four themes; risk and protective factors, 

awareness of suicide, preventive interventions, and professional-personal development. The findings 

of the study were discussed in the light of the literature. 
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INTRODUCTION 

Mental health is a field that different disciplines work on independently or collaboratively. 

The counseling and guidance is one of the disciplines that contributes significantly to the studies of 

mental health, especially with its developmental and preventive perspective. Prevention in the field of 

mental health; focuses on eliminating the risk factors about problem behaviors and reducing the 

prevalence and negative effects of problem behaviors (Baker, 2011; Romano & Hage, 2000). The 

developmental and preventive perspective is becoming more important, with an increasing trend in the 

prevelance of problem behaviors (substance abuse and addiction, bullying, sexual intercourse at an 

early age, suicide etc.), especially among children and adolescents (Conyne, 2013b; Korkut Owen, 

2011; Siyez, 2016; Yavuzer, 2011).  There is a broad consensus about the main roles that counselors 

can play in the field of mental health.  Counselors provide services connected with their 

developmental, remedial and preventive roles (Blocher, 2000; Baker, 2011; Dollarhide & Saginak, 

2017; Eryılmaz, 2013; Myrick, 2011; Turkish Psychological Counseling and Guidance Association, 

2011; Council for Accreditation of Counseling and Related Educational Programs [CACREP], 2016). 

Counselors around the world primarily target problem behaviors with the preventive services and 

interventions that they provide in schools, community mental health centers and non-governmental 

organizations (Akın-Little, Little, & Delligatti 2004; Davis, Kruczek, & McIntosh, 2006; Eryılmaz, 

2013; Gladding, 2017; Mellin, 2009). A broad range of preventive counseling and guidance services 

such as providing information about problem behaviors to children and adolescents, as well as 

professionals working with them, screening/identifying risk factors, developing psycho-educational 

interventions, developing peer support communities, creating social campaigns to raise awareness 

about problem behaviors, are offered by counselors (Ando, Asakura, Ando, & Simons-Morton, 2007; 

Korkut, 2003; Meyers ve Nastasi, 1999; Yavuzer, 2011; Whiston, Tai, Rahadja, & Eder, 2011). 

Providing these services effectively helps to decrease the prevalence of problem behaviors exhibited 

by children and adolescents (suicide, substance abuse, bullying, violence, risky sexual behaviors etc.), 

and also provides support to children and adolescents about performing developmental tasks expected 

of them (Davis, Kruczek, & McIntosh, 2006; Foxx, Baker, & Gerler, 2017; Galassi & Akos, 2007; 

Rowney & Quinn, 2000). 

When the features of effective prevention studies, which are an integral part of the mental 

health field, are examined; it is seen that they focus on protective factors (high level of psychological 

resilience, advanced social skills, participation in social activities, strong family bonds, positive 

attitudes towards the school, discovering and supporting special abilities, presence of role models for 

healthy behaviors, adequate social support, advanced problem solving skills, etc.) as well as risk 

factors (impulsivity, lower academic success, poor family functioning, low future expectations, peer 

pressure, exposure to traumatic experiences, attention deficit and hyperactivity disorder, unhealthy 

parental attitudes, inadequate social support, etc.) related to problem behavior (Arthur, Hawkins, 

Pollard, Catalano, & Baglioni, 2002; Blocher, 2000; Conyne, 2013a; Eryılmaz, 2013;  Lambie, 

Rosemary Leone, Susan, & Martin Christopher, 2002; Ögel, Tarı, & Eke, 2006; Sears, 2005; Terzian, 

Andrews, & Moore, 2011), and they primarily focus on behavioral outcomes rather than affective and 

cognitive outcomes (Whiston et al., 2011). 

Preventative interventions in the field of counseling aim to develop and support social skills of 

participants including effective communication, assertiveness, saying no and problem solving (Weir, 

2005; Mann, Apter, Bertolote,  Beautrais, Currier, & Haas, 2004; LaFromboise & Lewis, 2008). Also, 

these studies take into account possible social environments associated with problem behaviors such 

as family, teachers, peer groups and focus on ensuring cooperation between these groups (Hawkins & 

Herrenkohl, 2003; Korkut Owen, 2011; Romano & Hage, 2000; Topping & Barron, 2009). Structuring 

the activities of preventive interventions in accordance with the developmental levels of the 

participants (Hage, Romano, Conyne, Kenny, Matthews, Schwartz, & Waldo, 2007), being culturally 

sensitive (Chronister, McWhirter, & Kerewsky, 2004; Cook, 2012; Matthews & Skowron, 2004) and 

using peer groups in the announcement and the intervention process (Black, Tobler, & Sciacca, 1998; 

Tobler et al., 2000; Whiston et al., 2011) contributes significantly to the effectiveness of interventions. 

In addition, it is seen that long-term and systematic interventions are more effective than short-term 

programs consisting of intensive sessions (Clanton Harpine, 2011; Horn & Kolbo, 2000). 
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The competencies of counselors who carry out preventive services are among the factors that 

can be determinant in the effectiveness of interventions (Center for Substance Abuse Treatment, 2006; 

Yavuzer, 2011). The acquisition and development of counselor competencies related to carrying out 

preventive interventions is among the goals of counselor training programs all around the world 

(Conyne, 1997; Korkut Owen, 2011). Also, CACREP considers the competencies needed to carry out 

preventive services as an important part of counselor counseling training programs (Korkut Owen, 

2011). 

Today, the importance of the counselors’ preventive role in the field of mental health is 

expected to increase (Conyne, 2013b; Juntunen & Atkinson, 2002). In accordance with this 

expectation, the “Preventive Guidance and Psychological Counseling” course is included in the 

psychological counseling undergraduate program, which was updated and implemented gradually by 

the Higher Education Council (HEC) in 2018. When the new undergraduate program is examined in 

dept, it is seen that the content and subjects directly related to preventive inteventions are included in 

the content of different elective courses such as “Post Traumatic Counseling”, “Social Skill 

Education”, “Addiction and Prevention of Addiction” and “Domestic Violence”. In addition, in the 

content of the “Guidance and Counseling in Schools” course, which is one of the compulsory courses 

of the program, there is a important emphasis on the goals and principles of the developmental and 

preventive approach (HEC, 2018). However, depending on the gradual implementation of new 

undergraduate program, “School Based Preventive Guidance and Counseling” course is still is 

available as an elective course at many universities in Turkey. 

Parallel to the multidimensional competencies expected from counselors, several teaching 

techniques are used throughout the counselor training such as games, demonstration, role playing, 

interview with individuals from various cultures and educational videos (Kağnıcı, 2015). The use of 

popular movies is one of the techniques that are frequently used in counselor training (Toman & Rak, 

2000). Counseling theories (Koch & Dollarhide, 2000; Peoples & Helsel, 2013), family counseling 

(Alexander & Waxman, 2000; Shepard & Brew, 2005; Higgins & Dermer, 2001), developmental 

stages (Corcoran, 1999; Ello, 2007; Pierce & Wooloff, 2012), group counseling (Armstrong and Berg, 

2005; Moe, Autry, Olson, & Johnson, 2014), ethics in counseling (Bradley, Whiting, Hendricks, Parr, 

& Jones, 2008; Koch and Dollarhide, 2000) grief counseling (Doughty Horn, Crews, & Harrawood, 

2013; Hannon & Hunt, 2015), addiction (Warren, Stech, Douglas, & Lambert, 2010), 

psychopathology (Chambliss & Magakis, 1996; Toman & Rak, 2000) and multiculturalism (Nittoli & 

Guiffrida, 2017; Villalba & Redmond, 2008) stand out as the subjects of popular movies that are used. 

Studies examining the effects and functionality of the use of popular movies in counselor training 

point out that it provides enriching experiences to counselor candidates in recognizing the dynamics of 

the behaviors in multiple dimensions (Kağnıcı, 2015), being active learners through observation 

(Warren, Stech, Douglas, & Lambert, 2010), empathizing with various topics, gaining awareness and 

sensitivity through strong emotions (Pinterits & Atkinson, 1998; Kağnıcı, 2015; Nittoli & Guiffrida, 

2017). In addition, it is reported that this technique increases students' participation in courses, 

facilitates discussion of different perspectives, contributes to increasing insight about real-life 

reflections of theoretical knowledge and enhances classroom interactions (Koch & Dollarhide, 2000). 

In this context, the use of experiential strategies such as watching and discussing popular movies on 

various topics within the scope of counselor training, will contribute to the rooting of the competencies 

of counselor candidates (Kağnıcı, 2015) 

The Netflix tv series "13 Reasons Why" which was adapted from Jay Asher's (2007) novel of 

the same name, is also one of the popular productions worldwide (Netflix, 2017). The tv series was 

first released in 2017 and displays striking problem behaviors that cause a high school girl to commit 

suicide. Peer bullying, sexual harassment and assault, substance abuse, and violation of the personal 

privacy are some of these problem behaviors. On the other hand, the series provides opportunity to 

observe the specific developmental characteristics of adolescents, the relationships between 

adolescents with adults (parents, teachers, counselors) and the inadequacy of adults in these 

relationships (Bridge et al., 2019; D’Agati, Beaudry, & Swartz, 2019; Mueller, 2019). The series has 

become highly debated in a short time and has attracted the attention of many experts working with 

adolescents, especially in the field of mental health (Arendt, Scherr, Patrick, Jamieson, & Romer, 
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2019; Ayers, Althouse, Leas, Dredze, & Allem, 2017; Bridge et al., 2019; Campo & Bridge, 2018; 

Carmichael & Whitley, 2018; Cooper, Bard, Wallace, Gillaspy, & Deleon, 2018; da Rosa et al., 2019; 

O'Brien, Knight, & Harris 2017; Niederkrotenthaler et al., 2019).While the researchers mainly focused 

on the effect of the series on adolescents in terms of suicidal behavior, there was no study regarding 

the use of the series in counselor training or  focusing on the effect of the series on the counselors' 

preventive perspectives. 

Peer bullying which is one of the problem behaviors frequently seen in schools, has become 

visible once again with the "13 Reasons Why" series. Victims can be bullied by peers with various 

forms of aggressive and offensive behaviors such as name calling, teasing, humiliating, threating 

verbally, isolating, harming harming the individual or their belongings physically, and taking 

belongings without permission (Bradshaw, Waasdorp, Johnson, 2015; Coy, 2001; Pişkin, 2002). Peer 

bullying can be a risk factor for a wide range of adverse outcomes, from dropout to suicide attempts 

(Geoffroy et al., 2016; Townsend, Flisher, Chikobvu, Lombard, & King, 2008). Young people 

between the ages of 15-24 are considered one of the most at risk groups for suicide attempts 

(Harmancı, 2015; Korkut Owen, 2011). Not fully matured problem solving skills and high tendency to 

behave impulsively can increase the level of risk for young people (Durak-Batıgün 2002). Although 

suicide rates among adolescents are lower than developed countries in Turkey, the risk is reported to 

increase gradually (Korkut Owen, 2011). Approximately one in five suicide attempts in Turkey is 

made by adolescents attending to high school (Özcan, Şenkaya, Özdin & Dinçer, 2018).In the light of 

this information, gaining awareness, sensitivity and skills about problem behaviors among counselors, 

and increasing their competencies to provide preventive interventions emerge as a necessity (Korkut 

Owen, 2011). “School Based Preventive Guidance and Counseling” course is one of the efforts to 

meet the needs of the counselor candidates on this subject. In this course throughout the semester, after 

the theorical course the first season episodes (13 weeks) of the "13 Reasons Why" series were watched 

and a group discussion was held about the episode watched. The current study has two main aims: 1) 

to examine the views of the counselor candidates about preventive guidance and counseling 

interventions and problem behaviors in the context of the series, 2) to examine the views of the 

counselor candidates about the use of popular productions in increasing competencies related to 

preventive interventions. 

METHOD 

Participants 

The participants of the research are senior students of Manisa Celal Bayar University 

Guidance and Counseling undergraduate program. In this research, criterion sampling, one of the 

purposeful sampling methods, was used. Participants consisted of 30 students, 13 male and 17 female, 

who attended the "School Based Preventive Guidance and Counseling" course, followed at least ten 

episodes of the “13 Reasons Why" series’ first session. The coding of the counselor candidates’ 

participating in the research was arranged from 1 to 30 as P-1, P-2…P-30   

Research Design 

The design of the research was determined as a phenomenological design, one of the 

qualitative research patterns. Phenomenology is an useful and meaningful design among educational 

and social sciences researches. Phenomenology is a genuine manner of representing the realities that 

participants experience in their lives (Padilla-Diaz, 2015). In the research, the data were evaluated by 

two academicians, and codes, categories and themes were created. There are a number of strategies 

different from quantitative research in order to increase reliability and validity in qualitative research 

(Başkale, 2016). In this study, triangulation technique was used to ensure reliability and internal 

validity, and two researchers coded data independent from eachother. 

Later, the codings defined by the two researchers were gathered and examined, and consistent 
codes were determined. The similarity ratio between encoders was found to be 86%. In order to ensure 
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reliability, there should be at least 80% consensus among coders (Miles & Huberman, 1994). In order 

to ensure the external validity of the research, the participants were determined with the purposeful 

sampling method and the questions to be asked to the participants were clearly defined.  

Data Collection Tool 

In the study, a four-question questionnaire prepared by the researchers was used to determine 

the views of the candidates for psychological counselors. These questions asked to the participants a) 

How do you evaluate the series you watch in terms of risk and protective factors? b) How did the 

series you watched affect your awareness of suicidal behavior? c) How do you evaluate the 

interventions of the school counselor in the series in terms of preventive intervetions? d) How did the 

series you watched contribute to your professional and personal development? Content analysis 

method was used in the analysis of the data obtained. 

Process 

During the semester, 13 weeks of School Based Preventive Guidance and Counseling were 

studied each week, followed by each episode from the first season of the series “13 Reasons Why”, 

respectively, with the students. At the end of each episode, students were asked how they gained 

awareness of preventive guidance services and brief group discussions were conducted. At the end of 

the semester, students were asked to fill out the four-question questionnaire prepared by the 

researchers. 

FINDINGS 

As a result of qualitative data analysis, participant views were collected under four themes. 

These themes include risk and protective factors, awareness of suicide, preventive guidance 

interventions, and professional-personal development. 

Risk and Protective Factors  

Under this theme are four sub-themes: individual factors, family factors, peer factors and 

school factors. 

Individual factors. The individual factors sub-theme includes nine codes: Characteristics of 

adolescence, traumatic experiences, self-perception, loneliness, stigma, academic achievement, social 

skills, social activities, and future goals.  

Characteristics of adolescence. The participants evaluated adolescent characteristics as a risk 

factor for suicidal behavior due to intense emotional changes and frequent observation of risky 

behaviors. One participant expressed their opinion as follows: "The adolescence of the students in the 

series is a period of increased emotional sensitivity and violent tendencies. This period is the most 

important risk factor for suicide due to impulsive behavior, intense emotional changes and the desire 

to belong to a group of young people” (P11). 

Traumatic experiences. Participants assessed traumatic experiences as a risk factor for 

suicidal behavior because they directly affect an individual's mental state. In particular, they described 

the abuse and rape experienced in the school setting as a mental injury. " Self-esteem drops in the 

person who is subjected to a traumatic event such as harassment or abuse, the individual thinks he or 

she is guilty of the incident and will not live with it. These experiences are a risk factor that can lead 

to suicide if the individual's ability to seek help and psychological well-being is insufficient” (P3). 

Self perception. Participants identified negative self-perception as a risk factor in terms of the 

individual's coping with negative experiences and self-assessment of his or her environment. They 

evaluated positive self-perception as a protective factor, especially for adolescents. "In the series, 
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students' negative self-perception is among the risk factors. Especially when Hannah was feeling 

better during her time at the poetry club; low academic achievement, bullying and exclusion she 

experienced at school have made her feel worthless and incompetent. All of this reasons would have 

brought him closer to suicide” (P1). 

Loneliness. Participants identified loneliness as a risk factor for suicide in terms of difficulty 

coping with negative experiences. They noted that social support is an empowering factor for 

individuals. “Hannah was saying that she felt this way because she could not get support from anyone 

while expressing her loneliness and no one understood her. The most important factor that drove 

Hannah to suicide was her inability to get enough social support and her being alone” (P7). 

Stigmatization. Participants identified stigmatization as a risk factor for suicide through the 

exclusion and isolation of the individual from their social environment. “Hannah was isolated from 

society, she was alone and she was stigmatized. The fact that everyone looked at her with 

condescending eyes, writing outrageous statements in the toilets about her was a major risk factor for 

suicide” (P14). 

Academic achievement. Participants identified low academic achievement as a risk factor. On 

the other hand, they evaluated high academic achievement as a protective factor in terms of 

strengthening an individual's self-perception, social acceptance and increased motivation for future 

goals. "It appears that most students involved in the series have low school achievement and have little 

expectations for the future. The fact that Hannah's future plans were not supported by the school 

counselor, because of her low grades, increased Hannah's despair when he said she needed to reduce 

her goals” (P5). 

Social skills. Participants identified low social skill as a risk factor. On the other hand, they 

evaluated high social skills as a protective factor for their ability to communicate, problem solving and 

seek help. "Among the protective factors are Hannah seeking help in her communication class, asking 

for help from a counselor, stepping in to establish friendships with her peers. However, Hannah's 

inability to fully express herself to the school counselor and her family and her isolation from the 

environment is a risk factor” (P8). 

Social Activities. Participants defined participation in social activities as a protective factor in 

terms of the individual's self-expression, strengthening self-perception and social acceptance. They 

stated that during adolescence, participation in appropriate social activities would be an important 

protective factor for the individual to be able to reveal his or her self. "Hannah's participation in the 

poetry club; the great appreciation of her poems was a protective factor. Then her left the club and 

stopped writing poetry as a result of sharing her poetry without permission and mocking her, which 

was a risk factor” (P4). 

Future goals. Participants identified their future goals as a protective factor for suicide in 

terms of their ability to cope with negative experiences. “Hannah's willingness to plan for her future, 

her involvement in college promotions at the school were protective factors, she wanted to make an 

effort, but her lack of adequate support at the school led her to despair. For an adolescent, the 

uncertainty of her future and the loss of hope may be reason enough for her life to be meaningless” 

(P24). 

Family factors. Under the family factors sub-theme are three codes: family conflicts, 

economic conditions and parental support. 

Family conflicts. Participants identified family conflicts as a risk factor for adolescent 

individuals. The participants assessed the divorced family structure as a risk factor, while the family 

integrity and positive family environment as a protective factor. "Family conflict was frequent, 

especially in Hannah and Justin's families. Justin has violence by his stepfather who was a drug 

addict with mental problems was also among the risk factors” (P13). 
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Economic conditions. Participants identified the low economic conditions as a risk factor for 

adolescents. They noted that individuals with  low income are disadvantaged both in excess of family 

problems and in achieving future goals. “Hannah's family were unable to notice Hannah's condition 

due to their discussions about economic issues. Also, due to economic incompetence, Hannah's 

inability to attend the university she wanted made her even more desperate” (P14). 

Parental support. Participants found that adolescents who were supported by their parents 

were more advantageous in coping with negative experiences and developing positive self esteem, 

while adolescents with indifferent parents were more inclined to risky behaviors. “Hanna’s parents 

didn't spend enough time on their daughter and didn't realise Hannah’s change. In this case we can 

say that family indifference, lack of deep sharing within the family are risk factors. On the other hand, 

the mother's talking about Hanna’s future goals and supporting and encouraging her are protective 

factors” (P16). 

Peer Factors. Under the peer factors sub-theme there are three codes: Problem behaviors, 

peer bullying and peer support. 

Problem behaviors. Participants stated that problem behaviors such as alcohol-substance use, 

truancy, gang membership and risky sexual behavior are risk factors that harm the school climate. “In 

order to increase popularity among adolescents within the peer group, many problem behaviors such 

as gang membership, alcohol and substance use, possession of weapons are emerging. These 

behaviors present many risky situations for adolescents” (P7). 

Peer bullying. Participants identified peer bullying as an important risk factor in terms of 

suicidal behavior. They noted that peer bullying causes risky behaviors such as suicide, alcohol and 

substance abuse, and that it is an element that directly affects the self-perception of the victim. “There 

is a school environment where bullying and violence are common in the series. This environment 

harbors many negative behaviors such as making fun of others, insulting, threatening, gossiping, 

sexual abuse, exclusion, and poses a significant risk to students” (P2). 

Peer support. The participants identified peer support as a protective factor for the individual's 

ability to cope with negative experiences and to feel stronger. "Ryan's gift of a notebook to Hannah to 

write poetry and Hannah's friendship with Jessica and Alex was a protective factor, But Alex and 

Jessica's romantic relationship and estrangement from Hannah was a risk factor. Due to Courtney 

spreading lesbian gossip, Hannah was bullied by her friends and failed to find peer support. so she 

decided to end her life” (P10). 

School Factors. Under the school climate sub-theme there are four codes: lack of discipline, 

counselor’s qualification, teacher and administration support, and preventive guidance services. 

Lack of discipline. Participants identified lack of discipline in school as an important risk 

factor for adolescents. They noted that bullying and other problem behaviors that were not interfered 

with due to lack of discipline caused serious harm to the school climate and students. “The lack of 

discipline in school climate is an important risk factor. The lack of student follow-up (absenteeism, 

academic achievement, peer relations etc.) at school is a risk factor” (P20). 

Counselor qualification. Participants identified the judgmental and irrelevant attitude of the 

school counselor as an important risk factor. They noted that a supportive counselor who can 

empathize with young people, who have professional qualifications, can be effective in reducing 

suicide and other risk factors by establishing a better relationship with young people. “The lack of 

active and qualified school counselors in the school, the inability to communicate with young people, 

the inability to identify at-risk students, or the inability to intervene even if they realize the problems 

are an important risk factor for the students in the school” (P11). 

Teacher and administration support. Participants identified the indifferent attitude of 

teachers and administration as an important risk factor. Teachers and administrators support have 
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defined as an important motivator and protective factor for students to cope with negative experiences. 

“It can be a protective factor for other students when a teacher informs them what the symptoms of 

suicide are and that they can get help from the school if they need it” (P2). 

Preventive guidance services. Participants defined the absence of preventive guidance 

intervention in the school prior to suicide as a risk factor, and preventing interventions such as 

preparing posters and boards related to suicide after suicide, informing parents and students as 

protective factors for suicidal behavior. “I did not see any preventive intervention by the school 

counselor before suicide. After Hannah's suicide, posters and brochures began to be hung on the walls 

of the entire school. The writings in the toilets were deleted. Students and families are starting to be 

informed about suicide. All of these appear as preventive interventions for other suicides” (P17). 

Awareness of Suicide 

Under this theme, there are seven codes: risk factors, protective factors, suicide signs, 

suicide myths, counselor interventions, individual differences and the effects of suicide. 

Risk factors. Participants stated that with the series they watched, they gained awareness 

especially about risk factors and trigger factors related to adolescent suicide. “I realized that the 

factors such as loneliness, bullying, lack of family support, school failure are important risk factors 

for adolescents” (P22). 

Protective factors. The participants stated that they gained awareness about what are the 

protective factors related to suicide and the importance of their role in preventing suicide. “I realized 

that suicide is preventable with an effective intervention method and how important it is during 

adolescence that friendship relations, positive relationship and healthy communication with the 

family, looking forward to the future with hope, dreaming and having a future expectation” (P14). 

Signs of suicide. The participants stated that many signs were observed in the individual 

before the suicide and they gained awareness about what these signs might be. “I saw that suicide 

actually had many signs. For example, our hero had his hair cut, covered in it, gave the counselor 

verbal clues about thinking about suicide, and left an anonymous message about suicide. If these signs 

could be seen, perhaps he could have survived” (P1). 

Suicide myths. Participants stated that they realized that suicidal behavior was not due to a 

single reason, and that they learned that a long process involving many triggering factors took place 

before suicide. “I thought that suicide was an instantly developing process. With this series, I realized 

that it was a long and difficult process before the suicide and that many reasons gathered together 

took the person to this point” (P12). 

Counselor interventions. Participants expressed awareness of the school counselor's 

damaging interventions before and after suicide in the series. "For example, the counselor's 

judgmental treatment of Hannah, covering up the abuse she experienced, and saying ‘If someone 

decides to commit suicide, it is irreversible’ are examples of negative interventions” (P20). 

Individual differences. Participants stated that they gained awareness that differences in the 

way individuals interpret events and subjective perceptions can lead to suicide. “In the series, Hannah 

couldn't cope with the events she was going through. There are people who wouldn't care if they went 

through similar things. Not everyone's experiences and lifestyles and perception of the world are the 

same. Things that are unimportant to someone can be vital to someone” (P13). 

Effects of suicide. Participants stated that suicide directly affects not only the suicidal 

individual but also his or her environment, and that they gained awareness of the need to provide 

support for these individuals. “Suicide is an infectious condition, and the counselor should implement 

preventive programs for other students after the event of suicide. In addition, suicide is a traumatic 
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experience for the relatives of the suicidal individual and for other students in the school, so 

psychological support should be provided to these individuals” (P24). 

Preventive Interventions 

There are seven codes under this theme: orientation, observation, interventions, 

consultation, neglect, ethical and counselor skills. 

Orientation. Participants said that it was an inadequate but beneficial intervention for the 

female counselor in the first part of the series to introduce new students to each other and to support 

them in getting closer. “The female counselor who appeared in the first episodes of the series asked 

new students Antilly, Jessica and Hannah to befriend and help each other is an insufficient but 

protective factor for increasing social support” (P18). 

Observation. The participants stated that there is a significant limitation for preventive 

interventions, such as failing to observe enough, failing to notice changes in students and problem 

behaviors in school. “A school counselor who does not observe is not aware of the physical and 

emotional changes that occur in at-risk students. In this series, the counselor didn't notice changes in 

Hannah and other students, violence and none of what was written on the school walls” (P15). 

Interventions. Participants noted that the counseling did not perform a primary prevention to 

the suicide incident at the school. They defined secondary and tertiary preventions such as preparing 

posters and posters after suicide as necessary but late interventions. "When Hannah said she was being 

abused, the counselor's judgmental attitude undermined the process. Although the student addressed 

the issue of suicide, the counselor did not dwell on it. I observed that although he was aware of 

incidents such as peer bullying, suicide, abuse at school, he did not do anything about exposing or 

preventing them. After the suicide, the board, posters, such as preparing studies are done, but I think it 

is too late and insufficient” (P22). 

Neglect. Participants considered the neglect of the counselor not to make necessary 

interventions to the student before the suicide and not to report the rape incident to the appropriate 

places. "When Hannah told she was raped, the counselor said if she wasn't going to tell who did it, it 

is the most logical way for her to forget about it, and he covered the concern up. Hannah committed 

suicide when she couldn’t get help. This is a gross negligence” (P27). 

Consultation. Participants described the lack of consultation between school counselors and 

school administration and teachers as an inability in terms of preventive interventions. "The teacher 

did not mention the shared note about suicide in class to the administration or the counselor. We also 

see that the counsellor does not share any information about abuse or signs of suicide with the 

administration. If all this had been done, maybe Hannah wouldn't have committed suicide” (P7). 

Ethical problems. Participants considered it unethical for the counselor to ignore what the 

raped student says and to cover up the matter instead of reporting it to the appropriate places. “When 

Hannah talks about harassment, it is absolutely unethical that the counseling doesn't support her, that 

she says it's the right solution to forget what happened, that she doesn't report it to the school 

administration and the authorities” (P12). 

Counseling skills. Participants noted that the school counselor acted authoritatively and was 

incapable of building therapeutic relationships, and that this approach constituted a limitation for 

preventive interventions. "In the series we watched, we found that the counselor did not conduct his 

job in a professional manner, he had many deficiencies in professional ethics and legal issues, 

therapeutic skills. I have observed that students avoid communicating with him because he uses 

judgmental and critical language towards students” (P21). 
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Professional - Personal Development  

There are two sub-themes under this theme: professional development and personal 

development.  

Professional development. The sub-theme of professional development includes five codes: 

counseling skills, students in risk group, the importance of prevention, working with suicide, 

adolescence and professional responsibility. 

Counseling skills. Participants stated that they had gained awareness of the importance of 

therapeutic skills and the responses of counselors to harm in the counseling process. "The counselor 

was setting a set between him and his clients, he was unable to establish a therapeutic relationship. 

Because of his critical and incriminating attitudes, the students did not trust him. He seemed to be an 

authority figure, not a counselor at school” (P27). 

Students in the risk group. Participants expressed awareness of the importance of identifying 

students in the risk group in schools and the preventive interventions needed to be made for these 

students. “I realised what both counselors and teachers could do to prevent risky behaviour at 

schools. I understood the importance of identifying students in the risk groups and preventive 

interventions for adolescents and their parents” (P7).  

Importance of prevention. Participants stated that they had gained awareness of the 

importance of preventive guidance services on students ' mental and physical health and school 

climate. The main reason for what happened was the lack of emphasis on preventive guidance at 

school. “I saw the importance of observing the student in potentially risky situations, sensing the 

possible consequences of the risky situation, providing preventive services to all students in the 

school” (P11). 

Working with suicide. Participants noted that they gained awareness of the causes and signs 

of suicide, working with suicidal individuals, and working with individuals affected by it after a 

possible suicide. “I realized the signs of suicide, the possible causes underlying suicidal thinking, the 

importance of being supportive rather than giving advice when working with suicidal-prone 

individuals. I also noticed that in the event of a possible suicide, people affected should also be 

employed” (P8).  

Adolescence. The participants stated that they gained awareness of the general characteristics 

of adolescence and the important risk factors seen during this period. “Adolescence is a process where 

there are conflicts among peers and risky behaviours such as substance abuse are on the rise. First of 

all, I believe it is necessary to regulate the way individuals perceive themselves and the world. 

Improving of coping skills and conflict resolution skills may be sufficient to save the adolescent's life 

in difficult situations” (P12). 

Personal development. The personal development sub-thema includes three codes: empathy, 

interpersonal relationships and parenting styles. 

Empathy. Participants stated that their feelings of empathy were strengthened, especially 

towards individuals with traumatic experiences and suicidal tendencies. “Through this series, I put 

myself in Hannah's place and felt the desperation to the fullest. Someone else's problem sounds 

simpler. Now I can understand more how these people feel” (P3). 

Interpersonal relationships. The participants stated that they gained awareness about the 

importance of interpersonal relationships in the lives of individuals and the protective role of positive 

relationships, and what needs to be considered in interpersonal relationships. “I didn't think social 

communication, the need to love, to be loved, to belong, was so important. I realized how important it 

is to communicate, to share, to belong and to be loved, not only in professional terms but also in terms 

of my life” (P10). 
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Parenting styles. Participants noted that they gained awareness of the critical role of positive 

and negative parenting styles on the lives of individuals, especially during adolescence. “Most of their 

families in the series do not have enough knowledge of adolescent development. Therefore, their 

approach is often disinterested or authoritarian, while some have overprotective attitudes. It seems 

that families are incapable of coping with stress situations. All of this directly affects the mental state 

of adolescents” (P9). 

DISCUSSION 

In this study, the views and awareness levels of counselor candidates about adolescents’ 

problem behaviors, and preventive counseling interventions was examined through the the popular 

Netflix production "13 Reasons Why" whose first season episodes are watched. Participant counselor 

candidates were attending “School Based Preventive Guidance and Counseling” course which is an 

elective in counselor training programs in Turkey. In addition, counselor candidates’ views regarding 

the contributions and effects of the using popular movies or series on the development of their 

awareness and competencies about preventive guidance and counseling services were evaluated. The 

TV series "13 Reasons Why" is considered as one of the popular productions that contributes to a 

better understanding of difficult subjects, such as suicide, bullying by the audience (Lauricella, Cingel, 

& Wartella, 2018). 

Carrying out preventive interventions to decrease the violence and suicide rates, providing 

appropriate services for the needs of individuals and groups during the crisis and before crisis are 

accepted as crucial parts/components counselor competencies and professional identity by both the 

CACREP (2016) and the American School Counseling Association (ASCA) (2019). Awareness about 

risk and protective factors related to problem behaviors is critical in planning interventions for 

prevention. Because preventive services or interventions firstly aim to eliminate risk factors and to 

increase protective factors simultaneously (Conyne, 1997). When the views of the counselor 

candidates are examined, it is seen that they emphasize the opportunity to observe, realize the risks 

and protective factors they know theoretically in the series in a more concrete way. It is noteworthy 

that counselor candidates define and conceptualize risk factors and protective factors in accordance 

with the relevant literature. Given responses is classified under four sub-themes: individual, family, 

peer and school related risk factors. It can be said that this categorization is consistent with the 

classification regarding risk and protective factors in the prevention literature. Protective and risk 

factors are generally classified in four main groups; individual characteristics (positive self-perception, 

positive future expectation, adequate life skills, impulsivity, hopelessness, low sense of responsibility, 

learning disabilities, etc.), family-related factors (parental support, a functioning family system, 

domestic violence , neglect, being a single parent, etc.), school-related factors (positive school climate, 

sense of school belonging, high academic achievement, classroom size, low academic achievement, 

etc.) and peer-related factors (supportive relationship with friends, peer bullying, peer rejection, 

rewarding anti-social behavior in peer group, substance use in peer group, etc.) (Arthur, Hawkins, 

Pollard, Catalano, & Baglioni, 2002; Brooke-Weiss, Haggerty, Fagan, & Hawkins, 2008; Catalano, 

Hawkins, Berglund, & Arthur, 2002; Le'Roy, Vera, Simon, & Ikeda, 2000; Terzian, Andrews, & 

Moore, 2011).  

Peer bullying is one of the most remarkable risk factors that depict in the series and laid 

emphasis on by counselor candidates. Peer bullying is one of the subtypes of interpersonal aggression, 

characterized by repetitive and intentional aggressive behaviors and power imbalance between victim 

and bully (Olweus, 2001). Aggressive behaviors among adolescents defined as bullying can occur in 

physical, verbal, relational and electronic forms (Bradshaw, Waasdorp, & Johnson, 2015). Peer 

bullying, which is addressed and depict in a wide frame in the series, is at the center of the factors that 

cause Hannah to commit suicide. Counselor candidates stated that they had the opportunity to observe 

the destruction and negative consequences bring forth by peer bullying, to feel empathy with victims 

deeply, and have strikingly realized that various behaviors can be peer bullying. In addition, the 

participants highlighted that observing the different forms of peer bullying such as physical, verbal 

and cyber bullying through the series, have increased their knowledge on the subject. 
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Suicide is one of the leading traumatic events that have the potential to deeply affect all 

individuals in schools and school climate. From the worldwide perspective, the uptrend of suicide 

death rates among adolescents is still ongoing (Wasserman, Cheng, & Jiang, 2005). Also, the young 

people aged between 15-24 are the most risky group in terms of suicide attempts in Turkey (Harmancı, 

2015; Turkish Statistical Institute, 2011). In the light of these findings, suicide risk in adolescents draw 

the attention of mental health professionals (Harmancı, 2015), and the need for preventive 

interventions is frequently underlined (Sareen et al., 2014). Schools can play a crucial role in 

preventing teen suicides, and recognizing risk factors in students' lives is a vital responsibility 

(National Association of School Psychologists [NASP], 2017). The findings of the study point out that 

the series watched contributed to the counselors candidates awareness about suicide in general. 

Participants stated that the school counselor and parents could not notice any possible signs of suicide 

and Hannah's search for help. Young people with suicidal thoughts mostly do not seek direct help 

regarding the difficulties they experience; parents, teachers, and friends are expected to notice warning 

signs and take immediate action to ensure the safety of young people with this thoughts (NASP, 2017). 

In this context, it is very critical for mental health professionals protecting their calmness, listening 

their clients without judgments, trying to understand emotional pain that increase the suicidal thoughts 

cannot be dealt with, avoiding the feedbacks that may cause them to feel that their pain is belittled or 

underrated, trying to disclose clients’ suicidal thoughts with clear and direct questions, focusing on 

their own concerns about the client's well-being, relieving the clients that they have help resources to 

cope with their difficulties and they will not feel like this all the time (Chehil & Kutcher, 2012; 

Paladino & Minton, 2008; NASP, 2017) 

The participants also expressed that they had the opportunity to observe and realize risk 

factors and protective factors, signs, and myths about suicide through a series of events. Dramatical 

changes like Hannah's haircut, becoming withdrawn, writing an anonymous note in the 

communication lesson, decreasing grades shown in the series are stated as remarkable examples that 

make it easier for counselor candidates to understand the signs about suicide. They have noticed a few 

of the suicide myths in the series such as sudden development of suicidal ideation and only one reason 

can cause suicide (Joiner et al., 2006). 

In counseling relationship, individuals seek support for the difficulties in their lives and 

become motivated for self-disclosure when necessary therapeutic conditions are provided (Gladding, 

2017). Counselor plays a key and active role in constructing the therapeutic conditions and trust 

(Fonagy ve Allison, 2014). Counselor candidates drew attention to the inadequate counseling skills 

and inefficient interventions demonstrate by school counselor in the session with Hannah, and 

superficiality of crisis intervention carried out in school after suicide. Thus, participants stated that 

their perspectives on the importance of eliminating the possible effects of suicide on all individuals 

within the school as a part of crisis interventions are widen. Planning and carrying out crisis 

interventions as well as suicide prevention activities are among the key roles of school counselors 

(ASCA, 2019). The participants highlighted that the school counselor in the series failed to provide 

interventions required by these roles in the process ended with Hannah’s suicide. Gaining in-depth 

awareness about the processes before and after suicide through the series may contribute counselor 

candidates competencies regarding preventive role of school counselors. 

As an extension of school-based suicide prevention strategies; counselors, teachers and 

administrators should show their best effort to create a safe, supportive and bully-free school climates 

for their students (NASP, 2017). The participants of the study called attention to lack of the 

consultation whichs is one the important services provided by school counselors, and insufficient 

cooperation among school staff. According to participants lack of consultation and cooperation could 

effect the school climate negatively. Additionally, school counselor's choice not to report Hannah’s 

self-disclosure about being victim of sexual assault to legal authority considered as a clear ethical 

violation by counselor candidates. 

Counselor candidates in the study reported that the watching series had significant 

contributions to the development of empathy skills; to gain deeper understanding about the factors that 

may led individuals to suicide, and the “pain” felt by bullying victims. They described the series as a 

https://tureng.com/tr/turkce-ingilizce/become%20withdrawn
https://tureng.com/tr/turkce-ingilizce/increase%20one's%20grades
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stimulating tool on how critical interpersonal relationships and their parents 'attitudes can be in 

adolescents' lives. Also, they expressed increased tendency to review their personal relationships, to 

behave more emphatically for understanding others' needs, concerns, feelings and thoughts. These 

findings are consistent to the findings of studies with individuals from different age groups, centering 

the “13 Reasons Why” series (Lauricella, Cingel, & Wartella, 2018). Arendt et al. (2019) reported that 

individuals who regularly watch the series are more willing to offer help to individuals with depressive 

symptoms and suicidal thoughts compared to individuals who have never watched or watched several 

episodes. Similarly, it is reported that popular movies in counselor training increase empathy and 

sensitivity levels of counselor candidates for individuals from various sexual orientations, races, social 

classes, religions and cultures (Pinterits & Atkinson, 1998; Kağnıcı, 2015; Nittoli & Guiffrida, 2017; 

Villalba and Redmond, 2008). 

Carefully selected productions can contribute to the development of the observational, 

conceptual and practical skills of counselor candidates (Higgins & Dermer, 2001). Popular 

productions can be a supportive source of information for the counselor candidares about the clients 

who are unable to meet in their educational enviroment but likely to encounter on the field. The 

movies help viewers to identify theirself with characters and events in intellectual, emotional and 

behavioral dimensions, and to develop insight into different characters' perspectives (Pinterits & 

Atkinson, 1998).  

Views of the participants in the study point out that counselor candidates gained awareness 

about the skills that the counselors should have, the importance of identifying students in the risk 

group, the services should be carried out with them, and the vital importance of preventive 

invertentions. Furthermore, the participants underlined the widen perpectives about professional 

responsibilities of school counselors especially working with adolescents, and increasing sensitivity 

about the students who engage in risky behaviors. On this bases it is considered that the participants 

gained awareness about the prevention interventions should be provided for the students in the risk 

group. One of the aims of preventive interventions is to protect individuals in the risk group and  

control the problem from reaching more serious dimensions (Conyne, 2013a). It can be argued that the 

participants, who evaluated the counselor interventions in the series as inadequate and limited, gained 

a broader perspective on the roles of the school counselors. 

When the views of the participant counselor candidates are examined, it is seen that the “13 

Reasons Why” series, which is regularly watched after the “School Based Preventive Guidance and 

Counseling” course, has multiple contributions to the their prevention-related competencies. Also, it is 

considered that the series contributes counselor candidates to acquire the primary prevention 

perspective, to understand the systematic ecological framework, to realize the importance of skills 

such as collaboration in the provision of prevention services, and to develop positive attitudes towards 

preventive interventions. 
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Table 1 Distribution of themes, sub-themes and codes obtained in the research 

Theme Sub-theme Code  n 

 

 

 

 

 

 

 

Risk and Protective Factors 

 

 

Individual factors 

Characteristics of adolescence 

Traumatic experiences                  

Self perception  

Loneliness  

Stigmatization  

Academic achievement  

Social skills  

Social activities  

Future goals 

(16) 

(22) 

(16) 

(18) 

(20) 

(17) 

(16) 

(20) 

(17) 

Family Factors Family conflicts 

Economic conditions 

Parental support 

(21) 

(15) 

(20) 

Peer Factors Problem behaviors 

Peer bullying 

Peer support 

 

(17) 

(22) 

(18) 

School Factors Lack of discipline 

Counselor’s qualification 

Teacher and administration support 

Preventive guidance services 

(18) 

(16) 

(10) 

(12) 

(12) 

 

Awareness of Suicide 

 Risk factors 

Protective factors 

Signs of suicide 

Suicide myths 

Counselor interventions 

Individual differences 

Effects of suicide 

(20) 

(19) 

(20) 

(14) 

(22) 

(16) 

(14) 

 

Preventive Interventions 

 Orientation 

Observation 

Interventions 

Consultation 

Neglect 

Ethical 

Counseling skills 

(14) 

(18) 

(20) 

(12) 

(22) 

(20) 

(22) 

 

 

 

 

Professional-personal 

development 

 

Professional 

development 

 

Counseling skills  

Consultation 

Students in the Risk group 

Importance of prevention  

Working with suicide 

(12) 

(10) 

(17) 

(16) 

(14) 

Personal development 

 

Empathy  

Interpersonal relationships 

Parenting styles 

(14) 

(11) 

(12) 
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Abstract  

This study aims to evaluate socioeconomically disadvantaged and resilient students’ opinions about 

school and their expectations from school. The research is designed in qualitative research methods, 

phenomenology patterns, and interview techniques. Twenty students consist of the working group of 

the research. The data has been analyzed with content analysis. The research concludes that the 

resilience source of resilient students exhibits an interactive and intertwine structure in educational, 

psychological, social, and personal dimensions. Significance of focusing on their characteristics with 

psychological frame backgrounds such as intrinsic motivation, commitment, self-confidence, and self-

management to understand the resilience of these students have been detected. It is understood from 

the student views these two frameworks contribute to shaping life expectations, education processes, 

and being favorable to school and distinguish oneself despite socioeconomic disadvantages 

surrounding them. Psychological dimensions and personal characteristics are the main determinants of 

the perspective towards the educational framework. Active participation in lessons, achievement, 

discipline, school and teacher perceptions, fun learning approaches, and social environment relations 

reveal the power of their inner dynamics. Similarly, different learning strategies, the consciousness of 

taking responsibility, expressing oneself clearly, and self-efficacy beliefs that they could better reveal 

a personality structure that is open to change and development. Moreover, students have expectations 

from the school, such as improving the school’s physical and educational capacity, tight disciplinary 

practices, teachers’ self-renewal and sincere behavior, and the desire to participate in school decisions. 

This study will present a new point of view to curriculum development experts and school 

administrators in the formation of teaching programs that take into account student views.  
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INTRODUCTION 

Facilitating the learning, turning the school environment into where the students are happy, 

and diversifying the ways of learning and delivering educational services, which is a fundamental 

right, to everyone within the framework of equal opportunity are among the priority education policy 

areas that all education systems work. Modern education systems keep social mobility channels open 

to all society members from the perspective of equal opportunity in education. Through these 

transformative characteristics of education, high social status, and a better quality of life channels are 

open for the socioeconomically disadvantaged individuals. Social mobilization keeps society alive and 

dynamic from economic, social, and cultural aspects. This major axis is one of the primary purposes of 

all quality-focused school systems. However, the range of student learning moves in a broad spectrum, 

depending on the difference in socio-economic conditions where individuals are born, characteristics, 

and the mental schemes developed over the years. The high academic success of socioeconomically 

disadvantaged students at one end of this spectrum and academic resilience source has attracted 

academic circles in recent decades. 

 Resilience is a subject of psychology as well as a discussed topic in different disciplines, 

especially in education. Resilience studies, discussed in the preliminary researches in psychology and 

sociology field in the beginning and frequently addressed with negative aspects, have acquired a 

different dimension with international PISA research. Although no consensus is standard on the 

definition of resilience referred to in an academic educational environment, in its most general 

meaning, it is defined as the ability to overcome any difficulties faced and the ability to bounce back 

(Allan & Ungar, 2014; Alva, 1991; Erberber, Stephens, Mamedova, Ferguson, & Kroeger, 2015; 

Luthar, Cicchetti, & Becker, 2000; OECD, 2011; Pench, 2017). Masten, Best, and Garmezy (1990) 

regard resilience as the individual’s capacity to return to normative functioning after being exposed to 

atypical stress. Pulley and Wakefield (2001) convey resilience as a quick recovery after difficulties 

and negative experiences. Different definitions and interpretations related to resilience arise from the 

source of the resilience, variables related, interactions between individuals and their contexts, and 

differences of opinion about whether resilience could be promoted through a joint effort or not. At the 

top of the difficulties, a subject to resilience in educational organizations, a socio-economic 

disadvantage associated with students’ academic success appears. In this context, academic resilience 

is defined as the high academic success of the socioeconomically disadvantaged students by surviving 

the difficulties (OECD, 2011). 

 Resilience has gained more importance as a skill to develop for the students. Behind the 

visible and reflected face of resilience, reaching the deeply embedded sources could define and guide 

mental barriers to students’ learning. Academic resilience could be the functional interface of 

education policies such as “education for everyone” and “every student can learn.” It could contribute 

to the learning and resilience of students with low academic performance. 

 Successful education systems could offer equal opportunity for learning to disadvantaged 

students by developing systems that absorb socio-economic inequalities (OECD, 2011). The structure 

contains achieving goals in the face of obstacles and coping with the difficulties skill (Masten, 2007). 

As a result, in successful education systems, approximately half of the socioeconomically 

disadvantaged students could exceed the international comparable performance criterion and are 

considered successful from a global perspective. In many successful school systems, the success 

spectrum is not broad, and resilient students exhibit the common characteristic. (OECD, 2011). 

Literature elaborates that school characteristics of resilient students and positive school climate 

support the learning environment (Cunningham, 2006; Erberber et al., 2015). International research 

findings illustrate that resilience prevalence is higher in successful education systems such as 

Australia, Canada, Finland, Japan, Korea, and New Zealand compared to other education systems. 

Although the parameters are not the same for all countries, according to PISA results, behind the 

success of the resilient students, extra time spent on the lesson, self-confidence, and positive attitudes 

towards the lesson are effective. 
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However, socio-economic infrastructure could profoundly affect the academic success of 

students in many school organizations. This situation triggers disadvantaged students more to perform 

lower than their peers. However, some students perform academic and social resilience despite the 

difficulties stemming from their current socio-economic disadvantages. According to empirical 

research demonstrating that resilience is not inherited and stable and could be developed in 

individuals, Bryan (2005) suggests that academic resilience could increase the likelihood of 

individuals overcoming difficulties. Morrison and Allen (2009) mention that a framework is necessary 

to guide educators in the subject of resilience in school.  Educational institutions are expected to 

introduce educational and psychosocial coping strategies to increase children’s resilience in 

cooperation with families and communities for socioeconomically disadvantaged students. In line with 

this objective, Ungar, Connelly, Liebenberg, and Theron (2019) present a new model that could 

increase resilience and enable the children in different schools and cultures to develop themselves 

better by using an understanding of social-ecological resilience. The introduced structural resilience 

framework consists of access to material and supportive resources, development of a desired personal 

identity, the creation of power and control experiences, adherence to cultural traditions, social justice 

experiences, and the creation of social adaptation experiences with others. This model requires the 

activation of non-school factors as well as coping strategies that could be used in school organizations 

to conceptualize the resilience (Bierman et al., 2008). This approach necessitates the implementation 

of training programs that contribute to strengthening the academic resilience of disadvantaged students 

and the extensive participation of all partners outside the school. 

 Preliminary researches focusing on student success present that economic status predicts 

more at all educational level than other variables and is often associated with low success in 

explaining the cognitive successes of socioeconomically disadvantaged students. The reality presented 

in this researches is that socio-economic conditions negatively affect academic success, and the 

relationship between low socio-economic level and low achievement is linear (Cunningham, 2006; 

Erberber et al., 2015; Hanushek & Woessmann, 2010; OECD, 2011; OECD, 2013; Sirin, 2005). 

However, many studies have revealed that, despite limited resources, these students have achieved 

high success. (Erberber et al., 2015; Lee & Burkam, 2002; Ljzendoorn, Vereijken, Bakermans-

Kranenburg, & Riksen-Walraven, 2004; Yaşar, 2016).  

 Although a significant number of the researcher has been studying the relationship between 

the socio-economic background and student outputs, studies on resilient students overcoming 

difficulties and having high levels of academic success, are limited (Williams & Bryan, 2013). 

Preliminary resilience studies mostly focus on resilient students (Masten, 2007; Williams & Bryan, 

2013). Resilience studies researches have been associated with different variables in advancing years. 

Studies that take into account achievement tests in defining resilient students (Rouse, 2001; Waxman 

& Huang, 1996), and highlighting features such as successful, homework and motivation (Deci, 

Vallerand, Pelletier, & Ryan, 1991; Finn & Rock, 1997; Lee, Winfield, & Wilson, 1991), draw 

attention. Studies have been discovered focusing on the learning strategies (Finn & Rock, 1997; Seidel 

& Shavelson, 2007) and the extracurricular activities of resilient students (Clark & Linn, 2003; 

Catterall, 1998; Lee et al., 1991) as well. Besides, the self-efficacy of resilience students (Cassidy, 

2015; Connell, Spencer, & Aber, 1994), self-esteem (Borman & Overman, 2004), school climate 

(Aldridge et al., 2016) and few studies of effects of moral identity on resilience have been outlined. In 

the literature, studies diagnosing the effectiveness of resilience-oriented programs in explaining the 

link between developmental goals such as academic achievement, school attendance, self-esteem, and 

self-efficacy, appear (Hart & Heaver, 2012). Atkins and Shrubb (2019) have surveyed the relationship 

between self-efficacy, resilience, and leadership. Also, studies displaying that moral identity affects 

resilient students positively (Woodlier, 2011) and studies focusing on the relationship between 

resilience and “mind” (Duckworth, 2013; Galante et al., 2018) have been documented. 

Resilient students have high success in their school and social lives despite socio-economic 

and all environmental difficulties (OECD, 2011; Wang, Haertel, & Walberg, 1994). Theoretical and 

experimental studies to understand the factors behind this success indicate that these students make 

different mental, cognitive, and social efforts and activities compared to other peers. (Finn & Rock, 

1997; OECD, 2011). However, quantitative research techniques are frequently used in these studies in 
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the literature. Because the reality revealed in quantitative research compared to qualitative research is 

thought to be inefficient in understanding the resilient students, exploring the sources of resilience, 

discovering the individual and social characteristics, and explaining perspectives and mind charts. 

In the Turkish National Education System, giving priority to facilitating the quality of 

education recently, the weighted axis focuses on improving general school, student, teacher 

conditions, and researching learning environments. Evidence indicates that this issue could not reach 

the target level despite the rhetoric about equality of opportunity in education and quality problems in 

education on the agenda of policymakers in Turkey. (Atasoy & Cemaloğlu, 2018; ERG, 2017; ERG, 

2009b; MEB, 2016a; MEB, 2016b). Student assessment results such as the international TIMSS and 

PISA demonstrate that resilient students could pass this quality threshold/barrier. Research results 

document that a considerable amount of socioeconomically disadvantaged students below the average 

necessary skills have low academic performance; their general and school well-being remain low. In 

this context, through understanding resilient students and revealing sources of their resilience could 

return of low performing students inverting the quality goals in education has been speculated. 

Additionally, whether academic resilience, which is considered a multidimensional psychosocial 

concept in both national and international types of research, could be a model for other peers of 

students who have managed to survive the difficulties are wondered. From the perspective of resilient 

students managed to survive difficulties and bounce back despite being socioeconomically 

disadvantaged, this study aims to reveal students’ opinions about themselves, the school and their 

environment, and also give clues regarding school-centered student programs, school learning and 

teaching processes, school student well-being, structure and behavior of the school organization, and 

school leadership. 

Objective 

This study aims to reveal the resilience sources and school expectations of the resilience 

students with socioeconomically disadvantaged and academically successful. Based on this purpose, 

answers to the following questions have been sought in the research. 

i. What are the views of socioeconomically disadvantaged and resilient students’ academic 

resilience sources and opinions about school? 

ii. What are the socioeconomically disadvantaged and resilient students’ expectations from the 

school? 

METHOD 

In this study, the phenomenological method and interview technique of the qualitative 

research designs were applied. The purpose of designing the research in a qualitative pattern is to 

investigate the opinions, resilience sources and well-being of the socioeconomically disadvantaged 

and academically successful students in an in-depth, realistic and holistic way (Yıldırım & Şimşek, 

2013). Patton (2015) states that qualitative research patterns are reliable in providing a broader 

perspective on the subject being studied. The interview technique was chosen in the research because 

it is one of the most effective techniques in revealing the perspectives of people, subjective 

experiences, feelings, values, and perceptions (Yıldırım & Şimşek, 2013). 

Working Group 

The criterion sampling method, one of the purposive sampling methods, was used to select the 

working group in the research. Criterion sampling is a sampling in which participants meeting some 

previously identified criteria are determined. In this sampling type, the researcher determines the 

criteria based on the subject’s content to be researched and forms the working group (Marshall & 

Rossman, 2014). No specific formulation exists in determining the size of the working group 

(Liamputtong, 2018). Besides, the first approach considers necessary that research reaches flexibility, 
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depth (Hesse-Biber, 2017), and saturation determines the working group’s determination. Malterud, 

Siersma, and Guassora (2016) put forward that the subject depends on the informative power (the aim 

of the study, originality of the sample, use of the theory, and quality of the interview and the strategy 

of analysis. In this context, whether the information obtained from the studying group allows for a 

comprehensive examination of the situation is essential (Mason, 2010). 

This research was conducted in a state school in the city center of Istanbul. Views of 20 

students were taken. For the qualitative data, this amount of working group was sufficient to provide 

the content expected from the research and to prevent repetition (Patton, 2015; Creswell, 2014). Of 

these participants, ten students are eighth-grade students, and ten students are seventh-grade students. 

Eleven students are girls, and nine students are boys. In the process of determining the working group, 

a weighted grade point average of 1021 students enrolled in seventh and 8th grades for all courses in 

the 2018-2019 educational year’s first semester were listed according to success rating. One hundred 

thirteen highly successful students were identified, starting from the top success ranking. A weighted 

grade point of chosen students varies between 99.95 and 85.4. In the next stage of the process of 

determining the working group, the opinions of the school administration, the class advisors and the 

school counseling service about the socio-economic status of the selected students were taken, and by 

comparing the determined temporary working group candidates with the student information forms, 

the information related to students’ status was verified. Students with medium and high family income 

were removed from the list among the students with high academic success. After this stage, among 

the students with low family income, those with high academic success were accurately detected. 

There were no international students from these students. Before the research, 42 students determined 

for the working group, and their parents had been interviewed one-to-one, informed about the 

research, and stated that participation in the research is voluntary. Twenty students voluntarily agreed 

to participate in the study were interviewed, and interviews were conducted in the school’s natural 

environment.  

Data Collection Tools  

In this study, which aims to determine the sources of resilience and school perceptions and 

expectation from the school of the participant students who are socioeconomically disadvantaged and 

have high academic success, a semi-structured, interview form entitled “The views of students with 

high academic success and socioeconomically disadvantaged students on the school” developed by the 

researchers was used. The related literature was scanned in the process of the development of the 

interview form. Besides, a focus group discussion was done with three school principals, five class 

advisors on the subject. In the light of the raw data resulting from the literature review and focus group 

discussions, a 16-item question pool with the potential to be used in the interview form was created. 

To finalize the form, the opinions of the experts received education sciences from the university were 

asked. Two instructors, a language specialist and assessment and evaluation specialist examined the 

interview form, and a ten-item questionnaire was created and supported with the drilling question. The 

pilot practice of the interview form was carried out with three students at the relevant school, and its 

practicability was determined. Permission was taken from Istanbul Provincial Directorate for National 

Education to carry out the interview form in the relevant school. The data collection process was 

provided through face-to-face interviews in a state school in the city center of Istanbul between April 

and June 2018, and students filled in a participant approval form. During the interviews, participants 

were not influenced, and particular importance was attached to the participants’ comfortably 

expressing their thoughts. The interview duration lasted between 30 and 45 minutes on average. After 

the interview, the process of analyzing the qualitative data (coding, categorization, and identification 

of the themes) was carried out in NVIVO 10 package program. In the research, coding was used to 

keep the identities of the participant confidential. Each participant was coded with numeric “Y.” 

Data Analysis  

Data analysis was carried out with content analysis. In content analysis aims, concepts, units 

of analysis, the processes of locating and defining the data related to the subject are operated, and this 
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emerging concept tries to reach a logical structure from the content and structures. In the next phase, 

from these structures, determining the stages of coding, categorizing, counting, interpreting and 

writing the results are aimed (Büyüköztürk, Akgün, Karadeniz, & Demirel, 2012; Watling & James, 

2012). 

Validity and Reliability 

Guba and Lincoln (1982) and Houser (2015) suggest that qualitative research should focus on 

credibility rather than validity and reliability, and the study should be discussed in the context of 

credibility, reliability, practicability, and transferability. Credibility is the researcher establishes an 

environment of trust through the long-term interaction criterion with the participant where the data is 

collected (Yıldırım & Şimşek, 2013). At the end of the collection of data process, participant 

verification with seven students to ensure internal validity, accuracy, and integrity was made. Most of 

the available sample was reached to ensure transferability and external validity. Contents analysis was 

reported objectively, and the study’s codings were supported by quotation (Guba & Lincoln, 1982). 

Recording and note-taking technique was used to provide with the accuracy of the data (Houser, 2015; 

Yıldırım & Şimşek, 2013). For the reliability, validity, and ensuring the reliability of a document that 

was analyzed in content, it was considered necessary that the researcher and one or more researchers 

come through substantially similar results to a large extent (Tavşancıl & Aslan, 2001). The researchers 

took advantage of the triplication method to increase internal validity. Two researchers coded 

separately during the data analysis process. Besides, an instructor from university coded to increase 

reliability. Raw data obtained from the working group during the analysis was subjected to 

preliminary assessment in the first step. After two weeks, analyses that three researchers carried out, 

reevaluated. To ensure the integrity of the themes and categories, another expert in the field of 

education management re-analyzed. Findings of three researchers and field experts were evaluated 

together, similar and different coding were determined, a common consensus was reached. Coding 

reliability and the percentage of the fit index have been acceptable as 0.81 about the researchers’ 

internal consistency. 

FINDINGS 

Findings in this research were evaluated in the two themes, such as “resilience sources of 

socioeconomically disadvantaged students with high academic success and their expectations 

regarding the school.” 

Findings on the theme of resilience sources of students 

In the first sub-problem of the research, the opinions of the students who are 

socioeconomically disadvantaged and who have high academic success were analyzed in five sub-

dimensions and presented in Table 1. 

 Theme Sub-themes Categories n f 

Resilience sources Educational Framework 

Active class environment 19 34 

Attitude towards the lesson 17 44 

School perception 20 48 

Teacher perception 19 46 

Self-perception of success 18 27 

Factors affecting success 19 40 

Peer Bullying 17 34 

Discipline 15 32 

Entertainment, humor and social activities 12 27 
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Psychological 

Framework(Internal 

Factors) 

Future anxiety and setting goals 20 38 

Motivation 19 50 

Self-confidence and awareness of desires 13 23 

Commitment to school 19 50 

Happiness at school 19 35 

Social Environment 

(External Factors) 

Friend relationships 19 47 

Adaptation 11 14 

Social media 19 19 

Contribution and cooperation 7 11 

Personal Characteristics 

Openness to change and development 9 18 

Expressing oneself 13 31 

Seeing oneself inadequate 12 15 

Learning strategies 19 33 

Awareness of taking responsibility 9 15 

* n: number of participants. Frequency (f) represents the number of times the item has been reported. 

 

As seen in Table 1, “resilience sources” theme consists of four sub-themes: “educational 

framework, psychological framework, social environment and characteristics”. Among them, 

“Educational framework” sub-theme, of the “resilience sources” theme, consists of “active class 

environment” (n: 19; f: 34), “attitude towards the lesson” (n: 17; f: 44), “school perception” (n: 20; f: 

48), “teacher perception” (n: 19; f: 46), “self-perception of success” (n: 18; f: 27), “factors affecting 

success” (n: 19; f: 40 ), “Peer bullying” (n: 17; f: 34), “discipline” (n: 15; f: 32) and “entertainment, 

humor and social activities” (n: 12; f: 27). 

It has been reflected that nineteen students emphasized on “active class environment when the 

student views on the “educational framework” sub-theme of the “resilience sources” theme were 

examined. Resilient students want experiments in lessons, gamification of lesson topics, and 

competition-style activities. These students expect a fun class environment where they could express 

themselves comfortably, and they demand to take more active roles in in-class practices. It has been 

observed that they are happy at school, they developed positive attitudes towards the teacher and 

school, their commitment to school increased, and they felt more successful depending on the level of 

these expectations are met. 

We research and learn with fun in technology design class, and I feel myself belong to school 

[Y15]. The projects we do in science class make me feel belong to the school [Y14]. I wish the 

teachers made us do something like play and activity [Y13]. When I attend the class, I am sure 

that I have understood the lesson [Y17]. Experiments and observations are more memorable 

[Y6]. 

Seventeen participants presented opinions in the “attitudes toward the lesson” category. 

Expressing their opinions, focusing on the subject without distracting the lesson, believing that the 

lessons may contribute them, loving the class because he/she loves the teacher, learning while having 

fun in the lesson play a leading role in developing positive attitudes towards the class during the lesson 

has been understood from the student views. 

I like defending my opinion in lessons [Y10]. English is indispensable for me; my English 

needs to be well [Y14]. I love my science teacher and his/her lesson [Y17]. Fun should be in 

classes as wells as lessons; otherwise, it would be monotonous [Y18]. 

In the study, all socioeconomically disadvantaged and resilient participants expressed their 

views on the “school perception” sub-theme. It has been observed that students’ perception of school 

identifies with the education, teacher, heavy school bag, flower, and cactus metaphors. Besides, it is 

perceived as a warm family environment, a safe harbor, a place where they have fun, a tool that may 

make them reach future profession or goal, development, learning, and a place where they can spend 

time with friends during lessons and breaks. 
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A warm environment [Y2]. School is a step into the future [Y7]. A place where I have fun with 

my friends [Y11]. The school is a safe harbor [Y17]. The school reminds me of detail [Y4]. 

School is anywhere where the teacher is. [Y16]. The school is a mediator to where I want to be 

in my dream. I identify the school with cactus. There are both good and bad sides [Y6]. 

Nineteen participants expressed their views on “teacher perception.” In the research, positive 

teacher perception is determined to be strong. Participants see their teachers as a guide, a life coach, a 

friend, and sometimes a parent, with whom they could communicate comfortably and express that they 

feel safe. It has been determined that the positive teacher perception of the participants is effective in 

improving the well-being of the students and strengthening their positive feelings about the school 

regardless of class success. However, a few participants believe that some teachers distinguish 

students in classroom practices. 

My teachers have become like my parents [Y9]. We are like friends [Y10]. I love our teacher 

and his/her lesson [Y15]. We are like their children [Y4]. Some teachers discriminate against 

students [Y12]. I feel more sheltered with some teachers, but I do not feel like going next to 

some [Y17]. I also share things from my private life [Y14].  

Eighteen participants stated their opinions in the “self-perception of success” category. Most 

of the participants’ self-perception of success is not high. The vast majority of students believe that 

they could achieve a higher level of success by studying harder. It has been seen that students’ base 

the criterion of success world-wide or Turkey rather than their peers at school. The participants believe 

that they cannot fully use their learning potential. One of the reasons students do not find themselves 

successful is they do not want to look like an ego person, think that they do not study enough, and it is 

distraction sourced. 

I am not an ego person. I do not find myself much successful [Y1]. I find myself successful but 

I’m inadequate [Y2]. In Turkey general, I do not find myself much successful [Y14]. I can do 

better [Y5]. 

19 participants expressed their opinions in the category of “factors affecting success.”  

Resilient socioeconomically disadvantaged students stated that their success level could 

change depending on their efforts, beliefs and willingness, regular study habits, active participation in 

the class, teachers’ attitudes towards students, and the teaching methods and techniques. Some 

participants stated that their success is not related to being socioeconomically disadvantaged or 

advantageous. Together with these views, student negative behaviors and psychological conditions of 

students in the classroom are regarded among the factors affecting success as well. 

Success depends entirely on the student [Y2]. My friends affect my success at school [Y10]. 

Repetitions, tests, and courses at school are beneficial for my success [Y13]. Success has 

nothing to do with income. It is all about effort [Y14]. Lessons should be fun [Y18]. If we were 

wealthier, my performance would not be affected. I am what I am [Y19]. Teachers, friends, 

curriculum affect my success [Y18]. My psychological state influences my school success [Y6]. 

The naughtiness of my class affects my classes [Y5]. 

In the “Peer Bullying” category, seventeen participants expressed their opinions. Participants 

stated that they are disturbed by their classmates who are disrupting the course flow, fighting, and 

lying.  Accordingly, inferred from the student views that enough discipline lacks towards negative 

student behaviors in school, and this impacts academic happiness and academic success negatively. 

Some students in the class are always disturbing [Y7]. I stay away from people I do not like 

[Y13]. Students fight, and discipline lacks in the classroom [Y12]. 

In the “Discipline” category, fifteen participants coded. Some participants expressed that they 

do not like disturbing students at school, and enough measures are not taken for naughty students, and 
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harmful behaviors are often ignored. Some participants think that students who are not taking teachers 

seriously affect the school and classroom environment adversely, students who do not listen to the 

lesson should be removed from the classroom environment, and some course teachers have difficulty 

in providing classroom management against negative student behavior. 

Naughty students deserve the disciplinary committee. Sometimes I cannot listen to the lessons 

because of the talking [Y11]. Discipline lacks in the classroom [Y12]. More precautions should 

be taken for disciplinary rules [Y19]. For instance, a student does something that should not be 

forgiven, but he/she is forgiven. Thus, the student becomes more spoilt [Y16]. It would be 

better for some disturbing students to be in a separate class [Y3]. School discipline should act a 

little more effectively. 

In the entertainment, humor, and social activities category, the participants expressed that their 

motivation is high in fun lessons, and learning happens easier and permanently. Some participants 

stating that entertainment and humor are as necessary as lessons, and they create a positive school 

environment expressed that they prefer to be at school rather than home. In the category of social 

events, participants reported that excursions and sports activities are entertaining and relaxing for 

students, yet they should be diversified. 

There should be jokes, humor, and fun as well as lessons; otherwise, lessons would be 

monotonous [Y18]. I get bored at home when I do not go to school [Y10]. Trips before or after 

exams are also nice [Y12]. Different social activities should take place [Y19]. 

The coding related to the “psychological framework” sub-theme of the “sources of resilience” 

theme consist of “motivation” (n: 19; f: 50), “future anxiety and goal setting” (n: 20; f: 38), “happiness 

at school” (n : 19; f: 35), “commitment to school” (n: 19; f: 50) and “self-confidence and awareness of 

desires” (n: 13; f: 23). 

All participants expressed their opinions in the category of “future anxiety and goal setting” 

when the student views on the “psychological framework” sub-theme of the “resilience sources” 

theme were analyzed. This area is directly related to the will and self-control management of resilient 

students. Moderate anxiety about the future was determined and is influential in shaping the long-term 

goals according to the participants’ views. In addition, some participants questioned the school’s role 

in the choice of profession and transition to a higher education institution and its contribution to living 

a quality life. This sub-theme is where the participants are adapted mentally to the profession they 

choose, plan their lives, discover their talents, realize what success brings to their lives, and the views 

on being useful for society and country are collected. Some views on this sub-theme are as follows. 

I have to go to school for my future [Y14]. I also study to live a more comfortable life in the 

future [Y2]. If I manage to go to a good university, I will get a better education [Y14]. I have 

had a dream to start a joint business with my sister for years. I want to open a cafe or an 

orphanage [Y10]. When I become a mechanical engineer, I plan to manufacture our domestic 

warplanes [Y16]. I want to be a software engineer [Y19]. I want to be a neurosurgeon. Brain 

symptoms of humans need to be examined [Y20]. 

Nineteen participants coded opinions about the “motivation” category. In the research, peer 

relationships, reward and encouragement practices, the interestingness of the course subject, 

techniques used in learning processes, positive dialogues of teachers and humorous language, stress 

levels of teachers, and diversity in learning tools were identified as the primary sources of external 

motivation for resilient students. However, students are internally motivated in line with their will and 

goals. Students participating in the research have a high willingness to reach their goals, to have a 

decent profession, and to benefit the society, even if their financial income is low. Motivation sources 

are related to all class and school elements according to student views. 

If I have wrong fiends, they drag me into mischief, and I cannot study even if I want [Y17]. 

The reward increases my motivation [Y1]. Communication with teachers also increases my 
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motivation [Y12]. Whether I like a subject affects my motivation [Y11]. I do not see a reason to 

increase my motivation at school, but my motivation rises when I think of becoming a doctor 

[Y17]. I like to think about what can make people’s lives easier [Y2]. 

Thirteen participants coded in the category of “self-confidence and awareness.” Student 

demands gain weight about their future professional expectation, and social benefit. Participants are 

aware that their wishes are realistic and reachable by studying. 

I am aware of what I should do [Y10]. If our financial situation were better, my success would 

be the same [Y6]. I think of being an interior designer [Y10]. I want to open an orphanage 

[Y13]. I do not believe the financial situation is essential, and I think people can do anything if 

they want [Y1]. If the student wants to have an education, he/she can do it anywhere [Y16]. 

In the “School Commitment” category, nineteen participants expressed their opinions. 

Participants stated that the education they receive and the learning experiences they have, connect 

them to the school. In this context, it has been detected that some enjoyable, efficient and fluent 

lessons, positive student and teacher relations, satisfaction in the desire to be appreciated, and the trust 

of the students to teachers reinforce the students’ commitment to the school. However, few students 

expressed that their commitment to school remains low due to the methods used in lessons, education 

programs and behaviors of other students. 

The education I receive connects me to school; for example, I love mathematics lessons [Y1]. 

The lessons are fun; and connect me to school [Y11]. I feel belonging to the school. Some of 

our teachers teach well [Y14]. I can say that I am in my dream school [Y4]. Education at school 

does not connect me to school, and I find their education inadequate. Lessons are according to 

the curriculum and focused on exams. We cannot do activities such as drama, cartoon drawing 

[Y6]. 

In the “Happiness at school category, nineteen students stated their opinions. Most of the 

participants expressed that they are happy at school. It could be claimed that their school success, 

student-teacher relations, expectations of fun and humor, seeing the school as a living space that 

shapes their future, and the healthy relationships with their friends are influential for happiness at 

school. Along with this, it has been detected that the negative behavior of the peers, inadequacy in 

discipline practices, and intense course contents negatively affect the students’ commitment to school, 

success, and being happy at school. 

I love school more when I am successful [Y11]. I am happy. I have friends [Y5]. Because I 

spend more time here than with my family [Y17]. Students have begun to get a little worse 

[Y15]. I am not happy because the lessons are intense [Y14]. 

The coding of the “sources of resilience” theme on the “social environment” sub-theme is 

gathered in four categories. These include “adaptation” (n: 11; f: 14), “friend relationships” (n: 19; f: 

47), “social media” (n: 19; f: 19) and “Contribution and cooperation” (n: 7; f: 11) categories.  

Nineteen participants expressed their opinions in the friend relations category of the social 

environment sub-theme. Most of the participants in this category stated that they are attentive in the 

selection of their friend and selective. The direction of friendship relationships is determined by in-

class, in-school, and out-of-school behaviors. 

I am attentive in choosing friends [Y20]. Friends who do not care about lessons and want to go 

somewhere constantly cause our success to decrease [Y10].  

In the “Adaptation” category, eleven participants expressed their opinions. They stated that 

they had difficulty in the adaptation to school, teachers, and class in the first place; however, 

afterward, they were adapted, especially to the teachers. Most of the nineteen participants stating an 

opinion in the “social media” category expressed that they do not use social media; some of them use 
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limitedly. In the “Contribution and cooperation,” category seven participants stated their opinions. 

Participants reporting that they help each other most while studying said that they receive help from 

the teachers from time to time as well. 

I do not spend much time on social media during school times [Y10]. I use social media for 

about ten minutes daily [Y11]. I have nice friends. My thoughts about school have changed 

positively [Y2]. We are in collaboration and solidarity with each other [Y1].  

Codes related to the “characteristics” sub-theme of the “sources of resilience” theme are also 

categorized into five categories. These are classified as “openness to change and development” (n: 9; 

f: 18), “self-expression” (n: 13; f: 31), “seeing oneself inadequate” (n: 12; f: 15), “learning strategies” 

(n: 19; f: 33) and” sense of taking responsibility “(n: 9; f: 15). 

Nine participants expressed their opinions in the category of “openness to change and 

development.” While some participants expressed their perception of school as “improving,” the 

others described the improvement as increasing their success in a competitive world, learning 

innovations, and doing research. Some students interpreted the change and development as changing 

clothes, lesson hours, and lesson types at school as well. 

The school reminds improvement [Y19]. Here is an ideal place to learn new things and 

research [Y3]. I would add new lessons to the education system [Y17]. I can improve more by 

studying more [Y5].  

Thirteen participants stated their opinions in the “self-expression” category. Students 

expressed their goals, expectations, and willingness to school openly in this context. Besides, it could 

be said that these students take a clear stance on subjects related to themselves and school (belonging, 

learning strategies, discipline, perceptions of success, perspectives towards classmates and teachers). 

Private school or state schools do not matter [Y16]. It is necessary to try to understand students 

deranging class order. [Y7]. I have to distinguish between right and wrong [Y4]. 

Twelve participants expressed their opinions in the category of “seeing oneself inadequate.” 

Participants do not see themselves adequate in making sufficient efforts, doing better and achieving 

desired success, and compare their success levels with students from across the country and the world. 

I am aware of what I should do. I feel that I will never be enough, no matter how much I try 

[Y10]. It could be across Turkey; maybe, however, I do not see myself successful worldwide 

[Y15].  

Nineteen participants expressed their opinion in the “Learning strategies” category. 

Participants use distinctive learning methods and techniques by writing and summarizing, reviewing 

the solved questions, producing own formulas, watching videos, revising the subjects, coding, and 

listening. Almost all participants used a learning strategy in this category. 

I know myself about how to study [Y18]. I study by coding and mostly comprehend with the 

shapes and symbols [Y4]. I produce solutions based on annotated questions [Y1]. I usually 

summarize in the notebook and study [Y12]. 

Views of nine participants were coded in the “Taking responsibility” category. It could be 

stated that participants are more sensitive in studying, not giving harm to anyone at school, 

maintaining a competitive learning life, make an effort to reach a professional goal. 

I also study for my family [Y2]. Just the hope my family has attached to me increases my 

learning motivation [Y7]. 

Findings of the expectations of students about school 
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In the second sub-problem of the research, the expectations of the socioeconomically 

disadvantaged and have high academic success students are given in Table 2. 

Table 2. Expectations of Students from School Organizations 

 Theme  Sub-themes n f 

Expectations of students from school 

organizations 

Improving the physical environment of the school 20 43 

Improving the educational capacity of the school 16 39 

Students’ expectations regarding discipline 18 29 

Expectations from the teachers 12 22 

Level classes 7 10 

Strengthening students’ participation in school decisions 3 3 

 

As seen in Table 2, the theme of “expectations of students from school organizations” consists 

of six sub-themes. These themes include “improving the physical environment of the school” (n: 20; f: 

43), “improving the educational capacity of the school” (n: 16; f: 39), “students’ expectations 

regarding discipline” (n: 18; f: 29 ), “expectations related to teachers” (n: 12; f: 22), “level classes” (n: 

7; f: 9) and “strengthening students’ participation in school decisions” (n: 3; f: 3).  

In the “expectations of students from school organizations” theme, the first prominent theme 

is to improve the school’s physical environment. Accordingly, the participants demand that the school 

have a more extensive school playground and green spaces as well as more comfortable and functional 

gyms and cheaper canteens to improve the school’s physical capacity. Besides, participants expect that 

toilets kept cleaner, school shelters are useful, design of interior spaces that appeal to visual pleasure, 

separate recycling bins for plastic-paper-food in each class, and a security guard. Some of the student 

views regarding the improvement of the physical environment related to the school are given below. 

At least a proper football or basketball field could be built in the garden [Y10]. They may put 

recycle bins [Y13]. The toilets are dirty and uncomfortable [Y15]. There could be a nice library 

[Y8]. I would change the gym room [Y17]. I would increase safety at school [Y2]. I would take 

more janitor to schools [Y7]. 

The majority of the participants expect the school to have a better educational environment in 

the sub-theme of “improving the educational capacity.” Participants are in the expectation of classes 

with fewer students, newer computers, new smart boards, activity classes for art and music class, new 

materials for lessons, more comfortable and practical desks, increasing library capacity, improving 

laboratories, code class, and longer break times.  

Besides, the participants want teachers to use different teaching methods and include student-

centered approaches to guide students according to their abilities and to teach courses such as 

psychology, health, and vocational training. 

I would start a coding class [Y20]. Laboratories are not sufficient for students in the class [Y6]. 

People should be guided according to their interests and abilities [Y2]. Books should be more 

attractive [Y4]. The number of students should not be high in the classes [Y12]. Computers 

should be renewed [Y10]. I could extend the break times [Y13]. I would add lessons about 

psychology [Y7]. 

Most of the participants stated opinion in the “students’ expectations regarding discipline” 

theme. Participants consider the principal as an authority symbol and see the principal and the 

discipline as mandatory. It has been concluded that freedom conception goes as far as disturbing 

others for some students and that an authorized person could prevent this. Creating a disciplined 

educational environment, more effective operation of the school discipline committee, taking 

precautions for negative student behaviors, and imposing sanctions are among the students’ initial 

expectations. Some of the student views on this theme are as follows.  
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The administration should not be too compliant; some students are spoilt [Y14]. Disciplined 

schools should be more [Y8]. If everyone carries out his/her responsibilities in order, we may 

not need a principal [Y6].  

The sub-theme of “expectations from the teacher” consists of features, behaviors, and teaching 

methods of teachers that the participants want. The participants expect the teachers to be sincere, to 

motivate the students by acting more warmly, to behave equally to all the students, to renew 

themselves, to allow students to participate more in the lesson, and to make them love the teaching. 

Some examples of teacher expectations are as follows. 

Teachers should not discriminate against students, and they should teach effectively and well 

[Y16]. Some teachers could be better, and the teacher could evaluate the student based on his 

participation in the lesson [Y12]. The teacher should be happy. When the teacher is depressed, 

the whole class is affected [Y17]. Teachers’ self-renewal [Y18]. 

“Level classes” are another expectation of students. In this theme’s scope, some participants 

worry that their classmates’ negative behavior during the lesson can adversely affect their 

future goals. In this context, some participants think that students with negative behaviors 

should be separated into another class. Some participants’ views about this theme are as 

follows. 

Students should be distributed to classes according to grades, and it would be better if the 

students at the same level were in the same classes [Y7]. Naughty students and smart students 

should be in separate classes [Y5]. Half the class should be intelligent to improve the others. A 

person can change with his/her friends [Y20].   

The last component of the expectations of students from school organizations’ theme is that 

strengthening their participation in school decisions. Participants want student views to be taken in 

some school decisions, school management to interview students or conduct surveys in innovative 

ideas about the school. 

Everyone’s idea does not have to be the same, but I would do something by collecting a 

general idea, for example, I would organize a questionnaire at school [Y18]. It would be nice if 

the deputy principals came to the classes to take our ideas [Y4]. 

DISCUSSION 

In this study, socioeconomically disadvantaged and resilient students’ resilient sources and 

their expectations have been investigated. Resilience sources of socioeconomically disadvantaged 

students have been found related to the educational, psychological, social, and personal characteristics 

dimensions, and they are in the multidimensional, intertwined, and interactive structure. Masten 

(2007), Calhoun, Snodgrass, and Coulson (2019) evaluate academic resilience as a multidimensional, 

dynamic, and interactive process that emphasizes similar findings. This result strengthens the Rutter’s 

(1990) view that resilience could develop depending the past life is a junction of the external factors 

and internal reactions and highlights the importance of an individual’s psychological capacity. Besides 

that, Downey (2008) and Gorski (2008) highlight the importance of an individual’s psychological 

capacity to adapt to external challenges. Concerning the strong emphasis on the psychological 

dimension in the literature and the views of resilient students in this research, we care about focusing 

on the individual oneself to understand sources of resilience, overcoming difficulties and supporting 

academic success, and researching this combination of dynamic internal and external interactions with 

taking into account the link between the surrounding sources.  

In the first sub-problem of the research, we have firstly focused on psychological factors 

triggering internal and external interactions to bounce by overcoming the difficulties of understanding 

resilient students and noticed that psychological components such as willpower, self-control, self-

management, and self-confidence are essential in these students. From the resilient student views, that 
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psychological framework reinforces the struggle perseverance and determination of the individual 

could be commented on. Similarly, Borman and Overman (2004), and Connell et al. (1994), Martin 

and Marsh (2006), having studied in psychological sub-bases of resilient students, emphasize that 

these students have higher self-control, self-efficacy, and self-esteem. At the same time, Yeager and 

Dweck (2012) underlie that to change students’ mentality is important. McIntosh and Shaw (2017) 

urged that growth mindset and learned optimism are two characteristics of resilient students, and 

students believe that success depends on the learning and learning process necessitates time, patience, 

and perseverance. These internal factors are closely related to motivation and commitment, playing an 

important role in the development of resilience. In the same way, Winstone (2017), Schwarzer, and 

Warner (2012) have manifested that as internal motivation mediums, a strong personality, a sense of 

purpose, and high levels of self-efficacy play a crucial role in explaining student resilience. It could be 

deducted that resilient students have moderate anxiety about the future, have a sense of purpose 

(Benard, 2004), set goals for the future, and are aware of their desires; these are among the internal 

triggers that make them strong against the background of their academic success. In the research, 

although limited data do not allow causal implications, by virtues of the findings in the literature 

(Borman & Overman, 2004; Finn & Rock, 1997; OECD, 2011) we have confirmed that resilient 

students are more likely to have a positive attitude toward the lessons, teachers and learning 

approaches and spend more effort and time than their peers. We have experienced that high motivation 

and focusing on learning are perfectly efficient in all learning processes and academic excellence. 

Students focusing on the goal in the mental background manifests a high commitment to the school 

and high motivation (Borman & Rachuba, 2001; Schlechty, 2002).  

The participants’ opinions regarding the educational framework dimension supporting the 

participants’ internal motivation and commitment have been determined. In the light of these findings, 

it has been concluded that teachers’ motivating attitudes, feeling close to teachers like family 

members, student-centered active class environment, and school climate are significant in students’ 

academic success. Similarly, McMillan and Reed (2010) have revealed that creating an environment 

where students could easily express themselves to students contributes to the success of the 

socioeconomically disadvantaged students. A positive teacher and school perception, which are the 

fundamental dynamics of the school climate, reflects on school commitment, happiness, and well-

being at school and positively affects student success by increasing academic resilience. This 

evaluation is parallel with the Özberk, Fındık, and Özberk’s (2018) study revealing that the school 

climate affects the socioeconomically disadvantaged students’ success levels. No matter how resilient 

students have expressed positive thoughts about teachers, they criticized the methods and techniques. 

It is understood from student opinions that using the existing participation methods and making the 

lessons more enjoyable are expected instead of the monotonous teaching process. Besides, resilient 

students toward the class and school environment are bothered with the inadequacy of discipline and 

peer bullying. They have stated that flexibility in discipline applications, especially in classroom 

management and general school management, increases peer bullying, and poorly affects the learning 

process. Studies reveal that disadvantaged students are more likely to be resilient in more disciplined 

schools than in schools with disruptive environments (Agasisti, Avvisati, Borgonovi & Longobardi, 

2018). In the TALIS 2019 report policy recommendations, the application of school-level policies and 

methods for peer bullying and disciplinary practices to increase student success and well-being are 

suggested (OECD, 2019). 

 Another dimension related to students who are socioeconomically disadvantaged and achieve 

high academic success is the social environment dimension. Trust-based friend relationships, the 

ability to build supportive and meaningful relationships with teachers and community members offer a 

complex yet powerful support range by strengthening emotional and psychological burdens, making 

the individual resilient (Gizir & Aydın, 2009; Ungar, Brown, Liebenberg, Cheung, & Levine, 2008;). 

In this study, resilient students’ friends and teacher relations are maintained positively and 

collaboratively have been forth. Similar to our research with this aspect, Morrison, and Allen (2007)’s 

findings exert that resilient students are socially more competent, their problem-solving skills progress 

more than their other friends. Autonomy comes to the fore in these students with a firm goal emphasis. 

In his research, Wills, and Hofmery (2019) remark that socio-emotional skills of socioeconomically 

disadvantaged and resilient students become prominent as a distinctive feature.  
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The last conclusion about the first sub-problem of the research is the dimension of 

characteristics of these students. It has been considered that the awareness of openness to change and 

development, self-expression, seeing oneself inadequate, learning strategies, and taking responsibility 

in this dimension are related to the elements carried out in the psychological framework, yet contribute 

to understanding the educational framework and social environment components. These could help to 

understand the sources of resilience. Students describe the school as a means of innovation, research, 

and change. They have a clear attitude while expressing themselves, do not see their academic 

achievement enough to achieve higher goals with more effort in a competitive world, expressing 

awareness of responsibilities against their family, oneself, and society as a student, and have unique 

learning strategies. These findings correspond with the student characteristics of the OECD (2011)’s 

“Against the Odds” report. Similarly, Borman and  Overman (2004) remark that self-esteem and more 

participation in academic activities are among the characteristics of resilient students. Kim and Lee 

(2018) underscore that resilient students use cognitive and emotional regulation strategies such as 

strategic planning, refocusing, and restructuring with an optimistic perspective. 

 In the second sub-problem of the research, the expectations of students with socio-economic 

disadvantages and high academic success from school organizations have been revealed. It could be 

inferred from the students’ views that expectations, as to increase in the school’s physical and 

educational capacity, come forward. Almost all students are in the expectation of having a larger 

school playground, sports fields, and a cheaper canteen to improve the physical capacity of the school. 

Besides, some students expressed their expectations related to school security and hygiene. At the 

same time, students expect a decrease in the number of students in classes, new libraries, laboratories, 

coding class, painting and music atelier, guidance according to their abilities, deterrent disciplinary 

practices, and lesson contents that take into account new skills. Expectations about improving teacher 

capacity have been found remarkable. Of these, participation in school decisions reminds the 

expectation of the distributed school leadership. In addition to being sincere, equalitarian, and 

motivating, expectations to renew themselves and establish participatory classroom environments 

could influence students’ perceptions of teachers, their attitudes, and their motivations towards the 

lesson, as emphasized by Williams et al. (2015). As Agasisti and Longobardi (2017) mention, student 

expectations for improving the school’s institutional capacity are related to students’ openness to 

change and development. Students’ school discipline expectations could decrease peer bullying and 

support the school climate (Agasisti & Longobardi, 2017). School leadership to be carried out for the 

development of physical and educational capacity may increase the commitment to school, and 

happiness in the school is thought. 

CONCLUSION AND SUGGESTIONS  

As a result, four main sources of resilience were found in the research as educational, 

psychological, social and personal characteristics of students who are socioeconomically 

disadvantaged and resilient. Among these resilience sources, sub-themes called psychological 

framework and personal characteristics can be classified as internal factors, and social environment 

sub-theme can be classified as external factors. It can be said that resilience students' learning 

strategies, openness to change, taking responsibility, expressing themselves, motivations, future 

anxieties, self-confidence, commitment to school and happiness in the school affect each other, create 

resilience despite socioecononic disadvantages and affect the shaping of the educational framework 

theme. Thus, it can be stated that the psychological sub-theme and the personal characteristics sub-

theme are determinants of the educational sub-theme. Different learning strategies, awareness of 

taking responsibility, expressing themselves clearly, self-efficacy beliefs that they can do better, reveal 

a personality structure that is open to change and development in these students. Moreover, students 

have expectations from the school, such as improving the physical and educational capacity of the 

school, tight disciplinary practices, teachers' self-renewal and sincere behavior, and the desire to 

participate in school decisions. 

 Although resilience is a distinctive characteristic of an individual, disadvantaged students’ 

defenselessness in the face of difficulties could be reduced with education policies and school 

practices. A growth mindset and learned optimism policies could support to facilitate resilience. In this 
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respect, with school-based guidance and mentoring services, psychosocial support for disadvantaged 

students could contribute to students’ mental, emotional, and cognitive readiness. Multifunctional 

coordinated approaches taking the individual, family, surrounding, society, and the culture into 

consideration could be influential as well as school-based programs to enhance resilience. 
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INTRODUCTION  

The main goal of science education in many countries is to prepare students to be 

scientifically literate (DeBoer, 2000; Liu, Lin, & Tsai, 2011; Osborne, 2007; Tsai, 2010). Scientific 

literacy includes the thinking skills that citizens should have about issues that they are likely to 

encounter throughout their lives (Hurd, 1998). Researchers argue that science teaching based on real-

life experiences will support the development of students into individuals who are capable of coping 

with the problems of daily life and who can improve their quality of life (United Nations Educational, 

Scientific and Cultural Organization [UNESCO], 1991).  

Socioscientific issues (SSI) currently contribute to the training of scientifically literate 

individuals by establishing a bridge between science classes and the daily life of students (Dolan, 

Nichols, & Zeidler, 2009). One of most common contexts for SSI study is environmental issues 

(Tekin, Aslan & Yılmaz, 2016). Exploring the attitudes of individuals about environmental 

socioscientific issues will help to have information about the decisions they will take or the behaviors 

they will exhibit about these issues. Numerous researchers have shown that behaviors and/or decisions 

regarding environmental issues are affected by individuals’ environmental attitudes (Esmaeilpour & 

Bahmiary, 2017; Gadenne, Sharma, Kerr & Smith, 2011; Uğulu, Şahin, & Başlar, 2013). For example, 

Polonsky, Vocino, Grau, Garma, and Ferdo (2012) found that having a positive attitude toward the 

environment is associated with making environmentally friendly decisions. Esmaeilpour and 

Bahmiary (2017) revealed that a positive environmental attitude has a significant impact on the 

decision to buy environmentally friendly products. Thompson and Barton (1994) showed a positive 

and significant relationship between ecocentrism and performing environmentally friendly behaviours, 

while there was no significant relationship between anthropocentrism and environmentally friendly 

behaviours. Therefore, it can be stated that our environmental attitudes affect whether we will make an 

environmentally friendly decision or exhibit an environmentally friendly behaviour. Drawing from this 

conclusion, it is clearly important to educate individuals to have an ecocentric attitude rather than an 

anthropocentric attitude through environmental education (Goldman, Assaraf & Shaharaban, 2013). 

The first step of training individuals with desired environmental attitudes can be expressed as 

exploring their environmental attitudes. The most important changes related to attitudes occur in the 

time preceding high school; attitudes are hardened and become difficult to change during the high 

school period (Eagles & Demare, 1999). For this reason, determining the attitudes of primary school 

students toward the environment is critical in terms of training students to have an ecocentric attitude. 

In addition to attitudes, informal reasoning processes also influence our decisions on SSI. The 

decision-making process regarding SSI requires individuals to engage in informal reasoning (Sadler, 

2003). Indeed, the process of decision-making in SSI is defined by the concept of informal reasoning 

(Sadler, 2004; Sadler & Zeidler, 2005a). Research has shown that the more informal reasoning 

patterns used in the decision-making process, the more informed and reasonable the decisions will be 

(Yapıcıoğlu & Aycan, 2018). Sadler and Zeidler (2005a) recommend using different subject contexts 

to foster student presentation of different informal reasoning patterns. However, although the issues 

such as global warming (Topçu, 2008; Zorlu, 2017) and water pollution (Karpudewan & Roth, 2016) 

have been used more frequently in recent times to reveal students’ informal reasoning, the literature 

indicates that investigation of students’ informal reasoning is generally limited to certain subjects: 

biotechnology, cloning, genetically modified organisms, gene therapy, and genetic engineering 

(Dawson & Venville, 2009, 2013; Kolarova, Hadjiali, & Denev, 2013; Sadler & Zeidler, 2005a,b). 

Moreover, most of the studies on informal reasoning were conducted in high schools and universities 

(Cerbin, 1988; Kolarova et al., 2013; Sadler & Zeidler, 2005a, 2005b; Topçu, 2008; Topcu, Sadler, & 

Yilmaz‐Tuzun, 2010; Venville & Dawson, 2010, 2013; Wu & Tsai, 2007; Yang & Anderson, 2003). 

Revealing the informal reasoning of younger students will help education researchers to understand 

which cognitive and affective processes they use to solve a complex environmental socioscientific 

problem. The findings can be used to educate students to be effective citizens who can use different 

informal reasoning processes from an early age in the face of many dilemmas.  

The relationship between informal reasoning patterns and attitude approaches can also 

facilitate improved informal reasoning and environmental attitudes. For example, although two people 
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who have decided against the destruction of forest areas seem to have made the same decision, their 

reasons may be different. While one person may be against the destruction of forests because it will 

harm plants and animals—thus presenting a more ecocentric attitude—the other may take a more 

anthropocentric stance, saying that trees produce fresh air for humans. Therefore, one of the aims of 

the present study is to determine how the informal reasoning patterns that students present when 

making decisions about an SSI change depending on their environmental attitudes. In designing the 

current study, individuals with an anthropocentric environmental attitude were expected to present 

more rationalistic reasoning, while individuals with an ecocentric attitude were expected to present 

emotional reasoning as well as rationalistic reasoning. Because individuals with an ecocentric attitude 

feel strongly that other living things are valuable and have the same right to live as humans, the well-

being of other creatures is as important as the well-being of humans in their perspective. Thus 

emotional reasoning, which involves caring for the well-being of others in the decision-making 

process, was expected to be used more frequently by individuals with an ecocentric attitude.  

The findings of the current study may be able to guide educators and researchers in the 

process of designing environmental education curriculum. In addition to the outcomes of having an 

ecocentric attitude mentioned in the literature—such as buying “green” products or displaying 

environmentally friendly behaviours—there is also the potential to develop higher order thinking skills 

like informal reasoning. Future educational environments will be designed to benefit from this 

potential. Based on these goals, the following research questions were used to guide the current study: 

1. What kinds of informal reasoning patterns (rationalistic, emotional, intuitive) do the 

middle school student participants present about an environmental socioscientific 

issue? 

2. What environmental attitudes (anthropocentric or ecocentric) do the middle school 

student participants have toward the environmental socioscientific issue? 

3. How do the informal reasoning patterns demonstrated by the middle school student 

participants during decision making on a socioscientific issue change depending on 

their environmental attitudes?  

Conceptual framework 

In modern societies, people face many controversial issues as a result of rapid scientific and 

technological developments. Those issues that involve scientific processes or products and cause 

social debates are defined as socioscientific issues (SSI) (Sadler & Zeidler, 2005a). Because they have 

no single answer and can be evaluated from different perspectives (Sadler, Chambers, & Zeidler, 

2004). They may require making choices on a personal or social level, generating ideas, conducting 

profit/loss analysis, or making ethical judgments (Ratcliffe & Grace, 2003). Cloning, genetically 

modified organisms, and nuclear power plants are common SSI likely to affect our lifestyle, standards, 

and health.  

The emphasis on SSI in educational research is increasing. One reason for this increase may 

be attributed to the role of SSI in the acquisition of scientific literacy. Today, scientific literacy is more 

than having content knowledge—rather, it is related to the use of this knowledge in decision-making 

processes concerning issues with both social and scientific aspects (Lederman, Antink, & Bartos, 

2014). In fact, one way to improve scientific literacy is the acquisition of socioscientific skills and 

values (Holbrook & Rannikmae, 2009; Sadler, 2004). The National Research Council (NRC) and the 

American Association for the Advancement of Science (AAAS), two of the most recognized science 

education research centers in the world, also emphasize the importance of SSI in science education. 

For example, the NRC (1996) states that individuals should be able to participate in social debates on 

important issues involving science and technology. At the end of a successful science education, 

individuals are expected to be able to make inferences about SSI, to interpret the evidence, and to have 

discussion skills (Sadler & Zeidler, 2005a). Determining the decision-making processes that students 

undertake when they encounter SSI is important in determining the extent to which the objectives of 
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science education have been achieved. Revealing the processes and patterns used by students will help 

to develop appropriate socioscientific issue curricula and pedagogical strategies, and thus promote 

scientific literacy (Sadler & Zeidler, 2005a). Therefore, the present study attempted to reveal students’ 

environmental attitudes, their informal reasoning, and how their informal reasoning on an 

environmental SSI changes depending on their environmental attitudes.   

Informal reasoning and socioscientific issues 

One of our duties as citizens is to take part in finding solutions to social problems (Patronis, 

1999). Informal reasoning is used to address social problems like SSI (Means & Voss, 1996; Sadler, 

2004; Sadler & Zeidler, 2005a) because informal reasoning is used with problems that are complex, 

loosely defined, poorly-structured, and open-ended problems, i.e., problems that do not have a single 

correct answer but different solutions (Venville & Dawson, 2010; Widodo, Saptarani, Riandi, & 

Rochintaniawati, 2017; Wu & Tsai, 2007). Using informal reasoning processes to think about SSI 

gives students the opportunity to use what they have learned in science classes to solve the problems 

they face in daily life (Wu & Tsai, 2007). Educating individuals who can find more rational solutions 

for real-life problems by applying science knowledge is one of the objectives of science education 

(Kırpık & Engin, 2009). Therefore, it can be argued that informal reasoning is a competence that is 

necessary for solving the SSI we face in daily life, and that it must be developed in order to achieve 

the objectives of science education. 

Informal reasoning on SSI has been the subject of many studies. Different studies have used 

different informal reasoning evaluations, in terms of quality or patterns. Since informal reasoning 

occurs during the argumentation process, the quality of informal reasoning is often measured by the 

quality of argumentation (Topçu, 2008; van Eemeren et al., 1996). Besides, informal reasoning is 

analyzed through patterns in some studies (Liu et al., 2011; Sadler & Zeidler, 2005a) and by modes in 

others (Patronis, Potari, & Spiliotopoulou, 1999; Yang & Anderson, 2003). In their study, Patronis et 

al. (1999) classified the informal reasoning presented by students into four modes: social, ecological, 

economic, and practical. Yang and Anderson (2003) identified three modes, stating that people’s 

informal reasoning on the use of nuclear energy tended to be scientific, social, or both scientific and 

social. Wu and Tsai (2007) developed a different framework to analyze students’ informal reasoning 

on socioscientific issues. According to this framework, informal reasoning is categorized under 

socially-, ecologically-, economically-, scientifically-, or technologically-oriented arguments. Another 

framework belonging to Liu et al. (2011) used four categories: ecological, ethical-aesthetical, 

scientific-technological, and socio-economical. Sadler and Zeidler (2005a) conducted interviews with 

university students about genetic engineering. At the end of their research, they found that students 

presented three kinds of informal reasoning: rationalistic, emotional, and intuitive. Rationalistic 

reasoning involves reason or cause-oriented thinking and includes pros-and-cons analysis. Emotional 

reasoning is used when the primary point of view in the decision-making process is empathy and 

caring for the well-being of others. Finally, intuitive reasoning is based on quick reactions. Sadler and 

Zeidler (2005a) found that rationalistic, emotional, and intuitive informal reasoning patterns are not 

always used alone; sometimes several patterns simultaneously appear in individuals’ expressions. 

They found that individuals often use multiple informal reasoning patterns even for a single SSI. They 

used the term “integrated patterns” for this reasoning. The four kinds of integrated patterns are 

rationalistic and emotional, rationalistic and intuitive, intuitive and emotional, and rationalistic, 

intuitive and emotional. 

One of the purposes of the current study is to determine how the students’ informal reasoning 

patterns change depending on the environmental attitudes they have—i.e., whether having an 

anthropocentric attitude or ecocentric attitude caused any differences in terms of using rationalistic, 

emotional, or intuitive reasoning. To this end, the analytical framework developed by Sadler and 

Zeidler (2005a) was chosen. 

In the literature, various SSI have been used to elicit the informal reasoning patterns used by 

students. Yet these issues have generally focused on scenarios with a genetic content (Dawson & 

Venville, 2009, 2013; Kolarova et al., 2013; Sadler & Zeidler, 2005a). The results of the existing 
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research have revealed that students generally presented rationalistic reasoning when discussing SSI 

with a genetic content (Sadler & Zeidler, 2005a, b; Venville & Dawson, 2010). In addition, issues 

such as global warming (Topçu, 2008; Zorlu, 2017) and water pollution (Karpudewan & Roth, 2016) 

have been used more frequently in recent times to reveal students’ informal reasoning. In these 

studies, the participants also largely used rationalistic reasoning (Karpudewan & Roth, 2016; Topçu, 

2008; Zorlu, 2017). Sadler and Zeidler (2005a) stated that different SSI can be used to elicit different 

reasoning patterns. They argued that environment-centred scenarios, such as nuclear energy and global 

warming, would be useful to further evaluate student reasoning and decision making. In the current 

study, an environmental SSI was selected, on the grounds that it could allow students to present 

different reasoning patterns. 

Environmental attitudes and socioscientific issues 

The recent spread of pollution and ecological problems has made environmental issues one of 

the most widely discussed global issues (Alpak-Tunç & Yenice, 2017). Extinction of species, global 

warming, and water pollution are just few of the important environmental problems facing societies 

today (Kortenkamp & Moore, 2001). Studies on the environment agree that the main factor in efforts 

to prevent environmental problems is humanity—and that humankind is also the main factor in 

creating these problems (Erten, 2008). Therefore, it can be argued that the protection and development 

of the environment should begin with the education of people.  

Because our stance on environmental issues is influenced by our values and beliefs 

(Lundmark, 2007), environmental education should emphasize ethics (Alpak-Tunç & Yenice, 2007) in 

addition to knowledge-based education. For example, the answer to the question “Do we see the 

environment as a property that we can exploit as we wish for our own interests, or as an element 

valuable in itself?” (Kortenkamp & Moore, 2001) will provide important insights into our perception 

of the environment and environmental decisions. Des Jardins (2006), in his book Environmental 

Ethics, describes environmental ethics as a systematic investigation of the moral relations between 

humans and their natural environment. 

In the literature, there are different theories of environmental ethics. Ertan (2004) categorizes 

the ethical approaches as anthropocentric, biocentric, and ecocentric. In an anthropocentric ethical 

approach, the environment is valuable as long as it is beneficial for people and should be protected for 

the benefit of future generations. In the biocentric ethical approach, both humans and all other living 

things are intrinsically valuable. It argues that humans should feel responsibility towards these living 

things. The ecocentric approach recognizes people as part of the environment and attaches a great 

importance to ecological laws. Kortenkamp and Moore (2001) use the terms ecocentrism, 

anthropocentrism, and non-environmental to differentiate ethical reasoning patterns. They write that 

anthropocentric ethics focuses on how nature affects people; because the behaviours exhibited towards 

nature affect people in turn, nature deserves ethical consideration. Ecocentric ethics focuses on the 

benefit of nature, arguing that nature deserves ethical consideration because nature itself has value. 

Finally, Kortenkamp and Moore (2001) used the non-environmental code when a response referred to 

social contracts, guilt, or truthfulness. In another study, Amerigo, Aragonés, Frutos, Sevillano & 

Cortés, (2007) discussed environmental beliefs in three dimensions: anthropocentric, biospheric, and 

egobiocentric. In the study, anthropocentrism is defined as caring about the instrumental value of the 

environment to human beings. Those in the biocentric dimension value the environment for the good 

of the environment, while the egobiocentric dimension is the conception that humanity is valuable as a 

whole within nature (Amerigo et al., 2007).  

Thompson and Barton (1994) introduced anthropocentrism (nature valued because of the 

material or physical benefits it can provide to human beings) and ecocentrism (nature valued for the 

good of nature) as environmental attitudes. In both approaches individuals attach importance to the 

environment, but their reasoning differs. Many studies in the literature have examined ecocentrism and 

anthropocentrism under the heading of environmental attitudes using the Thompson and Barton (1994) 

study (e.g., Erten, 2008; Siegrist, 1997). In the present study, these concepts are discussed under the 

heading of environmental attitude similar to Thompson and Barton (1994) and the focus of 
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investigation was how informal reasoning patterns change depending on the environmental attitudes, 

i.e., the reason they value nature. For this reason, it was decided that the dual anthropocentric and 

ecocentric attitudes defined by Thompson and Barton (1994) would serve the purpose of the current 

study.  

METHOD  

Research design 

In the data collection and analysis processes, the basic qualitative research method was used. 

Qualitative research design focuses on a detailed explanation of the subject under investigation and 

production of its holistic definitions (Fraenkel, Wallen, & Hyun, 2012). Qualitative research also 

makes it possible to collect first-hand information about the participant’s experiences and insights 

(Patton, 2002). The data of the current study were collected through forms completed by 104 middle 

school students. These forms were analyzed using descriptive statistics to conduct a detailed 

investigation of how the students’ informal reasoning changed depending on the environmental 

attitudes they have.  

Participants 

The study participants were 104 eighth grade students. Of the participating students, 49 were 

female (47.1%) and 55 were male (52.9%). The participating students were attending a state school of 

the Ministry of National Education in a city located in eastern Turkey. The students had not taken a 

special environmental education course, though they had received some environmental education 

within the courses, such as science education and life sciences.  

After the required permissions were granted from the parents and school administration, the 

students completed the forms at a time decided by the school administration. It took approximately an 

hour for the students to complete the form. 

 Data collection tools 

The form used as the data collection tool, a scenario with response questions, was developed 

by the researchers. For the purposes of the study, the scenario used could illicit rationalistic, 

emotional, or intuitive answers. It was also agreed that the scenario should have a context that required 

the students to think both anthropocentrically and ecocentrically so that their environmental attitudes 

could be determined. In studies in the field of informal reasoning, many scenarios related to 

biotechnology, genetic studies, cloning, and gene therapy are used (Dawson & Venville, 2009, 2013; 

Kolarova et al., 2013; Sadler & Zeidler, 2005a, b). However, it was agreed that these scenarios would 

not be suitable for revealing students’ environmental attitudes and that an environmental SSI would 

better serve the purpose of the current study. In addition, in the literature, students generally presented 

rationalistic reasoning (Topçu, 2008; Karpudewan & Roth, 2016; Sadler & Zeidler, 2005a, b; Venville 

& Dawson, 2010; Zorlu, 2017).  Therefore, the researchers wrote environmentally oriented content 

that would require not only people, but also other living things to be taken into consideration, thus 

allowing participants to reveal any emotional reasoning. After the desired scenario was written, 

questions used by Sadler and Zeidler (2005a) were added to the end of the scenario to reveal the 

students’ environmental attitudes and informal reasoning patterns. The scenario and questions were 

then revised in line with the views of a faculty member who was an expert in SSI, a research assistant 

doing a PhD in Science Education, and a Turkish teacher. The piloting of the form was conducted with 

15 eighth-grade students and the form was finalized.   
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Data analysis 

The data collected through the form were analyzed from three perspectives: attitudes toward 

the environment, informal reasoning patterns, and how informal reasoning patterns change depending 

on attitude toward the environment. Diversity of researchers ensured the reliability and confirmability 

of the study. To this end, each researcher analyzed 30 of the forms individually in terms of both 

environmental attitude approaches and informal reasoning patterns. Then the analyses were compared 

and disagreements were eliminated. The remaining forms were analyzed by one of the researchers. For 

those student statements found to be difficult to code, the researchers discussed and reached common 

decisions. 

Analysis of attitudes toward the environment  

Students’ attitudes towards the environment were analyzed within the context of the 

environmental attitude approaches developed by Thompson and Barton (1994). Thompson and Barton 

(1994) evaluated people’s environmental attitudes as anthropocentric (human-based) or ecocentric 

(ecologically-based). In both approaches, people can care about nature and make decisions for the 

benefit of the environment, but the reasons behind their decisions are different. In the present study, 

students’ environmental attitudes were analyzed with anthropocentrism and ecocentrism codes. The 

anthropocentrism-ecocentrism code was used for people having both approaches. Sample statements 

suitable for each code in the framework are given in the findings section. In addition, frequency and 

percentage calculations were made for the codes.  

Analysis of informal reasoning  

The students’ informal reasoning was analyzed according to the informal reasoning patterns 

developed by Sadler and Zeidler (2005a). These patterns were rationalistic, emotional, and/or intuitive. 

Rationalistic reasoning involves reason or cause-oriented thinking and pros-and-cons analysis. 

Emotional informal reasoning involves empathy and caring for the well-being of others in the 

decision-making process. Intuitive reasoning is defined as impulsive emotions and reactions that 

cannot be explained in the framework of logic, based on sudden reactions to a certain scenario. Sadler 

and Zeidler (2005a) found that students generally used for expressions containing more than one 

informal reasoning pattern and they called these patterns as integrated patterns (such as rationalistic-

emotional, rationalistic-intuitive, emotional- intuitive, rationalistic-emotional- intuitive). Sample 

statements suitable for each of the patterns in the framework are given in the findings section. As there 

was no student presenting intuitive reasoning, the sample intuitive statement is given in conjunction 

with other patterns. After coding the answers given by the students according to informal reasoning 

patterns, frequency and percentage calculations were made for the related codes.  

FINDINGS 

In this section, findings related to the environmental attitudes possessed by the students, the 

informal reasoning patterns presented by the students, and how their informal reasoning patterns 

changed depending on their environmental attitudes are presented. Moreover, in order to support the 

findings from data analysis, direct quotations from the students are also given in this section. 

Environmental attitudes  

Environmental attitudes of the students toward the environmental SSI are coded as 

anthropocentric, ecocentric and both anthropocentric and ecocentric. Frequency and percentage 

calculations of these codes are presented in Table 1. 
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Table 1. Environmental attitudes possessed by the students  

Variables    

Environmental attitude f % 

Anthropocentric  60 57.7 

Ecocentric 20 19.2 

Anthropocentric and ecocentric 24 23.1 

Total 104 100 

 

As can be seen in Table 1, of the 104 students, 60 (57.7%) have an anthropocentric attitude, 

20 (19.2%) have an ecocentric attitude, and 24 (23.1%) have both an anthropocentric and ecocentric 

attitude. This finding shows that most students had an anthropocentric attitude towards the 

environmental SSI. Sample student statements from an anthropocentric, ecocentric, and both 

anthropocentric and ecocentric approach are presented below.  

Antropocentric statements: No, I do not support cutting trees because if there are no trees, 

there will be no oxygen, no life. People cut trees for winter and therefore cutting trees is not correct.” 

Ecocentric statements: Trees, forest should not die… I want humans to live, but animals also 

have [the] right to live. Only for their own interests, humans should not give harm to animals and 

plants. Each living thing deserves living. 

Anthropocentric and ecocentric statements: …a lot of animals live in the forest. [An] animal’s 

life is as important as our life. We are not the only creatures living in this world. The world, universe, 

forest are not only for human beings; animals are also important (Ecocentric). Moreover, animals 

help people in many respects. Plants help us find cures to our illnesses (Antropocentric). 

Informal reasoning patterns 

The informal reasoning patterns presented by the students were coded as rationalistic, 

emotional, intuitive, rationalistic-emotional, emotional-intuitive, rationalistic-intuitive, or rationalistic-

emotional-intuitive. Frequency and percentage calculations for these codes are presented in Table 2. 

Table 2. Informal reasoning patterns presented by the students  

Variables    

Informal reasoning f % 

Rationalistic 54 51.9 

Emotional 10 9.6 

Rationalistic and emotional 26 25 

Rationalistic and Intuitive 10 9.6 

Emotional and intuitive 1 1 

Rationalistic, Emotional and Intuitive 3 2.9 

Total 104 100 

 

As shown in Table 2, of the 104 students participating in the current study, 54 (51.9%) 

presented rationalistic; 10 (9.6%) emotional; 26 (26%) rationalistic and emotional; 10 (9.6%) 

rationalistic and intuitive; 1 (1%) emotional and intuitive; and 3 showed (2.9%) rationalistic, 

emotional and intuitive reasoning. This finding shows that rationalistic reasoning was most frequently 

used when making decisions about the environmental SSI. Sample student statements for the informal 

reasoning patterns presented by the students are given below. For statements with multiple patterns, 

each sentence is labelled with the appropriate pattern—for example, (R), (E), or (I)—after the 

punctuation.   

Rationalistic: No, because trees are the source of oxygen for us, source of life for animals. 

Animal species may become extinct and oxygen may be depleted. 
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Emotional: I think it should be done because it [could] be your brother or one of your 

relatives [that had] cancer. 

Rationalistic and Emotional: No, I do not support. Put yourself into the shoes of those animals 

that will die, if your house is destroyed, how do you feel? (E) If trees die, our oxygen is depleted, then 

we die. (R) 

Rationalistic and Intuitive: Yes, I would like because they are cure[s] to many illnesses. (R) I 

would ask this question to persuade my friends, “are humans or forests more important?” And then I 

leave it to their conscience. (I) I think people who do not want trees to be cut are people who do not 

care about people and who only care about their own interests. (I) 

Rationalistic, Emotional, and Intuitive: No, I don’t support because the world is not only ours. 

If trees become extinct, we won’t have any air to breathe. (R) The God created this world not only for 

us but also for animals and plants. (I) If someone destroyed your house, wouldn’t you feel sorry? Put 

yourself into their shoes and think. (E) If there were no trees, plants and animals, how could we find 

oxygen? How could we make use of medicinal herbs? (R) These animals have families, so we cannot 

destroy their home.  (E) 

Informal reasoning patterns corresponding to the students’ environmental attitudes   

In order to find an answer to the question of how the informal reasoning patterns presented by 

the students change depending on the environmental attitudes they have, frequency and percentage 

calculations of the informal reasoning patterns alignment with each environmental attitude were made. 

The obtained findings are presented in Table 3.  

Table 3. Informal reasoning patterns corresponding to the students’ environmental attitudes   

Attitude Informal reasoning f % 

Anthropocentric Rationalistic 37 61.7 

Emotional 5 8.3 

Rationalistic and Emotional 10 16.7 

Rationalistic and Intuitive 7 11.7 

Rationalistic, Emotional, and Intuitive 1 1.7 

Total 60 100.0 

Ecocentric Rationalistic 8 40.0 

Emotional 5 25.0 

Rationalistic and Emotional 6 30.0 

Emotional and Intuitive 1 5.0 

Total 20 100.0 

Anthropocentric and ecocentric Rationalistic 9 37.5 

Rationalistic and Emotional 10 41.7 

Rationalistic and Intuitive 3 12.5 

Rationalistic, Emotional, and Intuitive 2 8.3 

Total 24 100.0 

 

As can be seen in Table 3, 37 (61.7%) of the 60 students with an anthropocentric attitude 

presented rationalistic reasoning, 5 (8.3%) emotional reasoning, 10 (16.7%) rationalistic and 

emotional reasoning, 7 (11.7%) rationalistic and intuitive reasoning, and 1 (1.7%) rationalistic, 

emotional, and intuitive reasoning. Moreover, 8 (40%) of the 20 students with an ecocentric attitude 

presented rationalistic reasoning, 5 (25%) emotional reasoning, 6 (30%) rationalistic and emotional 
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reasoning, and 1 (5%) emotional and intuitive reasoning. Of the 24 students with an anthropocentric 

and ecocentric attitude, 9 (37.5%) presented rationalistic reasoning, 10 (41.7%) rationalistic and 

emotional, 3 (12.5%) rationalistic and intuitive, and 2 (8.3%) rationalistic, emotional, and intuitive 

reasoning. These findings show that students with an anthropocentric attitude often presented 

rationalistic reasoning, and individuals with an ecocentric attitude presented rationalistic reasoning, 

emotional reasoning, and rationalistic-emotional reasoning more. The findings also suggest that the 

students with an anthropocentric-ecocentric attitude presented rationalistic and rationalistic-emotional 

reasoning more.  

Discussion and suggestions  

In this section, the findings regarding the eighth-grade students’ environmental attitudes, the 

informal reasoning they presented, and how their informal reasoning was related to their 

environmental attitudes are discussed. Some suggestions are made and limitations are discussed to 

train students to have an ecocentric attitude and to use different informal reasoning patterns.  

Environmental attitudes  

One aim of the current study was to explore eighth-grade students’ environmental attitudes 

toward a SSI. Analysis indicated that of the 104 students, 60 students (57.7%) were found to have an 

anthropocentric attitude, 20 (19.2%) an ecocentric attitude, and 24 (23.1%) an anthropocentric-

ecocentric attitude. These results show that the majority of the participants had an anthropocentric 

attitude. In other words, the primary motivation behind the student arguments against the destruction 

of forest areas seemed to be the benefits that forests offer humans. This finding is supported by a study 

conducted by Bahar and Şahin (2017) to evaluate middle school students’ behaviours toward the 

environment, their motivational concerns, and the extent to which they relate to nature. The findings 

indicated that the students had concerns about environmental issues, but the reason behind these 

concerns was their own health, their future, and the possible effects on their children. In addition our 

finding is consistent with the results of a similar study by Kahraman-Öztürk, Olgan, and Tuncer 

(2012) on younger children. That research revealed that the reasons for children’s ecocentric 

behaviours were anthropocentric.  

Another explanation for the prevalence of anthropocentric attitudes in the current study may 

be the promise to find a cure for a disease that is frequently encountered in the participants’ daily life. 

Kortenkamp and Moore (2001) also reported that a social promise can lead to the emergence of more 

anthropocentric tendencies. Given that one of the objectives of environmental education is to train 

students toward ecocentric attitudes, environmental education programs that promote fewer 

anthropocentric tendencies should be developed. In this regard it can be given more importance to 

activities in educational programs that allow students to grow plants, to write projects for animals, to 

be member of environmental organizations, to participate field trips and being in touch with nature. 

Informal reasoning  

In the current study, the informal reasoning patterns students presented when writing about an 

SSI were also investigated. The findings obtained as a result of the analyses performed showed that 54 

(51.9%) of the 104 students presented rationalistic reasoning, 10 (9.6%) emotional reasoning, 26 

(26%) rationalistic-emotional, 10 (9.6%) rationalistic-intuitive, 1 (1%) emotional-intuitive reasoning, 

and 3 (2.9%) rationalistic-emotional-intuitive reasoning. These findings show that the students 

presented rationalistic reasoning the most, followed by rationalistic-emotional, while intuitive 

reasoning was presented least often. This finding is consistent with the results of a study conducted by 

Demir (2017) in which middle school students’ informal reasoning and arguments on an 

environmental issue were investigated and it was found that the students presented rationalistic and 

rationalistic-emotional reasoning the most. Akbaş and Çetin (2018) and Widodo et al. (2017) also 

found that most middle school students used rational reasoning regarding an environmental SSI, which 

supports the results of the current study. Although the class levels and SSI studied were not similar, 
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the results of studies by Sadler and Zeidler (2005a, b) and Venville and Dawson (2010) designed to 

investigate the informal reasoning presented by high school students on genetic issues also support the 

findings of the current study. As in the current study, students presented rationalistic reasoning most 

frequently.  

One reason that students tend to present more rationalistic reasoning may be that they have 

knowledge of the subject content. In the present study, although the knowledge level of the students 

was not measured, their statements about the importance of plants for life, their usage areas, and the 

protection of natural balance revealed their knowledge about the subject. It is possible that the students 

used this knowledge in their rationalistic reasoning which is based on data. As a matter of fact, Sadler 

and Zeidler (2005b) revealed that students are more likely to incorporate their content knowledge into 

their informal reasoning patterns. Therefore, content knowledge on the issue may have increased 

rationalistic reasoning.  

Dawson and Venville (2009) found that middle school students mostly used intuitive and 

emotional reasoning, in contradiction with the findings of the present study. This may also be 

attributed to the chosen SSI. While an environmental socioscientific issue was used in the present 

study, Dawson and Venville (2009) used topics such as biotechnology, cloning, and genetically 

modified organisms. Supporting this finding, Topçu, et al. (2010) found that informal reasoning was 

influenced by the subject content. Given that the students generally presented rationalistic reasoning 

patterns in the current study, the design of educational environments that foster the use of different 

reasoning patterns is suggested. In this regard, SSI can be given more place in classroom settings, 

students can be directed to make decisions on different SSI, activities can be organized to explore 

different dimensions of the SSI, and students' personal experiences on SSI can be enriched (for 

example, through field trips).  

Another finding of the current study is that (after rationalistic reasoning) rationalistic-

emotional reasoning is the second-most frequent reasoning used. Demir (2007), consistent with the 

findings of the present study, also found that middle school students presented rationalistic-emotional 

reasoning the second-most, after rationalistic reasoning, on an environmental issue. The results of a 

study conducted by Kolarova et al.  (2013), who found that rationalistic and then emotional reasoning 

were most common in high school students studying genetic engineering, also support the results of 

the present study. Students should not only provide rationalistic reasoning based on data, but also 

present emotional reasoning that requires them to use empathy (Demir, 2007). Empathy is necessary to 

ensure that classrooms are environments where intuition and emotion are valuable, as well as reason 

(Sadler & Zeidler, 2005a; Venville & Dawson, 2010). Emotional and intuitive reactions are also 

important in making moral decisions, especially on SSI, and thus the expression of various emotions 

and intuitions should be valued in the classroom (Kolarova et al., 2013). Therefore, based on these 

findings, we argue that students should be made aware of different reasoning processes. Students 

should then make their decisions by taking these processes into consideration, and we recommend that 

the educational environments be arranged in this direction. 

Informal reasoning patterns corresponding to environmental attitudes  

Finally, this study also investigated how informal reasoning patterns change depending on the 

environmental attitudes students have. Findings revealed that 37 (61.7%) of the total 60 students with 

an anthropocentric attitude presented rationalistic reasoning, 5 (8.3%) emotional reasoning, 10 

(16.7%) rationalistic-emotional reasoning, 7 (11.7%) rationalistic-intuitive reasoning, and 1 (1.7%) 

rationalistic-emotional-intuitive reasoning. These results show that the majority of the students with an 

anthropocentric attitude utilized rationalistic reasoning. Individuals with an anthropocentric attitude 

pay great attention to human benefits. Therefore, it is likely that individuals with this attitude will use 

a reasoning process for the benefit of people when considering an environmental issue, and that they 

will provide reasonable judgments as a result of the profit/loss analysis. Because they have an 

anthropocentric attitude, they consider other living things less valuable than humans and are unlikely 

to exhibit empathy toward animals. This can cause anthropocentric individuals to present less 
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emotional reasoning. Therefore, in line with the findings obtained, it can be stated that individuals 

with an anthropocentric attitude experience more rationalistic reasoning processes.  

Another finding obtained from the analyses conducted to determine how the informal 

reasoning patterns presented by the students changed depending on their environmental attitudes is 

that 8 (40%) of the 20 students having an ecocentric attitude presented rationalistic reasoning, 5 (25%) 

emotional reasoning, 6 (30%) rationalistic and emotional reasoning, and 1 (5%) emotional and 

intuitive reasoning. In addition, 9 (37.5%) of the 24 students with an anthropocentric and ecocentric 

attitude presented rationalistic reasoning, 10 (41.7%) rationalistic and emotional, 3 (12.5%) 

rationalistic and intuitive, and 2 (8.3%) rationalistic, emotional, and intuitive reasoning. This finding 

shows that the students who have an anthropocentric-ecocentric attitude presented rationalistic, 

emotional, and intuitive-emotional reasoning at ratios similar to each other. This is an expected finding 

because people with an ecocentric attitude value the environment as much as they do people, and 

accept that all living things have an equal right to live. Therefore, individuals with an ecocentric 

attitude are likely to care about other living things and to put themselves in their place while deciding 

on any subject. They are also likely to make decisions by making a profit/loss analysis for both 

humans and other living things in the process of making an environmental decision. For this reason, it 

can be stated that individuals with an ecocentric attitude experience rationalistic and emotional 

reasoning processes.   

In the present study, the finding that individuals with an ecocentric attitude more often showed 

emotional reasoning may bring a different perspective to the literature in the field of environmental 

education. While there is some information and research about the benefits of an ecocentric attitude, it 

has not been investigated in relation to informal reasoning. For example, one of the objectives of 

environmental education is to enable learners to shift from an anthropocentric attitude towards an 

ecocentric attitude (Goldman et al., 2013). Similarly, the adoption of ecocentrism, rather than 

anthropocentrism, by society is said to be of great importance for a safer and healthier future (Karataş, 

2016). However, no study has been found showing that ecocentric attitudes will support students’ 

emotional reasoning; that is, the processes that require students to use their empathy and sympathy and 

to attach importance to the well-being of other living creatures. The results of the current study show 

that students with an ecocentric attitude use more emotional reasoning. Thus, it is recommended that 

students be supported to acquire an ecocentric attitude and that by doing so some contribution will be 

made to the training of individuals with a developed sense of empathy.   

Given that people who have a strong sense of empathy can establish better communication 

with their environment, have more developed moral judgments, and care about the effects of their 

behaviours on others (Derman, 2013), the training of individuals to have an ecocentric attitude can 

yield many more positive outcomes (Derman, 2013). The findings in the current research provide 

important information for researchers and educators to design a successful environmental education 

curriculum. Similarly, the findings support the conclusion that training individuals with an ecocentric 

attitude can foster students’ developing emotional reasoning as well. Given that rationalistic, 

emotional, and intuitive reasoning are all used in real life, and that one of the objectives of science 

education is to prepare students for real life, we can also argue that training of individuals to have an 

ecocentric attitude can support the training of individuals with developed informal reasoning in 

general.  

Finally, by developing students’ informal reasoning ability, the development of individuals 

with an ecocentric attitude may even be supported. The findings could be interpreted to suggest that 

rationalistic and emotional reasoning support the ecocentric attitude, in addition to the interpretation 

that the ecocentric attitude supports rationalistic and emotional reasoning. This is an area of 

development for potential future research in the area. This mutual relationship between informal 

reasoning and environmental attitudes can be used in organizing educational environments.  
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Limitations  

One of the limitations of the current study is the use of only one data collection tool. 

Triangulation can be achieved by using different data collection tools; this increases the reliability and 

validity of the findings. Another limitation is that the scenario included in the data collection tool was 

a hypothetical sample event. Using real-life dilemmas can support the emergence of different moral 

tendencies compared to hypothetical dilemmas (Walker, 1989). 
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Abstract 

Study objective: This research attempts to reveal the education faculty instructors’ views on the 

concept of global citizenship. Method: The research utilized a phenomenological design, one of the 

qualitative research designs. The participants of the research consisted of seven education faculty 

instructors who work at a higher institution in Turkey during the 2019-2020 academic year and who 

were selected by the convenience sampling method. This research employed a semi-structured 

interview method. Thus, a semi-structured individual interview form was prepared by the researchers 

as a data collection tool. The first part of the form includes questions related to the participants’ 

demographic information and the second part holds five questions regarding their views on global 

citizenship. The open-ended questions were prepared in line with the research questions by taking into 

consideration the relevant literature and two experts’ opinions to ensure scope validity. Content 

analysis was used during data analysis. Result: Research findings revealed that the instructors mostly 

focus on “values and attitudes” dimension of the global citizenship including respect for differences 

and values, sense of belonging, tolerance, concern for global issues, dedication to equal rights and 

sensitivity to global issues. Besides, all instructors were found to express that global citizenship is a 

must for pre-service teachers for both themselves and their professional life. All participants were 

identified to do practices in different ways by intermingling the issue of global citizenship with their 

course during the educational process to raise their students’ awareness towards global citizenship, and 

they mostly faced student-based challenges during the practices. The instructors mostly recommended 

that seminars should be organized in advance to raise both students’ and instructors’ awareness.  
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INTRODUCTION 

The rapid technological advances have led the world to become borderless and much more 

interactive in all kinds of ways. This absolute interaction has turned the world into a global village in 

which economic, environmental, social and political as well as cultural systems are quite interrelated. 

Regardless of people’s location, they encounter a common destiny in which events occurring any part 

of the world affect the lives in other parts (Lim, 2008). Factors such as migration events, technological 

developments, displacement of manpower and changes in the borders of the country have made 

globalization inevitable. Kan (2009a) explained the tendency from becoming a citizen of your own 

country to being a citizen of the world, and noted that globalization must be considered not only on the 

political and economical bases but also on a cultural dimension since the development of a new world 

order and common values has enriched the dimensions of citizenship. Therefore, it has become 

inevitable to raise citizens who feel the responsibility and sensitivity for the global issues, who possess 

critical thinking skills to solve the problems and who have global awareness. Hence, the concept of 

Global Citizenship has emerged, indicating the sense of belonging to a wider community (Oxfam, 

2006a; UNESCO, 2014). 

This new citizenship model has various definitions made by different researchers and 

institutions. Reysen and Katzarska-Miller (2013) defined global citizenship (GC) as awareness, caring, 

and welcoming cultural diversity when ensuring social justice and sustainability with a sense of 

responsibility for acting.” It requires “an individual’s consciousness, loyalty, and dependence beyond 

the borders of a nation to embrace the whole mankind” (Pike, 2008), and the ability to “act for the 

sake of humans all around the world” (Adams & Carfagna, 2006). Burrows (2004) concluded that 

global citizenship refers to having the powers and the impact of these powers on human life, 

understanding other cultures and the differences between them and analyzing the world from different 

perspectives as well as producing new ideas for the whole world. With these information at hand, a 

global citizen can be defined as an agent having multiple characteristics identified such as cultural, 

global and national, which provides him/her to overcome the national boundaries and adopt 

himself/herself to the global community (Myers & Zaman, 2009). Thereby, s/he takes actions for 

working for the sake of common good (Banks, 2008). Oxfam (2006), preparing the global citizenship 

curriculum, defines a global citizen as someone who:  

 is aware of the world and their own roles.  

 respects and attaches importance to diversity.  

 understands how the world functions.  

 is desirably dedicated to social justice.  

 joins the local and global communities at various levels.  

 takes actions with others in order to make the world a more fair and sustainable place.  

 takes responsibility for their own actions. 

Based upon these definitions, it is logical to classify the competencies of global citizenship 

knowledge and understanding, skills and values and attitudes (Oxfam, 2006). Figure 1 depicts the key 

elements of global citizenship with their sub-definitions.  
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Figure 1. The competencies of Global Citizenship (Oxfam, 2006) 

Figure 1 displays that the competencies related to global citizenship are gathered under three 

categories. Accordingly, global citizenship requires global information so that people can develop 

their global citizenship skills, their values and attitudes. Likewise, in their study, Lima and Brown 

(2007) listed the skills that a global citizen must have with the following statements. 

 speaking multiple languages 

 having a sense of knowing about other cultures 

 willingness for helping those in need 

 using technology in an effective way 

 having no prejudice and respecting diversity (environment, individual, other cultures) 

 being informed about what is going on in their country and/or the world 

 having a role in the society such as citizenship, ethics, inclusion 

Thus, integrating global citizenship with many educational levels has a significant 

contribution to develop the core elements of active and responsible global citizenship (Oxfam, 2006). 

It would not be wrong to mention that one of the areas in which global citizenship education can be 

effectively implemented is universities, in particular, education faculties. Since one of the primary 

responsibilities of education faculties is to create awareness of the world in which future generations 

live and to raise pre-service teachers who can take an active role in solving global problems and who 

do not break ties from globalized world. Therefore, education faculty instructors’ own attitudes 

towards world events may affect students in two ways. First, they may be willing to fight against the 

conditions originating from the ill effects of globalization. Second, they may adopt a view that 

disregards or underestimated world issues. For this purpose, instructors should provide environments 

which allow pre-service to take part in active discussions in class and thus to develop their critical 

thinking skills (Garii, 2000). 
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Upon analyzing the relevant literature, various studies have been conducted on the concept of 

global citizenship and global citizenship education at primary school, middle school, secondary school 

and later periods (Balbağ, 2016; Balbağ & Türkcan, 2017; Brown; 2009; Çelikten, 2016; Çermik, 

Çalışoğlu & Tahiroğlu, 2016;  Çolak, Kabapınar & Öztürk, 2019; Gürdoğan, Göz &Bozkurt 2014; 

Lim, 2008; Mutluer, 2013; Rapoport, 2010; Strickland, Adamson, McInally, Tiittanen & Metcalfe, 

2013; Şahin, Şahin ve Göğebakan-Yıldız, 2016; Tormey & Gleeson, 2012). One research was 

conducted with English instructors regarding the incorporation of global citizenship education into 

ELT (Başarır, 2017). However, there is no such a research specifically published on analyzing the 

education faculty instructors’ views on the concept of global citizenship. They are the ones who are 

supposed to raise pre-service teachers’ awareness towards global citizenship. Hence, it is paramount in 

identifying their views about the topic. Such a research was carried out by the researchers as it was 

expected to contribute to the relevant literature. The results of this research will shed light on further 

studies. Thus, this research aims to examine education faculty instructors’ views on the concept of 

global citizenship. In service of this aim, the answers to the following questions were sought: 

1. How is global citizenship defined by the education faculty instructors? 

2. What are the education faculty instructors’ views on the necessity of global citizenship 

awareness for pre-service teachers? 

3. What are the education faculty instructors’ views on the teaching practices regarding global 

citizenship? 

4. What are the challenges that can be faced by the instructors during the practices? 

5. What are the education faculty instructors’ recommendations for overcoming the challenges 

faced during teaching practices? 

METHOD 

Research Design 

This research was conducted by using a phenomenological design, one of the qualitative 

research designs. Phenomenological studies necessitate careful and detailed comprehension and 

definition of how individuals perceive, describe, feel, criticize and understand certain phenomenon 

(Patton, 2002). Johnson and Christensen (2012) noted that the major aim of the phenomenological 

research is to reveal the perceptions, experiences and meanings individuals attribute to a phenomenon. 

In phenomenological studies, the results are presented with a descriptive narrative and direct quotes 

are provided. Besides, the findings obtained from the framework of emerging themes and codes are 

explained and interpreted in-depth (Yıldırım & Şimşek, 2005). This research was framed in a 

constructivist theoretical framework for the purpose of understanding how education faculty 

instructors conceptualize global citizenship and develop ideas about global citizenship from their lived 

experiences. Since the phenomenological approach is constructivist, the aim is to explain the essence 

of the lived experiences of a phenomenon or concept under a study of an individual or groups. 

Namely, the phenomenon of the research is the global citizenship. By using the phenomenological 

design, this research attempts to examine the perceptions of the education faculty instructors regarding 

the concept of global citizenship, the practices they perform their classes, the challenges they 

encounter during the process and their recommendations for overcoming the challenges. 

Participants 

This research was carried out with education faculty instructors working at a higher institution 

in Turkey during the 2019-2020 academic year. Convenience sampling method was utilized in the 

present research. The rationale for using convenience sampling method was that it provides speed and 

practicality to the researcher as the researcher(s) select a situation which is close and easy to access 
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(Yıldırım & Şimşek, 2005). Those who are accepted as the target population are included in the 

research only if they meet certain practical criteria such as easy accessibility, geographical proximity, 

availability at a given time, or the willingness to participate (Dörnyei, 2007). While selecting the 

participants, a sample size of participants needs to be considered. Patton (1990) noted that there are no 

rules of sample size in qualitative research. However, Leedy and Ormrod (2010) suggested that the 

number of sample size in phenomenological research can range from 5 to 25. In this research, there 

were seven participants from different departments in the education faculty. The demographic 

characteristics of the sample are presented in Table 1.  

Table 1. Demographic Information Regarding the Participants 

Participants Gender Age Department Coding 

1st Participant  Male 42 Curriculum & Instruction I1 

2nd Participant  Female 32 Foreign Languages I2 

3rd Participant  Female 38 Curriculum & Instruction I3 

4th Participant  Male 46 Social Sciences Education I4 

5th Participant  Male 51 Curriculum & Instruction I5 

6thParticipant  Male 53 Psychological Counseling and Guidance I6 

7th Participant  Female 35 Classroom Teaching I7 

Total    7 

 

Table 1 portrays that four of the instructors are male and four are female. Participants’ ages 

range from 32 to 53. Considering the department, three of the participants are from the Curriculum & 

Instruction department, while the others are from the departments of Foreign Languages, Social 

Sciences Education, Psychological Counseling and Guidance and Classroom Teaching. 

Data Collection 

Interview is regarded as one of the most frequently used data collection tool in qualitative 

studies. It is a data collection technique providing the researcher(s) an opportunity for obtaining 

information in a more detailed way through verbal communication concerning how and in which 

conditions, thoughts and behaviors vary in such cases (Karasar, 2012; Seidman, 2006). This research 

employed a semi-structured interview method. Semi-structured interviews are the most widely used 

data collection tools in phenomenological research (Sart, 2015). Thus, a semi-structured individual 

interview form was prepared by the researchers as a data collection tool. The interview form is 

prepared for getting the same kind of information from different people through addressing similar 

subjects (Patton, 1987). The first part of the form includes questions related to the participants’ 

demographic information and the second part holds five questions regarding their views on global 

citizenship. The open-ended questions were prepared in line with the research questions by taking into 

consideration the relevant literature and two experts’ opinions to ensure scope validity. The form got 

its final form with the feedback provided by two instructors who are expert in Curriculum and 

Instruction. The data collection form included the questions such as the definition of global citizenship 

by the education faculty instructors, their views on the necessity of global citizenship awareness for 

pre-service teachers, on the teaching practices, the challenges that can be faced during the practices 

and the recommendations for overcoming the challenges faced during teaching practices. The research 

was conducted between 02-06.12.2019. The data were gathered by visiting the Education Faculty of a 

state university to which the researcher can have easy access. While applying the interview form, the 

aim of the research was explained to the instructors. The interviews were recorded via voice record. 

Each interview lasted approximately 10-20 minutes. 

Data Analysis 

In this study, the data were analyzed through content analysis. Content analysis is defined as 

“an analytical method that attempts to identify and derive meanings from a wide range of text-based 

data” (Creswell, 2007; Given, 2008; Krippendorff, 2004). For this purpose, primarily the research data 

were textualized by the researchers through use of Microsoft Word program. The data were coded and 



International Journal of Progressive Education, Volume 16 Number 5, 2020 

© 2020 INASED 

 

111 

those signifying each research question were classified in themselves, which is defined as a descriptive 

analysis. Afterwards, content analysis was welcomed for in-depth data analysis. The data are 

transferred to the computer and raw data texts are prepared for data analysis. The responses are 

analyzed and coded one by one, and these codes are associated with one another, brought together and 

categorized. Codes and categories are edited. Findings are depicted in tables and interpreted (Creswell, 

2007; Strauss and Corbin, 1990). In the present research, the responses of the instructors were coded 

by examining them one by one, and these codes were associated with each other and brought together 

to form categories. The most repeated codes were explained under each category. The category 

elicited for the first research question was determined by taking the three competencies of global 

citizenship into account (knowledge & understanding, skills, values & attitudes). The other categories 

were formed by the researchers themselves. The instructors’ views were arranged with numbers and 

letters (I:1, I =Instructor 1) and their views were presented in the findings. The direct quotes were 

included in order to unveil the underlying meanings of the codes. 

Lincoln & Guba (1985) and Creswell (2009) posited that validity and reliability of a research 

are paramount in evaluating its worth.  These involve establishing credibility, transferability, 

dependability and confirmability. In order to ensure credibility, the research must be presented to the 

experts who can legitimately judge the credibility of the results. Thus, this research was presented to 

two education faculty instructors working at state universities in Turkey and having qualitative 

research experience. Yıldırım and Şimşek (2005) stated that the research must include descriptions, 

that is, direct quotes from participants in order to ensure transferability. In this research, extracts were 

made for each theme and they were included in the findings section. To increase the dependability of 

the research, all of the obtained findings were presented directly to the reader without any comment 

and generalization. Lastly, for the confirmability, the records of the research path were kept 

throughout the study to be analyzed by those concerned. 

FINDINGS 

This section holds education faculty instructors’ views on the concept of global citizenship. 

The tables including the categories and the codes of the education faculty instructors’ views and the 

direct excerpts are presented. 

Findings regarding the education faculty instructors’ views with respect to the concept of 

“global citizenship”  

Table 1 depicts the distribution of the codes regarding the “definition of global citizenship” 

from the lens of the education faculty instructors.  

Table 1. Categories and codes regarding the education faculty instructors’ views with respect to 

the concept of “global citizenship”  

Category Code I1 I2 I3 I4 I5 I6 I7 

 

 

Knowledge & Understanding 

World citizenship +       

Global acceptance  + +     

Freedom   +     

Culture of living together     +   

Diversity       + 

 

 

Skills 

Ability to act together +       

Respect for people & goods    +    

Ability to shoulder responsibilities     + +  

Ability to challenge in global platform      +  
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Values & Attitudes 

Respect for differences and values  + +    + 

Sense of belonging  +    +  

Tolerance   +     

Concern for global issues   +  +   

Dedication to equal rights   +     

Sensitivity to global issues    +    

 

Table 1 suggests the categories and the emerging codes regarding the education faculty 

instructors’ definitions of global citizenship. Accordingly, 3 categories and 22 codes were obtained 

with the regard to the definition of global citizenship. The most outstanding category emerging was 

identified as values and attitudes as the majority of the participants addressed global citizenship in 

terms of the values and attitudes dimension of the concept. On the other, a small number of 

participants defined global citizenship under the category of skills. Besides, the instructors were found 

to mostly define global citizenship as “respect for difference and values”, while the least emerging 

codes were “world citizenship, culture of living together, diversity, ability to challenge in global 

platform, tolerance, dedication to equal rights and sensitivity to global issues”. Some of the 

participants defined the concept of global citizenship in the following extracts.  

Global citizenship is defined the respect of people regardless of their country, religion, race 

etc. Or people’s respect for the values all over the world. (I2)  

Global citizenship is the acceptance of the presence of the other languages, religions and 

races in the world without ignoring the protection and adoption of national and traditional 

values…. (I3) 

I think it is to have no prejudice towards people from other countries and to welcome 

diversity. (I7) 

Global citizenship is defined as being aware of what is happening around the world. It also 

refers to taking responsibility for a more livable world. (I5) 

Global citizenship means that individuals feel that they are part of the world beyond localism 

and nationalism, that is, beyond the limitations, and that the whole world is ours. (I6) 

All positive or negative events occurring anywhere in the world affect people. Therefore, the 

concept of global citizenship is to be sensitive to the events taking place in the world and it is 

not limited to the city and country where people live. (I4) 

Findings regarding the education faculty instructors’ views on the necessity of global 

citizenship awareness for pre-service teachers 

Table 2 depicts the categories and the related codes related to the education faculty 

instructors’ views on the necessity of global citizenship awareness for pre-service teachers. 

Table 2. Categories and codes regarding the education faculty instructors’ views on the necessity 

of global citizenship awareness for pre-service teachers 

Category Code I1 I2 I3 I4 I5 I6 I7 

Global knowledge Understanding people’s behaviors +       

Being aware of innovations +    +   

Following current agenda    + + +  

Transferring knowledge, skills and values   + +    

Ensuring diversity  + +    + 
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Intercultural communication Ensuring cooperation +      + 

Emphasizing the importance of foreign language  +      

Raising global children for effective communication  + +     

Self-awareness Providing professional transformation +    + +  

Developing empathy +       

Producing solutions for conflicts +       

Intellectualism +       

Getting rid of narrow-mindedness      +  

 

Table 2 displays the categories and the related codes regarding seven education faculty 

instructors’ views on the necessity of global citizenship awareness for pre-service teachers. All 

instructors expressed that global citizenship is a must for pre-service teachers for both themselves and 

their professional life. Accordingly, the most notable categories were identified as “global knowledge” 

and “self-awareness” with 5 codes each, while the category having fewer codes was “intercultural 

communication” with 3 codes. Furthermore, the instructors mostly mentioned the code of “following 

current agenda, ensuring diversity and providing professional transformation”. However, one each 

instructor stated that global citizenship awareness is a need for pre-service teachers for “understanding 

people’s behaviors”, “emphasizing the importance of foreign language” and “getting rid of narrow-

mindedness”. The related instructors’ views are exemplified in the following quotes. 

I think global citizenship is highly significant for pre-service teachers since individuals 

growing up in an isolated society will cause narrow-mindedness. As the world is in rapid 

interaction and change, it is necessary to follow and keep up with current events. (I6) 

I believe this is very important for pre-service teachers in the globalizing world. As members 

of teaching profession whose foundation is love, respect and valuing, pre-service teachers 

must firstly ensure diversity, one of the requirements of global citizenship. Achieving this will 

also affect their perspectives towards their students in the future. (I3) 

Yes, with the advancement in technology, the world has turned into a small village. An event 

that occurs in any part of the world, economic development, culture-social networks affect 

other countries….Therefore, in order to understand people's behavior correctly, global 

citizenship education is required. It makes a great contribution to the professional 

development of people. First of all, people become aware of innovations. They realize its 

contribution to their professional transformation. (I1) 

It is necessary as pre-service teachers must be aware of the values that they will transfer to 

their students in the future. Thus, pre-service teachers’ awareness towards global citizenship 

provides them with helping those in need with full of cooperation. (I7) 

Findings regarding the education faculty instructors’ views regarding the teaching 

practices they do within the scope of the course to raise the pre-service teachers’ global 

citizenship awareness 

Table 3 presents the categories and the related codes regarding the teaching practices they do 

within the scope of the course to raise the pre-service teachers’ global citizenship awareness. 
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Table 3. Categories and codes regarding the teaching practices they do within the scope of the 

course  

Category Code I1 I2 I3 I4 I5 I6 I7 

Implementation-based practices Organizing sessions for discussing global social 

events 

+   +   + 

Using videos and reading texts  +    +  

Linking the course with the current events    +    

Case study    +    

Awareness studies through using texts     +   

Role modeling Reflecting global citizenship on one’s behavior   +     

 

As can be seen in Table 3, two categories were identified as “implementation-based 

practices” with 5 codes and “role modeling” with 1 code in line with the responses of the seven 

instructors who mentioned that they do various teaching practices within the scope of the course to 

raise the pre-service teachers’ global citizenship awareness. Most of the instructors mentioned the 

code of organizing sessions for discussing global social events, which were followed by using videos 

and reading texts, linking the course with the current events, case study, awareness studies through 

using texts, reflecting global citizenship on one’s behavior. The following extracts were drawn from 

the education faculty instructors’ statements. 

I have them analyze the social events around the world. I'm trying to figure out who's active in 

these events. I'm asking ‘what would be your behavior for this situation?’. For example, what 

can we do for the Syrian people as a global citizen?. I organize discussion sessions on nuclear 

power plants, environmental problems, economic sharing, social networks, problems brought 

by ideologies, non-governmental organizations, global warming, in short, the future of the 

world. (I1) 

Frankly, I'm usually trying to integrate global citizenship into my class. To illustrate, I am 

trying to raise awareness by having them watch videos on this subject and read texts. (I2) 

Yes I do. We link our courses with current events at local and international levels. First and 

foremost, the global citizen requires sensitivity. In the field of values education, we bring case 

studies to the classroom. We compare discourses and behaviors by looking at the events 

happening in the world. (I4) 

I do not make any practice related to this concept. But I'm trying to reflect it on my behavior. 

(I3) 

Findings regarding the education faculty instructors’ views regarding the challenges 

faced during the teaching practices 

Table 4 displays the categories and the related codes about the education faculty instructors’ 

views on the challenges faced during the teaching practices. 

Table 4. Categories and codes regarding the education faculty instructors’ views on the 

challenges faced during the teaching practices  

Category Code I1 I2 I3 I4 I5 I6 I7 

Student-based challenges Arguments due to thinking gap +       

Fear of losing national identity +       

Prejudice towards different cultures   + +  +  

Lack of readiness     +  + 

Focusing on passing exams     +   

Instructor-based challenges Lack of knowledge   +      

 



International Journal of Progressive Education, Volume 16 Number 5, 2020 

© 2020 INASED 

 

115 

Upon analyzing the findings in Table 4, two categories including student-based challenges 

and instructor-based challenges were identified regarding the challenges faced during the teaching 

practices. The majority of the instructors were found to mention student-based challenges consisting of 

arguments due to thinking gap, fear of losing national identity, prejudice towards different cultures, 

lack of readiness and focusing on passing exams, while only one instructor stated instructor-based 

challenge, that is, lack of knowledge. Below are the views of the instructors concerning these two 

categories. 

Of course, students may have thinking gap. There may be discussions. They can oppose the 

concept of global citizenship for fear that their national culture will be destroyed. (I1) 

Yes, I sometimes experience some problems during the practices as the students are lack of 

awareness and readiness related to the concept of global citizenship. That, they are unable to 

make it meaningful in their minds. (I7) 

First of all, I think I have insufficient knowledge on this subject and therefore I find it difficult 

to carry out practices. I believe that it is necessary to have sufficient knowledge to integrate 

this subject into the course. (I2) 

I really have difficulty while organizing the teaching practices related to the global citizenship 

as the students are opposed to different cultures and they have biases towards other 

languages, traditions etc. (I6) 

Findings regarding the education faculty instructors’ recommendations for overcoming 

the challenges faced during the practices 

The categories and the related codes regarding the education faculty instructors’ 

recommendations for overcoming the challenges faced during the practices are shown in Table 5. 

Table 5. Categories and codes the education faculty instructors’ recommendations for 

overcoming the challenges faced during the practices 

Code I1 I2 I3 I4 I5 I6 I7 

Persuasion through discussions in the class +       

Trainings and seminars for instructors  +      

Taking it as an elective course   +    + 

Seminars for raising awareness   + + + + + 

Motivational activities for following current events    +    

Giving social responsibilities to students      +  

 

As observed in Table 5, six codes emerged depending on the education faculty instructors’ 

recommendations for overcoming the challenges faced during the practices. The instructors mostly 

recommended that seminars should be organized in advance in order to raise students’ awareness. This 

was followed by taking it as an elective course, persuasion through discussions in the class, trainings 

and seminars for instructors, motivational activities for following current events and giving social 

responsibilities to students. Some of the recommendations presented by the instructors are given in the 

following examples. 

This subject can be given as an elective course and students can take this course. Thus, 

students' prejudices about this subject can be eliminated to raise awareness. (I3) 

Seminars should be organized for instructors on this topic. (I2) 

I think that students' awareness towards global citizenship is insufficient. Firstly, its definition 

and content should be clarified for the students. It is necessary to be informed that the concept 
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of global citizenship does not only mean to be responsible for the society and the moment in 

which you live, but also for other societies, living things and future generations. (I6) 

With the practices, students can be encouraged to follow the news about the world from the 

media. They can also be taught to follow the current agenda from different sources. (I4) 

My recommendation is to convince the students by discussing. (I1) 

DISCUSSION, RESULT & RECOMMENDATIONS 

The research firstly analyzed how the concept of global citizenship is defined by the education 

faculty instructors. Oxfam (2006), preparing global citizenship curriculum, identified the qualities that 

a global citizen should have as “knowledge and understanding, skills and values and attitudes”. 

Accordingly, the instructors’ definitions were categorized based upon the categories mentioned above. 

The findings revealed that the instructors mostly focused on “values and attitudes” dimension of the 

global citizenship including respect for differences and values, sense of belonging, tolerance, concern 

for global issues, dedication to equal rights and sensitivity to global issues. The findings also 

suggested that university instructors defined global citizenship as world citizenship, global acceptance, 

freedom, culture of living together and diversity within the dimension of “knowledge and 

understanding”; ability to act together, respect for people & goods, ability to shoulder responsibilities, 

ability to challenge in global platform under the dimension of “skills”. This highlighted the fact that 

university instructors working at the Faculty of Education generally had positive views on the concept 

of global citizenship. Upon analyzing the relevant literature, similar results have emerged in the 

studies conducted by Çermik, Çalışoğlu & Tahiroğlu (2016), Hillyard (2011). Besides, in the study 

conducted by Başarır (2017), instructors were found to mostly focus on the “values and attitudes” 

dimension of global citizenship such as human rights, respecting diversities, sensitivity to global 

issues and gender equity. Likewise, Balbağ & Türkcan’s (2017) put forward that the teachers defined 

globalization as sensitivity to global issues, people’s living together, interaction and respect for 

different perspectives. The results of the current study are consistent with these studies. However, the 

studies were found to be free from the dimension of foreign language skills. Gibson, Rimmington and 

Landwehr-Brown (2008) claimed that foreign language competency is ignored related to knowledge, 

skills and attitudes regarding global citizenship within the related literature. This may be regarded as a 

shortcoming since foreign languages are a part of becoming global citizens. 

The second research question was related to the education faculty instructors’ views on the 

necessity of global citizenship awareness for pre-service teachers. Accordingly, all instructors 

expressed that global citizenship is a must for pre-service teachers for both themselves and their 

professional life. In this regard, the most notable categories were identified as “global knowledge” and 

“self-awareness”, while the category that was less mentioned by the instructors was “intercultural 

communication”. Furthermore, the majority of the instructors mostly mentioned “following current 

agenda, ensuring diversity and providing professional transformation”. However, one each instructor 

stated that global citizenship awareness is a need for pre-service teachers for “understanding people’s 

behaviors”, “emphasizing the importance of foreign language” and “getting rid of narrow-

mindedness”. This may be due to the fact that the instructors thought raising isolated individuals may 

cause narrow-mindedness. Qualifications and Curriculum Authority (1999) reported that the 

knowledge, skills and understanding play an effective role for pupils in society at local, national and 

international levels. They should learn about fairness, social justice, and diversity at school, local, 

national and global level. Therefore, pre-school teachers must be aware of the world where future 

generations live. 

The third research question was based upon the education faculty instructors’ views regarding 

the teaching practices they do within the scope of the course to raise the pre-service teachers’ global 

citizenship awareness. As a result of the analysis, two categories were identified as “implementation-

based practices” and “role modeling” in line with the responses of the seven instructors who 

mentioned that they do various teaching practices within the scope of the course to raise the pre-

service teachers’ global citizenship awareness. Most of the instructors mentioned the code of 
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organizing sessions for discussing global social events, which were followed by using videos and 

reading texts, linking the course with the current events, case study, awareness studies through using 

texts, reflecting global citizenship on one’s behavior. This indicated that all participants do practices in 

different ways by intermingling the issue of global citizenship with their course during the educational 

process to raise their students’ awareness towards global citizenship. In a similar vein, Başarır (2017) 

concluded that the instructors did practices in their courses through addressing global issues in the 

classes by making discussions and using reading texts as well as role modeling. In another study, 

Provo (1993) emphasized the necessity for using reading materials, dialogues and debates concerning 

significant world affairs and encourage the students to think about solutions. Unlike these findings, 

Mutluer (2013) stated that most of the history teachers did not have enough knowledge about the 

methods and techniques used for doing practices related to global citizenship in history lessons.  

As for the fourth research question that sought to uncover education faculty instructors’ views 

regarding the challenges faced during the teaching practices, they were identified to mostly face 

student-based challenges such as arguments due to thinking gap, fear of losing national identity, 

prejudice towards different cultures, lack of readiness and focusing on passing exams. The underlying 

reasons for this situation may be as such. The students might not take special courses to construct 

knowledge in terms of global citizenship in their early education period, and that they might associate 

the courses merely with being successful in the exams since early childhood. Similar findings emerged 

in the study carried out by Balbağ & Türkcan (2017) and Başarır (2017). The instructors were also 

found to experience instructor-based challenge, that is, lack of knowledge, which may have lead them 

not to struggle enough to raise students’ awareness on this issue. Besides, Çermik et al. (2016), in their 

study, emphasized that classroom teachers were eager to do practices regarding global citizenship; 

however, they did not find themselves sufficient due to the lack of education they had taken within 

undergraduate program related to global citizenship education, and that they did not have enough 

professional experience to give global citizenship education.  In another study, Ersoy (2013) 

concluded that teachers did not possess enough knowledge and experience related to the transfer of 

global citizenship skills to students and that teachers need to receive education on global citizenship. 

According to Schattle (2005), global citizenship should be included in educational activities conducted 

for all educational grades. These findings are parallel to those of the present research.  

When it comes to the last research question regarding the education faculty instructors’ 

recommendations for overcoming the challenges faced during the practices, the instructors were 

determined to mostly recommend that seminars be organized in advance in order to raise both 

students’ and instructors’ awareness. They suggested that this subject can be given as an elective 

course so that students' prejudices can be eliminated to raise awareness. Last but not least, 

motivational activities may be organized for following current events and giving social responsibilities 

to students. In a study conducted with teachers, Çermik et al. (2015) noted that teachers should be 

ensured with the opportunity to take part in various activities such as seminars, national and 

international conferences. Different from these findings, Balbağ & Türkcan (2017) pointed out that 

global citizenship practices should be integrated into curricula. 

The research findings revealed that education faculty instructors hold great roles and 

responsibilities in terms of creating pre-service teachers’ awareness towards being global citizens. In 

addition, the instructors were identified to have certain levels of knowledge, understanding, skills and 

action regarding global citizenship. However, they had faced some problems while doing practices 

related to global citizenship. Therefore, it may be helpful for education faculty instructors to provide 

with seminars, trainings etc. about how to create and increase pre-service teachers’ awareness towards 

global citizenship and actions to be taken for overcoming the challenges. Besides, awareness towards 

global citizenship may be created or increased through an interdisciplinary approach, meaning that it 

can be covered by all the courses. Students and university instructors can be allowed to frequently go 

abroad and interact with people from different countries in order to increase their global citizenship 

awareness. In addition, this research was conducted with seven university instructors working at the 

Faculty of Education through use of an interview technique. Similar studies may be carried out with 

larger samples by using quantitative or mixed methods. Replication of this research among future 
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cohorts of instructors may provide crucial data relevant to comparing the results of the present 

research. 
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Abstract 

This study aimed to determine school administrators’ and teachers’ views regarding the role of recess 

for students. Phenomenology, one of the qualitative research designs, was used in this study. 

Maximum variation sampling method, a purposeful sampling method, was used to identify the 

research sample. The research data were collected through a semi-structured interview form and the 

collected data were analyzed by content analysis. The participants expressed their opinions about the 

effects of recess in terms of its cognitive, social, affective and physical effects. Participants stated that 

recess enables students to effectively participate in lessons cognitively, affectively, and behaviorally 

and that academic learning continued during recess. In addition, it is stated that recess has social 

effects such as forming friendships, learning about self, social skills and life. The participants stated 

that recess helps students to feel happy and relieve their tensions. Participants stated that recess can 

have positive effects on health since it provides students with the opportunity to move physically and 

it can decrease undesired behaviors. Participants stated that students can also experience negative 

emotions such as feelings of exclusion and loneliness during recess. 
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INTRODUCTION 

Each individual, regardless of age and field of work, needs a break/recess during routine 

activities. By their nature, it is not possible for children to sit and listen to classes for extended periods 

of time. Therefore, at schools, students need a break/recess after classes in which intensive cognitive 

activities are performed (Beard, 2018; Grevengoed, 2017). These breaks at schools are provided for 

students by “recess”. Recess is one of the most beloved times of the school day for students who spend 

an important part of their days at school. Pellegrini and Smith (1993, p. 51) define recess as “a break 

for children, sometimes in fresh air”. Parrish, Okely, Stanley and Ridgers (2013) define recess as an 

extra-curricular time between classes set by school authorities for children to participate in physical 

and leisure activities. In the global context, Holmes, Pellegrini and Schmidt (2006) define recess as 

“an important period of school day in which children can have conversations and physical activities 

with their peers that are relatively independent from adult interventions and in which they find 

opportunities for education” (p. 735-736). Similarly, in literature, recess is regarded as a scheduled 

period between school hours in which students can do physical activities and play games in an 

unstructured manner without adult intervention (Beard, 2018; Ramstetter & Murray, 2017). In a policy 

statement titled “The Crucial Role of Recess at Schools”, The American Academy of Pediatrics (AAP) 

(2013) defines recess as “a necessary break to optimize a child's social, affective, physical and 

cognitive development”. 

When students take breaks between mentally challenging tasks, they focus on understand 

better what is offered (Sohn, 2015). In experimental studies with especially younger primary school 

children, Pellegrini and Davis (1993) found that they became more careless as the lesson hours 

extended, while Pellegrini, Huberty and Jones (1995) reported that recess had positive contributions to 

classes in terms of both attention and classroom management (Cited in: Jarrett, Maxwell, Dickerson, 

Hoge, Davies, & Yetley 1998). 

Recess provides students with opportunities to have social interactions with each other. 

Learning is a social and collaborative activity where people create meaning through interactions with 

each other and with the objects around them. During recess, children interact through play. Social 

development and learning of a child can be affected by play activities. With an entertaining and fun 

socialization process, the child learns the basic rules such as sharing, helping, respecting the rights of 

others and taking responsibility (Ünal, 2009).  

Research shows that play has cognitive benefits for children and young people (Erin Vaantaja, 

2016). Burriss and Burriss (2011) found that during play, children can negotiate, communicate and 

compromise and that play helps them interpret the signals and clues offered by others. Therefore, 

during recess, playing offers children stimulating cognitive activities both inside and outside the 

classroom. The cognitive processes used by children to play are very similar to the processes used by 

children who participate in learning activities. Recess periods provide opportunities for children to 

learn how to manage their unstructured time and how to use their time well during breaks. Activities 

performed during recess provide students with skills to help with time management (Beard, 2018). 

Therefore, play activities that are performed during recess contribute to both social development and 

cognitive development of children. 

Recess offers children an opportunity to physically engage (Grevengoed, 2017). Today, 

childhood obesity rates are regarded as one of the significant public health problems in the world. 

Especially, lack of physical activity is an important factor in increasing the obesity rates among 

children (Massey, Stellino, Claassen, Dykstra & Henning, 2018; Skinner & Skelton, 2014). Research 

conducted over a four-year period in French and Canadian schools shows the positive effects of time 

spent on physical activity. The results demonstrated that time spent on physical activity increased 

fitness, developed positive attitudes and improved test scores. These results are also consistent with 

the findings of the meta-analysis about 200 studies on the effect of exercise on cognitive functionality, 

which suggests that physical activity supports learning (Jarrett, 2002). In this context, it is important 

for children to do physical activities. Children’s active participation in adequate physical activities 

positively affects cognitive skills, attention, behavior, affective and social development and 
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instrumental in prevention of obesity. Recess periods at schools are timeframes in which children 

participate in physical activities (Frank, Flynn, Farnell & Barkley, 2018; Ginsburg, 2007). 

Recess not only enables students to improve themselves physically, cognitively and socially, 

but also affectively by improving their self-esteem and self-confidence. Recess improves students' 

ability to overcome negative peer pressure and increases their general public acceptance (Biddle & 

Asare, 2011 cited in Beard, 2018). Recess is an institutional environment that ensures safe positive 

relationships at school with peers and adults, learning support and school engagement and 

participation (Parker, 2015). During recess, children are given the chance to control their own 

movements and activities; not being controlled by others makes the recess periods fun. Hence, recess 

also reduces stress which negatively affects not only health but also learning. During breaks, 

unstructured physical play acts as a mediating force in reducing stress (Pica, 2010).  

Although literature refers to the cognitive, social, affective and physical benefits of recess 

(AAP, 2013; Beard, 2018; Chen, 2017; Erin Vaantaja, 2016; Grevengoed, 2017; Ramstetter & 

Murray, 2017) it is still thought that recess is a waste of time. At schools, there are times when people 

choose to devote more time to a subject that has not been sufficiently accomplished or to reduce the 

time reserved for another activity for this reason. Teachers may think that engaging in academic 

activities during recess periods will increase achievement and some countries discuss shortening or 

even taking away recess (Salberg, 2018). The Regulation that Introduces the Amendments on the 

Regulation on Pre-School and Primary School Education Institutions of the Ministry of National 

Education in Turkey published in the Official Gazette No. 30827 dated 07.10.2019 states in Article 4, 

paragraph (a) that: “The duration of one class period is 40 minutes. For recess, the school 

administration allocates a minimum of 15 minutes in schools where normal education is provided and 

at least 10 minutes in schools where dual education is provided”. It is believed that the views of 

education administrators and teachers working in primary and secondary schools on how recess affects 

children will be instrumental in their practices related to the right of recess given to children which is 

specified in the above legislation. With this rationale and in the light of the relevant literature, this 

study aimed to determine the opinions of the school administrators and teachers working in primary 

and secondary schools on the role of recess for students. 

METHOD 

Phenomenology, one of the qualitative research designs, was used in this study. With the help 

of experiences of individuals or a group, this design allows defining the phenomena that we are aware 

of but do not have an in-depth and detailed understanding (Yıldırım & Şimşek, 2013). The 

phenomenon in this study is the experience of “recess for students”. In this direction, phenomenology 

design was selected in order to reveal the views of school administrators and teachers working in 

primary and secondary schools on the role of recess for the students based on their experiences. 

Study Group 

Teachers and education administrators employed at 2 state primary schools and 2 state 

secondary schools with medium socio-economic levels participated in the study. “Maximum variation 

sampling method”, a purposeful sampling method, was used to identify the research groups. 

Purposeful sampling allows studying the situations that are thought to have in-depth and rich 

experiences in regards to the subject that is studied. Maximum variation sampling allows including the 

participants who may have different viewpoints regarding the situation that is addressed (Patton, 

2014). In this study, school administrators and teachers selected with the purposeful sampling method 

were included in the study since they were considered to have rich experiences that would ensure in-

depth investigations of the topic.  In order to reflect the diversity of “experiences related to recess” to a 

maximum extent, different participants were reached in the study based on school, gender, branch, and 

seniority. The following participants were included in the study: All educational administrators in both 

primary schools (n=5) and both secondary schools (n=6), a total of 10 classroom teachers from both 

primary schools (5 per primary school), and a total of 10 subject matter teachers from both secondary 

schools (1 English, 1 Turkish, 1 Social Studies, 1 Mathematics and 1 Science teacher per participating 
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school). 19 of the participants were female and 12 were male. The seniority of the participants varied 

between 7-32 years. All of the participants taught in more than one school and in different provinces 

since they started teaching. Table 1 provides information regarding the gender, seniority and subject 

matters of the education administrators and teachers participating in the interviews.  

Table 1. Information on Participants  

Participant  School  Gender Subject Matter Seniority 

S1 Secondary school Male Assistant Principal 12 

S2 Secondary school Male Principal 22 

S3 Secondary school Male Assistant Principal 18 

S4 Secondary school Male Assistant Principal 14 

S5 Secondary school Male Turkish 15 

S6 Secondary school Male Assistant Principal 14 

S7 Secondary school Female Social Sciences 15 

S8 Secondary school Female English 12 

S9 Secondary school Male Mathematics  14 

S10 Secondary school Female Science 21 

S11 Secondary school Male Principal 11 

S12 Secondary school Female Mathematics   8 

S13 Secondary school Male Turkish 15 

S14 Secondary school Female Social Sciences 14 

S15 Secondary school Female Science   7 

S16 Secondary school Male English 26 

P1 Primary school Female Classroom Teacher 22 

P2 Primary school Male Classroom Teacher 20 

P3 Primary school Male Assistant Principal 28 

P4 Primary school Male Classroom Teacher 15 

P5 Primary school Male Assistant Principal 17 

P6 Primary school Female Classroom Teacher 13 

P7 Primary school Female Classroom Teacher   8 

P8 Primary school Male Principal 29 

P9 Primary school Male Principal 22 

P10 Primary school Female Classroom Teacher 21 

P11 Primary school Female Classroom Teacher 28 

P12 Primary school Female Classroom Teacher 30 

P13 Primary school Male Classroom Teacher 14 

P14 Primary school Male Assistant Principal  16 

P15 Primary school Male Classroom Teacher 32 

 

Data Collection Tool and Data Collection Process 

In phenomenology studies “features of inspection provided to researchers by interviews such 

as interaction, flexibility and probing should be used in order to reveal the experiences and meanings 

relevant to what is experienced” (Yıldırım & Şimşek, 2013, p. 80). Therefore, the data were collected 

in this study, through semi-structured interviews with education administrators and teachers working 

in primary and secondary schools. Two experts, a teacher who was studying for a master's degree in 

educational sciences and an expert in qualitative research were consulted to ensure the reliability and 

validity of the interview questions. A subject matter teacher employed at a secondary school was 

interviewed in order to determine the comprehensibility and clearness of the interview questions 

developed for this study. After this interview, the interview form was finalized. There are 5 open-

ended questions in the interview form. These questions are; 

1. How do you define recess? 

2. In your opinion, what is the role of recess in school? 

3. Please think of your students’ behavior before and after recess; 
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a. How do they behave during the period before the recess? 

b. How do they behave during the period after the recess? 

4. What differences do you observe in your students that are noteworthy before and after the 

recess? 

5. What are the positive or negative aspects of recess for your students? 

Before the interviews, each participant was given information about the purpose of the study 

and their voluntary participation was sought. The participants were told that the interviews would be 

recorded with a voice recorder. The interviews were held in the schools where the participants worked, 

in areas where the research can be carried out robustly. Attention was paid to select rooms with no 

noise, no access during interviews, where the participants would feel comfortable (such as principal’s 

room, assistant principal’s room). So as not to disrupt education and training at participant schools, 

interviews with secondary school teachers were held during periods they were free from their teaching 

duties and interviews with primary school teachers were conducted during the classes which were 

taught by subject matter teachers. 

Data Analysis 

The data were analyzed by content analysis in this study. Content analysis aims to reach the 

concepts and relationships that can explain the data collected during the study. In content analysis, the 

data are subjected to a deeper analysis; the data that are similar to one another are combined around 

specific concepts and themes and presented in a format that the reader can understand (Yıldırım & 

Şimşek, 2013). Accordingly, all interviews with the participants were transferred to the computer 

environment in the form of texts (58 pages, 20569 words).  

The interview data were coded separately by taking the research questions into consideration. 

The list of codes created for the questions showed that the categories reflecting the contents of the 

codes were collected under four main themes: cognitive, affective, physical and social effects of 

recess. In addition, literature also pointed to the same themes in regards to the role of recess. For this 

reason, research data were processed under these 4 themes in general, more detailed codes that can be 

included in these themes were identified in the data analysis and grouped under sub-themes that best 

reflect their contents. Findings related to teachers’ and educational administrators’ views about the 

role of recess were explained and organized according to the themes and sub-themes which were 

identified with a holistic approach. 

Validity and Reliability Studies 

Members' check was provided by presenting research findings to the participants (Lincoln & 

Guba, 1985). Participant statements were conveyed exactly as they were. Examples of participant 

statements were provided about the generated themes. In addition, the codes, sub-themes and themes 

generated in the framework of this study were examined by a faculty member experienced in the field 

of qualitative study and educational sciences and peer debriefing was ensured with the help of 

provided suggestions (Miles & Huberman, 1984). Consistency between research questions and codes, 

consistency between data and codes, consistency between codes and themes, and consistency between 

main themes and sub-themes were confirmed with the help of peer assistance. 
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FINDINGS 

Based on the analysis of participants’ views on the “role of recess for students”, four themes 

were created: “cognitive”, “social”, “affective” and “physical” effects. 

Cognitive Effects of Recess  

The theme “cognitive effects of recess” includes 5 sub-themes: cognitive participation in the 

lesson, behavioral participation in the lesson, affective participation in the lesson, continuation of 

academic learning and negative effects. 

According to participants, recess had an effect on students’ “cognitive participation in 

classes”. They expressed that students’ attention spans were short and that recess provided a break 

after intensive lesson periods and relaxed students. In this vein, P9 expressed that, “Even adults can 

pay attention for a specific period of time, even to favorite writers etc…. Then again, this period is 

even shorter for children. Their attention span is shorter. Attention span is even shorter in primary 

school. Even though children love their teachers and want to listen to them with rapt attention, their 

nature does not allow that; therefore, breaks are required. Attention is renewed and improved after 

recess” and P14 stated that “Attention span of primary school children does not exceed 10 minutes. If 

children are kept focused on the task after the first 10 minutes, if their brain is not relaxed by focusing 

their attention on something else and if they are not relieved of the task, a 40-minute non-stop lesson 

will not help either the teacher or the students. It will even be harmful”. According to participants, 

students came to class with renewed attention after recess. S2 expressed that students who discharged 

their energy during recess started the new lesson fresher: “These children come to class with renewed 

energy, after having emptied their brains; they are more vigorous and fresh”. 

Participants stated that recess had an impact on students’ “behavioral participation in the 

classroom”. S14 stated that students who met their physical needs during recess had improved 

participation during classes: “In the morning, our students can be a little sleepy, we want them to have 

breakfast, but some of them say they couldn't get up in or they did not want to eat (when they woke 

up). Then, when they eat and drink something during the first break for 10 minutes, when they chat 

with their friends, they are more alert. The second class can pass a little livelier”. The participants 

stated that students were relieved of mental fatigue during recess and came to the next class fresher.   

S10 expressed that “After the recess, students are more pulled together. When they are out for 5 

minutes, they are more collected together; it is a transition to the class. They do the given activities 

more rapidly”.  

Participants stated that recess had an impact on students’ “affective participation in the 

classroom”. The following participant views show that recess provided relaxation for students, 

allowed them to discharge their energy and therefore they could participate in following lessons with 

more motivation, elation, enthusiasm and higher spirits: “They come back from recess happier. They 

come back with smiling faces. They are more motivated; they have discharged their excess energy. 

They are more motivated for the lesson. It is easier to engage a happy student during the class” (P1), 

“Students relieve their stress during recess and come to class more relaxed. When they return, they do 

their tasks more enthusiastically” (P15) and “A child who has a very productive recess, a child who 

has played during recess, a child who has re-charged himself/herself, a child who is happy will be 

more motivated and more channeled” (S4). 

Participants stated that recess provided students with an opportunity for “continued academic 

learning”. With the following views, participants expressed that while playing during the recess, 

students reinforced what they have learned in class, shared with their friends and checked their 

shortcomings, that is, their academic learning continued: “I mean recess is a period in which learning 

actually takes place. Training and education are not provided only during class hours, learning also 

takes place during recess. Some of the students can even discuss what they have learned in class 

during the break. For example, a student may mention that he/she has already heard about a subject 

they have just studied during the lesson, another may state that it is the first time he/she has heard this 
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topic or he/she claims that this (information) is from the internet. There is an interaction in this 

manner. In the lesson, you initiate a topic and the children develop it themselves” (P9) and 

“Especially after exams, they discuss questions. Such as “how did you answer, I answered this way, 

etc”.” (S3). 

 Participants expressed that recess may have a “negative effect” on the students, albeit a little. 

With the following view, P2 stated that recess would have a negative effect on students who were 

distracted by the recess in terms of motivation for the next class: “Students can be distracted by 

recess, they can be focused in class only for 3-5 minutes; if they really enjoy the game outside, they 

are really distracted and would prefer to be outside”. 

Social Effects of Recess  

The theme “social effects of recess” includes 9 sub-themes: “forming friendships”, “learning 

about life”, “self-knowledge”, “opportunity to play”, “social skills”, “being accepted”, “getting to 

know the student”, “sharing” and “negative effects”.  

On the theme of social effects of recess, participants emphasized the role of recess on 

“forming friendships” the most. The following views show that participants regard recess as a period 

in which students can form friendships: “Recess, in my opinion, is a period in which students 

socialize; recess regulates friendships” (S10); “Children are a bit more passive in the classroom. At 

recess, they can select their own playmates with their peers. Recess establishes more effective 

friendships” (P2). According to following views, participants thought that recess provided students 

with opportunities such as getting to know other students in their class and in other classes, forming 

relationships and choosing friends, etc.: “They have the chance to get to know each other, they have 

opportunities. They get to know each other during games, they run, and they fight. I think these are the 

areas where they can get to know each other. Besides, they cannot get to know each other unless there 

is recess at schools. In my opinion, students cannot know each other in the classroom setting” (S10), 

“Recess is an occasion for them to get to know each other. Students may compete in the class 

atmosphere and their friends in class may not be the same ones in the recess” (S4). 

Participants stated that recess provides students with the opportunity to “learn life”. With the 

following views, participants expressed that the games played during recess also provide life 

experiences and teach about life in regards to social roles: “Sometimes, they learn about defending 

their rights during recess, I mean, learning the rules of the game. When the rules are learned, in my 

opinion, the real struggle starts there (P12); “When he/she is kicked out of the game, he/she gets 

angry and says it is not fair; but then I say that your friends are right, you did not follow the rules. 

This is also a life experience. We are adults; you are kicked out when you don't follow the rules of the 

game. Hence, they're experiencing life” (P13); “The child falls during recess, but he/she can fall 

anywhere anytime. There are fights during recess. But children learn to defend themselves in this way. 

They learn to struggle with hardships when they fall” (S10). 

Participants stated that recess provided students with the opportunity to “get to know 

themselves” in social settings without the control of an authority. With the following views, 

participants stated that recess contributed to students’ getting to know themselves in social and 

physical areas outside the class and to realize their shortcomings: “When they are not accepted into the 

game, they are upset at first; but then they question themselves. They ask themselves why they are not 

in the game. They wonder if they have a shortcoming. Recess offers students an opportunity to improve 

themselves (P2); “Recess is a problematic process for students who are not accepted in groups. This 

age group can be very cruel to each other. They may exclude each other. The excluded child should 

get to know himself/herself” (S10) and “The child for example is good at classes, but when he/she 

realizes that he/she is not good at recess, he/she understands that it is necessary to improve 

himself/herself in that area as well” (S2).  

Participants stated that recess created the setting and provided opportunities for “playing 

games” for students. According to participants, children did not have chances to play outside and 
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recess provided a setting and opportunity for them to play: “They cannot play at home; there are no 

children in this era that can go to their gardens or to the street to play, there are no children who can 

play comfortably in their neighborhoods throughput the day. They come to school by school bus or 

their families drive them to school. The way back home is the same as well. The children have no 

place to play. They come here with pleasure to play here in the school yard” (P6) and “They do not 

have time to play at home with their friends like the old times. Streets, parks are not as safe as they 

were before; the children are not let out to play anymore. The children who are here all came from 

kindergarten. They are the ones who do not know the streets (how to play on the streets). They are the 

ones who play under the supervision of their parents even when they are out. They are under constant 

surveillance.  They are always interfered with. Recess settings provide them with a safe play 

environment” (P7).  

Participants stated that recess provided students with a setting to develop their “social skills”. 

With the following view, S6 expressed that students shared through play and socialized through 

forming relationships during recess: “I believe the school yard is different for bilateral relations; 

children form relationships in a wider setting in which the authority inside the school does not exist 

and they socialize through play”. With the following statement, S7 expressed that students found the 

chance to socialize during recess independently: “(Recess is) a setting in which they can socialize; at 

homes or in parks everyone hesitates a bit; warns not to approach this or that child or asks who these 

are. The only place children can socialize is the school and the recess is when children can socialize. 

We do not leave children alone in the parks either, we wait for them. We keep children under constant 

observation. But during recess, there are no mothers, no fathers, there is nobody to tell them “don’t, 

stop” and therefore the children can socialize to their hearts’ desire”. With the following views, some 

participants stated that recess allowed students to improve their social skills such as leadership, taking 

turns and appreciating others: “They express themselves. Students with leadership quality stand out, 

they can gather their friends around themselves” (P15) and “They learn to take turns, such as taking 

turns in the canteen queue and they learn to express themselves. They express their emotions. They 

appreciate one another for instance by saying that you are very good at the game” (P8).  

Participants stated that recess provided an opportunity, especially in some situations, for 

students to be “accepted”. With the following views, participants stated that students with special 

educational needs were accepted by their friends during recess: “Recess is an opportunity to make 

friends or an opportunity for students who cannot form friendship to make friends. I have an inclusion 

student in my class and he is having problems making friends. He cannot form friendships during 

class because we are busy studying. Recess is an opportunity for him. His friends also help him” (P8) 

and “I have a son, he is special, he has Asperger syndrome. I can say that I bring him here mostly for 

the recess. Because they integrate a lot, during recess, it is incredible. The only place where my son 

can form relations and maintain them is recess, that’s where he can communicate with other children. 

Recess is perfect for being accepted” (S7) . P9 expressed with the following view that newcomers can 

be accepted at school with the help of recess: “Recess is where a newcomer to school can extensively 

socialize with the class, with peers or friends”. 

Participants also expressed that recess provided an important opportunity and setting for 

teachers, administrators, families, etc. in “getting to know the student”. With the following views, the 

participants stated that recess allowed opportunities to get to know the student from personal, social, 

psychological etc. perspectives which would be difficult to undertake during classes: “You need to 

observe the recess periods. If one of our children is standing alone on the side without forming 

friendships with anyone, if our teacher becomes aware of the situation, he/she intervenes right away. I 

mean, the child is not interested in Turkish. Mathematics, he/she manifests himself/herself during 

recesses. Recess is actually one of the best ways to get to know children” (P9); “There are students 

who are not accepted in groups. We observe them. They are by themselves during recess. Authority is 

important too, of course. The time when they are on their own and when they can be independent is 

the recess period” (S8); “I don’t think they will display themselves under the supervision of adults.  

The child fully displays his/her character in play, in a place where he/she is relaxed and happy” (S10) 

and “Recess is very important for me. During recess, the child is free and can express himself/herself 

better” (P14).  
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Participants stated that recess provided students opportunities for “sharing”. With the 

following views, the participants expressed that recess allowed students to share their food, drinks, 

emotions etc. during recess: “For instance, a child shares his/her food with his/her favorite friend; 

sharing is talking with others, sharing what has happened at home with friends, giving information 

about loved ones. There are conversations during class hours but emotions are not emphasized much. 

Also, children share private information among themselves” (P8); “During class, students are not 

supposed to talk with their friends but during recess, during these ten minutes, they eat a bagel 

together, they meet each other, they play, they both learn what friendship is and they do group 

activities; they play volleyball etc. in secondary schools. These activities also develop feelings of 

belonging to a group and sharing. They share the social life” (S8) and “They speak with friends, they 

share their feelings, they share their positions in lessons” (S9).  

The participants stated that recess also had “negative effects” for the students socially. With 

the following views, participants expressed that children may copy negative behaviors from one 

another in their interactions during recess: “Children can swear at each other during recess. Children 

learn some negative things at school. Perhaps they hear those things (swear words) before they 

understand what they mean” (P16), “Some of the children express themselves by pushing each other. 

They do not learn good things in this manner, they internalize bad behaviors in such bad situations” 

(P8). 

Affective Effects of Recess  

The theme “affective effects of recess” includes 2 sub-themes: “positive feelings” and 

“negative feelings”.  

Participants stated that recess mostly created “positive feelings” for students. With the 

following views, participants expressed that recess made students happy: “During recess, children are 

relaxed, their faces are smiling, and they are more enthusiastic, kidding around during recess follows 

them to the corridors and even to the classrooms. Children are much happier” (S2) and “Recess is a 

reason to come to school. When children come to school in the morning, you can just see by looking at 

them coming that they may not have enough sleep. When children enter the building, they go up steps 

slowly. But when they go out for recess, all children rush out running and try to make the best of their 

time. Recess is what students like. If you ask them to select the recess or the lesson, 80-90% in every 

100 students will select recess” (P2). The happiness generated by recess was reported by S13 in the 

following statement by associating it with the friendships formed during recess: “We can associate it 

with the bond of friendship. The children who regard themselves to be accepted in a group will form 

affective ties in that respect. They will feel connected both to their classes and their schools and 

therefore, they will feel happy. They are very cheerful and merry during recess, and naturally it is 

reflected in the lessons as well”. With the following statements, participants expressed that recess 

increased school commitment: “Recess ensures commitment to friends. We grew up in villages, in the 

past. There were playing ground in village life to play with friends; we grew up playing in the village, 

parks and streets. But children now do not have the chance to grow up like this. Since children mostly 

play with their friends during recess, it will create commitment to school” (P4); “It increases 

commitment to school. Children play games and become motivated for classes” (S6) and “The more 

they have fun times at school, the more they will like school. Hence they want to come to school a lot. 

Therefore, recess is useful in affective terms. Children can present themselves at school, they do 

enjoyable things, they like school very much. Otherwise, no children will come to school just for the 

classes. I don’t believe any child will come to school only for lessons” (S7).  

Very few of the participants stated that recess had “negative effects” on students affectively. 

With the following views, participants expressed the negative effects of recess on the students who 

could not spend recess periods as they would like to do: “If children have shown the desired 

performance in the games they played during recess, they keep talking with their friends until the 

teacher comes into class. If they are satisfied, they become ready for the class easily. The children who 

played during recess keep talking, some children become furious about issues related to playing and 

not playing during recess.  The ones who cannot do as they desire get stressed about it” (P10), “Some 
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children in the 1
st
 grade want to have their way, they cannot accept other ideas, they constantly cry for 

this, saying that they did not do what I suggested, I was not made captain etc., but in time, this feeling 

is suppressed” (P12), “This age group can be very cruel to each other. They may exclude each other” 

(S9) and “Children who cannot participate in the recess with their friends will become lonely. They 

will feel empty” (S13)  

Physical Effects of Recess  

The theme “physical effects of recess” includes 4 sub-themes: “movement”, “health”, 

“reduction in undesired behaviors in class” and “negative feelings”.  

Under the theme physical effects of recess, the participants expressed that recess provided 

students with the opportunity for “movement” the most. With the following views, the participants 

stated since today’s children could not play on the street, they had the opportunity for movement only 

during school recess: “Today, children always come to school either with school buses or private cars, 

they have weight issues. During recess, there is energy discharge, to some extent. Hence, I think 

recess also provides activities in that respect” (P1) and “Children who do not even go down in front of 

their apartments in today's living conditions are at least running and playing during recess” (S13). 

They also stated that children moved during recesses in the following statements: “They climb up and 

down the stairs. The children who sit in the class for 40 minutes go one storey down to the restroom, 

to their teachers or to buy food, they run” (S10); “First of all, when the child goes out the classroom, 

the will go down the stairs, he will go out, that will definitely contribute in physical aspects. When they 

do activities such as running, these activities will also have physical effects” (S15).  

Participants stated that recess will positively affect students’ “health”. With the following 

opinions, the participants expressed that physical activities performed during recess will have positive 

effects on health in regards to issues such as weight loss, physical development, metabolic rate, etc.: 

“The students who are good during recess, the students who run, play, jump, they at least climb stairs. 

They climb 50-60 steps. If we think that children do that at least 5 times a day, we can regard it as a 

sports activity. It contributes to children’s physical development” (P2), “Children definitely move, I do 

not think it in terms of losing weight. They will at least move. Movement is healthy (P6) and “Children 

who sit and work on computers spend time with snacks mostly. Hence they are inactive and gains 

excessive weight. Then we try to correct it by going to one dietician after another. Recess contributes 

to movement” (S16).  

Participants stated that recess provided “reduction in undesired student behaviors” in the 

classroom. In the following statements, the participants expressed that undesired negative in-class 

behaviors of children with special educational needs and children with normal developmental patterns 

decreased after recess: “Undesired behaviors decrease. When students discharge their energy, they 

participate in class and they are calmer” (P1); “Hyper active children are like trucks with bad brakes, 

they cannot control themselves. Even when they do nothing, they make noises and sway in their seats. 

They discharge their energy during recess. They are relaxed (P13); “Some of our students are very 

active, there are some students who cannot stand still, they always fidget. Students may act differently 

for different teachers. For example, there is a student who receives support classes. One of our friends 

say that he/she will not keep still, he/she jumps from place to place, speaks to friends during class, but 

when he/she is in my classroom, he/she goes to back of the classroom and sleeps. These children 

experience relaxation after recess” (S14).   

Very few of the participants stated that recess had “negative physical effects” on students. In 

the following statements, the participants expressed the negative physical effects during recess in case 

of accidents: “During recess, they usually run, they play different active games. Children may fall 

while running. They may accidentally hurt their friends. They may trip” (S1) and “Children are 

independent. There may be problems when we cannot control them, they may fall. It happened to my 

nephew, his jaw was fractured and he had 2 stitches. Actually it is a momentary disadvantage; recess 

can create an undesired outcome just for this moment” (S8).  
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RESULT AND DISCUSSION 

This study explored the views of classroom teachers at primary schools and subject matter 

teachers employed at secondary schools and the education administrators of these schools (school 

principals and assistant principals) on the role of recess for students. Based on the findings obtained in 

the study, the role of recess for students was combined within the framework of 4 main themes: 

"cognitive", "social", "affective" and "physical" effects. The theme of cognitive effects of recess 

includes 5 sub-themes: “cognitive participation in lesson”, “behavioral participation in lesson”, 

“affective participation in lesson”, “continuation of academic learning” and “negative effects”. 

According to participants, recess ensured that students “cognitively participated in the lesson”. 

Participants stated that when the students came to class after recess, their attention was more directed; 

they were more concentrated and more adapted to the lesson. In her study, Grevengoed (2017) 

determined that educational professionals regarded recess as a period to refocus students’ attention. 

The reason why student attention is re-focused after recess is that “attention” requires 

renewals periodically. The brain needs a downtime to transfer what it has learned to long-term 

memory. As a matter of fact, previous studies have shown that primary school students become more 

careless as the recess is delayed, or in other words, as lesson periods are lengthened (Jarrett, 2002). In 

order for students to have optimal cognitive processing, they need a break period after an intensive 

teaching period. Transition from one class to another does not provide the necessary recess/break 

required for active participation of children in academic affairs (Beard, 2018). Experimental research 

on memory and attention demonstrated that concentration is better when teaching is intermittent rather 

than provided as intense practices performed at once (Beard, 2018; Erin Vaantaja, 2016; Grevengoed, 

2017; Jarrett, 2002; Sohn, 2015) and that when there is recess/break during cognitively challenging 

academic tasks, student learning in the classroom can be maximized (Beard, 2018; Danaher, 2018; 

Erin Vaantaja, 2016). The participants in this study expressed that recess prevented students from 

detachment during the lesson and that the students started the lesson fresher and ready to learn after 

the recess. In addition, the participants stated that recess increased academic success. Literature 

indicates that the physical activities students are engaged in during recess support learning. It was 

found that elementary school students who are given more recess time perform better in mathematics 

(Danaher, 2018; Fedewa, Ahn, Erwin & Davis, 2015). Foran, Manion and Rutherford (2017) reported 

that teachers perceived that students to be more focused after participating in physical activity. Meta-

analysis findings of 200 studies also showed that exercise had an effect on cognitive functionality 

(Etnier, Salazar, Landers, Petruzzello, Han & Nowell, 1997). Physically active students get better 

grades, participate more, display positive classroom behavior and have better cognitive functionality. 

Recess helps students by improving their memory, concentration and attention by offering them the 

opportunity to be physically active (Beard, 2018) 

The participants in this study reported that students’ behavioral participation increased after 

recess as well. This increase was due to the break period provided by recess. Literature demonstrates 

that academic subjects are learned more effectively when learned in short intervals. In addition, it is 

stated that the students perform academic tasks both more quickly and more carefully and their active 

participation increases during the academic tasks following recess (Erin Vaantaja, 2016; Smith, 2017). 

In a study on 5
th
 graders, Smith (2017) observed students’ behaviors related to academic tasks 

(answering the questions asked, looking at the teaching materials or writing in the specified time 

period, getting help from teacher or teacher's assistant, lifting hands) and unrelated to academic tasks 

at hand (staring, playing with their hair, writing on paper, talking with classmates during group work) 

before and after recess periods. Research results shows that behaviors relayed to academic tasks 

increased after recess while behaviors unrelated to academic tasks decreased. 

The participants in the research stated that the students who relaxed by discharging their 

energy during recess were more enthusiastic and more motivated in academic tasks in the following 

lesson. The studies in the literature show that recess animates children who get back to class willing 

and ready to take academic tasks in the classroom (Beard, 2018; Erin Vaantaja, 2016; Holmes et al. 

2006). 
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The theme “social effects of recess” in the study includes 9 sub-themes: “forming friendships”, 

“learning life”, “social skills”, “being accepted”, “knowing the self”, “getting to know the student”, 

“sharing” and “negative effects”. Learning that takes place during recess is different from the learning 

that takes place in the classroom. During recess, in social context, students perform verbal and non-

verbal peer interactions through which they can experience social skills that may be necessary in life 

and learn social roles (AAP, 2013). As a matter of fact, according to the study conducted by 

Santistevan (2011) education professionals (teachers, principals) believed that recess provides children 

with a great opportunity to play with their peers, to have peer relationships and to practice social 

competencies. During recess students play unstructured games which offer them a relaxing break after 

school’s structured daily routines. With the help of this relaxation, students both cognitively 

participate in the following classes and meet their socialization needs. Children can discuss, 

communicate, and negotiate with their peers through play during recess (Burriss & Burriss 2011). 

Children develop additional competencies through unstructured play to help with the flexibility needed 

to face the challenges they will encounter later in life (Ginsburg, 2007). In this sense, recess provides 

students with an opportunity to experience real life. During their interactions with their peers, students 

learn to solve problems arising from differences of opinion, to look at problems from other 

perspectives apart from their own, to deal with problems and to control themselves. In addition, recess 

provides opportunities to develop basic skills such as discussing problems, compromising, problem 

solving, collaborating, sharing, abiding by the rules of the game, respecting the rights of others, taking 

responsibility and building relationships. Learning these skills is a requirement for students to continue 

playing and interacting with each other during recess. 

Therefore, recess offers students the opportunity to demonstrate their social abilities and 

competencies (Beard, 2018; Sohn, 2015). Therefore, students learn and practice social skills during 

recess. While those who practice these social skills are more popular among friends, students who are 

rejected by their peers (who are not accepted in games, etc.) are those who lack these skills. Recess 

also helps students to recognize these shortcomings. In this sense, children are given the opportunity to 

get to know themselves during recess. While popular children tend to cooperate and have different 

perspectives, rejected children display aggression and are often withdrawn. These rejected children 

have social emotional problems (Beard, 2018). Teachers can observe which students are interacting 

with their peers during recess or if they are participating in physical activities (Grevengoed, 2017). 

Therefore, recess creates an important opportunity for these students to be noticed by their teachers 

and parents. 

The theme “affective effects of recess” includes 2 sub-themes: “positive emotions” and 

“negative emotions”. The participants in this study stated that recess mostly provides students with 

“positive emotions”. Previous studies show that children who play outside experience less stress and 

anxiety and have a developed sense of self-worth. Recess offers the opportunity of giving a break to 

children who need time for themselves (Chen, 2017). Children learn justice and how to properly 

express and cope with feelings such as anger, frustration and fear. Recess also reduces the tension 

children feel while learning or trying to achieve. Children playing during recess can relax without the 

intervention of adults (Beard, 2018).  

The theme “physical effects of recess” includes 4 sub-themes: “Movement”, “Health”, 

“Decrease in undesired behaviors in the classroom” and “Negative effects”. The participants in this 

study stated that recess allowed students to “move” physically the most. Children spend most of their 

days sitting in schools (Beard, 2018; Frank at al., 2018). During the school day, physical education 

classes and recess offer students the opportunity to move. Children can undertake 40% of their daily 

physical activities during breaks (Beard, 2018). If children do not have the chance to be active during 

the school day, they do not tend to compensate after school (Jarrett, 2002). Students consume energy 

by playing games with their peers during recess. Ünal (2009) explains from a physiological 

perspective that when children play games involving leaping, running, jumping and climbing, these 

games help maintain normal functioning of the circulatory, respiratory, digestive and excretory 

systems. Studies found that physical activity during recess is positively associated with improving the 

children’s bone health, increasing their psychological well-beings and increasing their motor skills. 

Participation of students in adequate physical activity during recess helps the prevention of obesity and 
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ensures healthy weight loss (Chen, 2017; Frank at al., 2018). Physical activity, which is performed 

during recess, nourishes the brain by activating most areas of the brain. Movement, in the form of 

physical activity, increases the number and capacity of blood vessels in the brain; this speeds up the 

delivery of oxygen, water and glucose (Pica, 2010). In addition, it was determined that hyperactive 

children participate more in academic affairs after recess and there is a decrease in their undesired 

behaviors such as inability to stand still (Jarrett, 1998). Grevengoed (2017) also stated that children 

with attention deficit and hyperactivity disorder can calm down in the following lessons as a result of 

activity they experience during recess. In this sense, it can be argued that recess contributes to both 

students’ attention and classroom management. 

During the research, the participants expressed a few thoughts that would fall under the 

category of negative effects of recess under each of the main themes: cognitive, social, affective and 

physical effects. In regards to negative cognitive effects of recess, participants stated that some 

students had difficulty for a short period (3-5 minutes) to re-motivate themselves for the class after 

recess. In general, the literature and the results obtained in this research present positive results 

regarding the positive effects of recess in the cognitive domain (Beard, 2018; Erin Vaantaja, 2016; 

Holmes at al., 2006). However, some educators have reported that recess distracts students, diverts 

their attention and alienates them from classes (Pellegrini & Smith, 1993). The teachers stated that 

they have difficulty in re-adapting students to the lesson or having students contribute to class due to 

fatigue after intense physical activities during recess (Blatcford & Sumper, 1998). 

In regards to the sub-theme of negative social effects of recess, participants mentioned 

students’ modeling negative communication modes such as use of slang, pushing each other, etc.. 

Literature includes views about modeling such negative behaviors from peers (Erin Vaantaja, 2016). 

Recess allows student interaction without teacher authority. During these interactions, students can 

model negative examples as well as positive communication examples. Under the “negative emotions” 

sub-theme, the participants in this study stated students experienced exclusion and loneliness because 

of not being included in the games during recess and that caused students to be unhappy. They also 

conveyed that students experienced a sense of loss and frustration when they did not get the desired 

results during play. Literature supports this view. It has been reported that when children have 

difficulties in initiating or maintaining friendships in recess, it may have negative effects on affective 

development (Erin Vaantaja, 2016). According to participants, although these feelings seemed to 

affect students negatively at the moment, they developed them socially in terms of experiencing real 

life and knowing themselves. recess provides an opportunity for students to recognize the causes of 

negative emotions and not to repeat their mistakes. 

The negative physical effects of recess were noted by the participants in this study as physical 

injuries that may occur during recess. Accidents and injuries at schools mostly occur during recess and 

lunch breaks because children are free and play games during these periods. There are some risks in 

the games children play during recess (Eraslan & Aycan, 2008; Kıral & Kepenekçi, 2018). Due to 

these risks, teachers in some countries want to restrict recess periods and ban playing some games 

(Blatchford & Sumpner, 1998; Thomson, 2003). Even though they are monitored by teachers during 

recess, students run, play games, go up and down stairs to meet their needs, move freely. Therefore, 

there is no absolute control of student movements, as is the case in the classroom. Studies 

demonstrated that lack of control during recess can allow more opportunities for aggressive actions 

and create opportunities for bullying behaviors and victimization (Erin Vaantaja, 2016). At recess, 

students can physically harm their friends or bully them by socially excluding their friends.  In 

addition to the negative impact caused by lack of supervision, the inadequacy of recess areas is one of 

the reasons why various behavioral problems and especially physical injuries occur. In Özkal’s (2019) 

study, the students stated that their injuries during recess were related to the insufficiency of the school 

gardens and the fact that the floor was paved with cobblestones. Genç (2003) determined that both the 

areas at schools and the opportunities in these areas were insufficient for recess. For these reasons, 

students who are unable to undertake the desired activities during recess may display various negative 

behaviors. The participants in this study expressed that these disadvantages experienced by students 

during recess will contribute to their social development in terms of learning life and coping with 

difficulties.  
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Schools aim to ensure physical and spiritual development of students while developing them 

academically through educational programs. The educational program covers all the activities that an 

educational institution provides for children, youth and adults to achieve the goals of the national 

education and institution. Services and functions such as instruction, extracurricular activities, 

celebration of special days, excursions, short courses, guidance, health, etc. are included within this 

framework. As stated in the definition, recess periods, one of the free time activities, are included in 

the programs implemented at schools. The results of the research revealed that the participants thought 

that recess had positive effects on the cognitive, social, affective and physical development of 

students, consistent with literature on recess. Albeit a small number, negative effects of recess are also 

included in research results. This also shows that recess is an important curricular element through the 

implicit program. The research results provide important data on the necessity of not revoking 

children’s rights to have recess which is limited to 15 minutes at the moment by providing 

justifications to extend the duration of lessons in order keep up with the curriculum or to solve one 

more question. Therefore, providing information about the positive effects of recess in in-service and 

pre-service teacher education programs will be beneficial for children to exercise their right to have 

recess. 

Teachers’ and administrators’ views on the effects of recess in this study are positive in terms 

of students' right to have recess. These results point to the importance of investigating how recess, 

which is considered to have significant developmental effects on children, is implemented at schools. 

It will be beneficial to obtain student views on recess implementations or to make observational 

studies in order to determine the actual practices in school settings. Research results indicated that 

recess provides important findings to teachers in terms of getting to know their students. School and 

classroom counselor teachers can identify preventive and reformative intervention programs by 

observing students during recess. Students can be encouraged to play together since recess has positive 

contributions to the inclusion of new students and students who need special education. School and 

classroom counselor teachers may provide information to parents during parent-teacher meetings 

about the importance of playing together for children.  It is advisable to take the necessary precautions 

to minimize physical harm to students during recess, especially to prevent life-threatening situations. 

Considering the positive relationships of recess with students’ cognitive, social, affective and physical 

development, it may also be suggested to researchers to conduct studies on the adequacy of the 

duration of recess as well as the adequacy of school gardens which are used during recess. 
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Abstract 

This study was undertaken to examine how parental literacy experiences were reflected in the literacy 

tendencies and experiences of preservice teachers. It is known that in order to offer an effective 

teacher education, it is necessary to know preservice teachers by analyzing their literacy practices 
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skills of primary school children. The research presented here was a phenomenological study 
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INTRODUCTION 

Prior to 2000, literacy studies had been mostly conducted in the cognitive field, but since then, 

literary practices have begun to address the cognitive aspects, explaining and defining them in the 

social and cultural context through new literacy studies (Rogers, 2011). Today, being a literate person 

not only means having gained literacy skills, but also conveys a broader meaning, including all 

language skills and a dimension related to how and for what purpose these skills are used. 

Furthermore, literacy is described and interpreted as political and social practices that create or limit 

opportunities for people who have become literate individuals, rather than only referring to knowing 

how to read and write (Freire 1972; Gee, 2000; Van Sluys, Lewison & Filint, 2006). 

Literacy and Discourse Relations 

Since literacy involves the visual and written texts of individuals and their interrelationships, a 

person examining literacy practices also has to investigate the discourse (statements) of individuals. 

This discourse includes not only language skills and literacy practices but also all the social and 

semiotic practices that shape lives of people (Gee, 1996; Hicks, 1995). Discourse, a form of 

communication through language, is defined as the means of language that individuals use to attain or 

achieve something in the world based on their knowledge of language and the way they articulate this 

knowledge. Analyzing the statements of individuals is an approach that examines how the language is 

used, as well as the extent of its use. In discourse analysis, instead of seeking direct answers to 

questions, the focus is on the details in the conversation with reference to the information being 

exchanged, trying to understand what a person really wants to say or the underlying political, cultural 

and historical situations in the background (Van Dijk, 1999). In addition, how information is 

structured socially is also examined (Gee & Green, 1998). Educational studies conducted through 

discourse analysis can be seen as an attempt to find answers to new definitions of literacy, create new 

theories, and devise new research questions and methods for the new literacy phenomenon (Rex, 

Bunn, Davila, Dickinson, Ford, Gerben, McBee Orzulak, & Thomson, 2010).  

Everyone has stories/things to tell about their literacy experiences, and in terms this research 

as with everyone, past experiences have a significant influence on the literacy of preservice teachers. It 

is known that identities created by this influence play an important role in teachers’ selection of 

written work for reading and writing, their educational styles, and interaction with their students (Parr 

& Campbell, 2011). Therefore, it is important to collect information about how preservice teachers 

acquire their literacy and how it matures, as well as gaining data concerning their socio-cultural 

background. This process can assist in providing them with a better education and raising their 

awareness of how information is transferred through language. The personal stories of preservice 

teachers are considered and explored as a rich source for teacher education (Zeichner, 2003). In this 

context, the parents, as the main characters of the personal stories of preservice teachers, should also 

be explored in terms of literacy experiences. This is of great importance for understanding the 

conditions under which the literacy of preservice teachers is shaped.  

The Home Literacy Environment 

According to the theory of social constructivism, literacy practices carried out at home with 

the family have a significant impact on language and literacy development. With reference to literacy 

at home, research has been undertaken on the basis of quantitative data, such as the number of books 

at home (Myrberg & Rosen, 2009), how many books are read at home, and the amount of time spent 

on reading and writing activities. However, there are few studies examining the qualitative 

characteristics of literacy and interactions about literacy (Leseman & De Jong, 1998; Van Bergen, van 

Zuijen, Bishop, & de Jong 2016). In these studies, it has been revealed that reading books with the 

family and doing literacy work at home are effective in developing a positive attitude toward literacy 

(Dickinson & Tabors, 1991; Mason, 1992; Wagner, Torgesen, & Rashotte, 1994; Johnson, Martin, 

Brooks-Gunn, & Petrill, 2008; Kiuru et al., 2013; Sénéchal & LeFevre, 2014). Research has revealed 

that 70% of the individual differences in literacy are related to the social environment and heredity (de 
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Zeeuw, de Geus, & Boomsma, 2015; Olson, Keenan, Byrne, & Samuelsson, 2014). It is estimated that 

the family dimension of the social environment has a greater impact on literacy, considering that 

children spend more time with their family, especially until the beginning of elementary school. 

Engaging with book reading activities with children at home beginning with the preschool period and 

developing their early literacy skills significantly influence the level of literacy children will attain at a 

later age (Mol & Bus, 2011; de Jong & van der Leij, 1999). In addition to helping to develop positive 

attitudes toward literacy, studies on literacy within the family at home have also been found to 

influence student success (Mason, 1992; Purcell-Gates & Dahl, 1991; Wells, 1985). A study 

conducted by Evans, Kelley, Sikora, and Treiman (2010) in 27 countries revealed that children 

growing up in a home environment where they are read books by family members are more likely to 

achieve academic success in future. Children’s participation in literacy activities with their parents 

(and other adults) from early ages at home is one of the most important elements shaping their literacy 

identities and literacy approaches (Leseman & De Jong, 1998; Tavşanlı & Bulunuz, 2017; Ehri & 

Roberts, 2006; Saracho, 1997; Bindman, Skibbe, Hindman, Aram & Morrison, 2014). However, there 

are great differences in the literacy experiences that families provide at home and therefore assisting in 

preparing their children for school (Arnold & Whitehurst, 1994). Some of the most obvious 

differences in the literacy experiences of families stem from their socio-cultural experiences. 

The Present Study 

Children’s experience with literacy at home and their parents’ literacy practices, which 

provide the basis of linguistic and literacy skills in children, cannot be considered apart from parents’ 

education, work, social networking, and socio-cultural contexts. It is believed that families’ literacy 

traditions, life styles, educational statuses, differences in how they create a literacy environment at 

home, and the parents’ own literacy histories affect children’s language development and literacy 

tendencies. Rogoff, Mistry, Göncü and Mosier (1993) stated that functional and semantic relations 

between literacy practices and socio-cultural practices could not be ignored. It has been found that 

parents’ literacy and socio-cultural experiences are related to how they guide their children in reading 

and writing, and that the children are influenced by these experiences to create literacy identities 

(Powell, Diamond, Bojczyk & Gerde, 2008). In this study, literacy was considered as not only a 

cognitive but also a social and cultural perspective, and the objective was to determine the kind of 

advantages and disadvantages of parents' literacy experiences / identities present. In this context, we 

focused on the family, school, business and university experiences in line with the discourses of 

families and preservice teachers. In addition, the parents' education and home literacy activities were 

taken into consideration. In this respect, this study aimed to determine whether the family has a real 

reflection on the preservice teachers’ literacy development. It has been supported by research that to 

offer an effective education, it is necessary to elicit information from the preservice teachers by 

analyzing the literacy practices originating from their parents and take into account their tendencies 

concerning how to educate readers (Johnson, 2007, 2008; Parr & Campbell, 2011; Rogers, Marshall, 

& Tyson, 2006).  

METHODOLOGY 

To conduct the current study, descriptive phenomenology was selected, which is one of the 

types of phenomenological research. Descriptive phenomenology offers an epistemological viewpoint 

that examines what individuals know and tries to define it by describing it (Creswell, 2012). 

Phenomenology studies generally aim to reveal perceptions and viewpoints about a previously 

determined phenomenon, with reference to the experiences of individuals (Reiners, 2012). This 

method allows an in-depth and multidimensional examination of a phenomenon that causes difficulties 

in terms of making sense, definition and analysis, even if the person is somewhat knowledgeable about 

the phenomenon (Creswell, 2012). In this context, in this study, literacy experiences of fourth-year 

preservice elementary education teachers and literacy experiences of their parents were examined 

through interviews and observations carried out in the homes in which the preservice teachers lived 

with their parents. 
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Participants 

In phenomenology research, the participants of the research should have experience about the 

case being studied and should be able to pass on these experiences (Christensen, Johnson & Turner, 

2015). The study included six preservice teachers in their fourth year of the Elementary Education 

Department in Uludağ University and their parents.  

The participants in the study were determined using the purposeful sampling technique of 

"maximum variation sampling" technique. When a small sample of maximum diversity is selected, the 

process of data collection and analysis will give two kinds of findings. These are common themes that 

may arise between the specific detailed descriptions of each situation, including sampling and the 

situations that differ greatly (Patton, 2001). 

The reason for choosing these preservice teachers was that they had more literacy history 

being in their final year. In order to select the participants, firstly, the preservice teachers of the 

previous year were contacted informed about the content of the research to be conducted first and then 

given a short questionnaire, which asked the number of books the preservice teachers read annually, 

the frequency of expressing their thoughts in writing in various settings, whether they lived with their 

families, and if they wanted to participate in the study. From the responses to the form, six preservice 

teachers were asked to join the study on the basis of the diversity of the individuals and variety of their 

experiences. Of the participants, five were female and one was male. While explaining the 

characteristics of the preservice teachers and their families participating in the research ethics, their 

real names were kept secret and coded. 

Hande, one of the participants, grew up in a family in which the parents were university 

graduates and provided a socio-economically high, accepting, reassuring and democratic environment. 

Hande created files related to researching, read publications, and recorded what she had found since 

her aim was to be an academician in future. She had good opportunities at home to become a literate 

person. Hande was in the forefront of her peers in terms of reading books, researching and writing 

educational texts, and took advantage of these opportunities. Some of Hande's writing can be found on 

websites that publish articles on education. 

Gönül also grew up in a family with parents who were university graduates. Her father’s level 

of literacy was part of his job, but her mother was less active in terms of literacy. Gönül was not at the 

same level as Hande in terms of literacy skills and use, but she drew attention with her regular reading 

and writing and continuing to engage in these activities. Gönül wrote poems to her boyfriend and 

father from time to time and reads magazines. 

Mesut was the son of a teacher mother and an unemployed father. His mother was a university 

graduate while his father was an elementary school graduate. His family was at a moderate socio-

economic level. Mesut grew up in an environment of extreme tolerance at home, in which everything 

the child did was welcomed and highly appreciated. Mesut, who had developed his literacy skills with 

his mother’s support, continued to read different genres, but he did not write. He mostly read 

magazines, newspapers or internet sources. Mesut stated that he did not like to read long texts or 

literary works, such as novels. 

Sezin’s father was a university graduate, and her mother was an elementary school graduate. 

Unlike the other families, Sezin came from a large family structure, and she explained that this 

situation supported her literacy. She stated that her teacher father and her older sisters were influential 

in her literacy experience. For example, she said that her two sisters had different books and that she 

read these books. Sezin had the highest score among the participants in terms of grade point average. 

The parents of Başak and Gamze, the other two participants, were elementary school and high 

school graduates. Both families were socio-economically at a moderate level and had a nuclear family 

structure. At home, Başak had been directed to read very accurately at home (in the sense of being a 

good student, not literacy). Even when faced with occasional serious problems in her education, she 
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improved her literacy skills, and she made comments that indicate that she was still capable in terms of 

her literacy. Başak considered herself as a good reader and particularly followed new publications 

related to education. 

Gamze, on the other hand, grew up in a house where literacy was seen as a means of acquiring 

a profession, and she was presented with the idea that she should continue to read and have a good 

career. Nevertheless, she had released herself from these boundaries and managed to open a wider 

window of literacy in terms of enjoying reading, as well as reading and writing freely. However, her 

literacy experiences were more limited to reading. 

Data Collection 

The data of the study were collected through semi-structured interview questions posed to 

both the preservice teachers and their parents, and observational notes taken in the homes of the 

preservice teachers. The semi-structured interview questions were prepared after a preliminary 

interview was conducted with three elementary education preservice teachers and a subject matter 

expert. The interview form consisted of 18 questions to be directed to the preservice teachers and 17 

questions to be directed to the parents. This form was presented for review by three subject matter 

experts working in literacy. In line with the comments and suggestions from the experts, two of the 

preservice teacher interview questions and one of the parental interview questions were removed from 

the interview form, and some questions were modified. Following the modifications, a semi-structured 

interview form consisting of 16 questions for the preservice teachers and 14 questions for the parents 

was sent back to the experts, and in the light of the feedback, it was confirmed that the form was 

suitable for the study. Pilot interviews with two preservice teachers and their parents were conducted 

before the actual interviews. During the pilot interviews, it was checked whether the semi-structured 

interview questions were in agreement with the specified aim and whether the questions were 

understood by the preservice teachers and their parents. Based on the outcome of the pilot interviews, 

it was decided that the semi-structured interview questions were suitable for the study, and the 

following questions were to be posed to the participants: 

Preservice Teacher Questions 

 Would you describe yourself as literate? (Are you literate?, What kind of books do 

you read?, How often and how long do you read it?, What other sources do you read other 

than books?, Do you read items on the internet?) 

 How does your family usually spend their time? 

 Can you tell us about the activities you do with your parents and how do they affect 

your language development? 

 How did you learn to read and write? 

 What kind of teaching method did your teacher use? 

 What do you remember about the activities you engaged in to improve your language 

skills? 

 Can you describe a moment about literacy that matters to you? 

 What experience in your school years do you think influenced your current literacy 

level and engagement?  

 Do you think the family influences literacy development throughout school life 

(preschool, primary, secondary, high school)? Can you explain this influence? 

 Have you had a job?  If yes, can you explain what it was and to what extent your work 

required the use of language skills (listening, speaking, reading and writing)? 

 How do you think university life has affected your literacy? 
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 What are the reasons that support or slow down the development of a good reader or 

writer? 

 How do you think the family influences literacy development throughout university 

life? Can you explain? 

 How do you perceive the world? What is your perspective on life? 

 Has your worldview had an impact on your literacy experience? Can you explain 

how? 

Parent Questions 

 Would you describe yourself as literate? (Are you literate?, What kind of books do 

you read?, How often and how long do you read it?, What other sources do you read other 

than books?, Do you read items on the internet?) 

 How do you spend time with your family at home? 

 Can you tell us about the activities you think you have done with your family and that 

you feel encouraged language development?  

 How did you learn to read and write? 

 What kind of teaching method did your teacher use? 

 What do you remember about the activities you engaged in to improve your language 

skills? 

 Can you describe a moment about literacy that matters to you? 

 What experience in your school years do you think influenced your current literacy 

level and engagement?  

 Did you work before your current profession (for example, when you were a student)? 

If yes, then to what extent did your work require the use of language skills (listening, 

speaking, reading and writing)? 

 What is your current job? 

 To what extent does your current job require language skills (listening, speaking, 

reading and writing)? 

 How do you perceive the world? What is your perspective on life? 

 Do you think your worldview has an impact on your literacy experience? Can you 

explain how? 

In addition to the interviews, all literacy-related issues in houses of the preservice teachers and 

their parents were noted by observing the home environment. The researcher took into consideration 

such factors as the availability of books, newspapers and magazines, the number types and topics of 

these books, and the conditions provided to the preservice teacher (a separate room, separate 

bookshelf, the preservice teacher’s own books, and the types of these books).  

The data of the study were collected through semi-structured interviews and observations 

made in the houses where the preservice teachers lived with their families. In this technique, the 

questions prepared before the interview are posed to each participant systematically and consistently. 

However, the researchers were free to ask any questions to conduct a more in-depth examination and 

were free to ask additional questions (Berg, 2000; Patton, 2001). The semi-structured interview 

technique allows the researchers this flexibility. In addition to the semi-structured interviews, new 

interviews were conducted with preservice teachers and their families about the points that had not 

been fully understood during the analysis process. 
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Semi-structured interviews were conducted by the researchers in a prepared and tested space. 

When managing the interview, the researcher paid special attention to avoid being directive. At the 

beginning of the semi-structured interview, the participants were informed about the research and 

asked to examine the questions, and the written permissions were obtained concerning the audio 

recording of the interview. The audio records made during the semi-structured interviews lasted for a 

total of 433 minutes. 

Analysis 

In this study, the content analysis method (Merriam, 1998) was applied to understand the 

meaning of the words in the statements of the preservice teachers and their parents, the context in 

which these words were used, and the implications of the relationships between the statements of the 

preservice teachers and their parents. This method was also used to reveal the relationships underlying 

the statements in question. 

The study was conducted face to face with the six preservice teachers and their parents and the 

interviews were audio recorded. The data obtained from the voice recordings were transcribed first 

and initially divided into groups for each of the preservice teachers and their parents. Statements 

implying that the parent influenced the preservice teacher in terms of literacy were identified in both 

transcript groups; i.e., preservice teachers and their families. In other words, interrelated dimensions 

were revealed in the statements of the preservice teacher and his/her parent. Subsequently, these 

relationships; i.e., the parts of the literacy experiences of the parent reflected in the literacy 

experiences of the preservice teacher, were organized into codes and themes. In the data analysis 

conducted by the three subject matter experts, the parents’ influence on the preservice teachers in 

terms of literacy experience and mutual relations were investigated. Thus, an attempt was made to 

understand the reflections of the statements revealing the literacy experiences and socio-cultural 

practices of the parents in the preservice teachers. Finally, it was intended that the results would be 

strengthened by incorporating the previously taken observation notes into the analyses when analyzing 

and associating the data obtained from the statements of the preservice teachers and their parents. A 

total of 7 hours and 13 minutes of interviews were transcribed in the study, and 120 pages of 

documents were analyzed.  

During the transcription of the data, the responses of the preservice teachers and their parents 

were transcribed, and attention was paid to ensure the accuracy of these transcripts. In order to ensure 

the reliability of the data, the audio recordings were compared by two other experts apart from the 

researcher. It was determined that there were very small differences between the records and the 

transcript, and these were also eliminated. According to the data obtained in the research, in the 

process of creating sub-themes, the researchers read the detailed breakdown of all the participants and 

formed the codes and sub-themes separately. In this process, the audio records added to the written 

text were divided into groups of preservice teachers and parents for each of the preservice teachers. 

The related dimensions were revealed in the preservice teachers and parents' discourse. Afterwards, 

these relations were divided into the codes and themes of the literacy experiences of the parents, which 

were reflected in the literacy experiences of the preservice teachers. During the process, the 

researchers gathered the data under the eight main themes of “parental literacy perceptions”, “literacy 

approaches developed by the parents for their children”, “parental personal literacy experiences”, 

“parental past experiences”, “number of literate people in the family”, “parental professional 

experiences”, “parental worldviews” and “verbal communication within the family”. Thus, it was tried 

to gain an understanding of the reflections of the parents' literacy experiences and socio-cultural 

structures on the preservice teachers. In addition, it was aimed to strengthen the results by using the 

observation notes during the analysis and association of the data obtained from the preservice teachers 

and their parents' discourse. 
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FINDINGS 

The findings of the study show that eight different situations in the lives of the parents 

affected the literacy experiences and tendencies of the preservice teachers. These were discussed as the 

themes of this study. Below are descriptions for each theme showing how these experiences of the 

parents were reflected in their children’s literacy experiences and tendencies. During the analyses, the 

statements from the interviews, observation notes, and researcher notes were used to support the 

findings and to show the relationships between conversations.  

Parental Literacy Perceptions  

The examination of the statements of the preservice teachers and their parents showed that 

some of the parents regarded literacy as a concrete stage in the path of success and in acquiring a 

profession, and they thought literacy was a worthless activity if there was no result in terms of a career 

and perceived literacy as a means of creating the basis for children being able to find a good job in 

future. In this respect, the preservice teachers stated that their parents had not expected them to be 

qualified or highly literate, but to use this skill to get a job. The comments of a preservice teacher 

regarding this finding are as follows: 

Gamze: “My mother is more of a despot, an authoritarian person. It is very important for her 

to be able to get somewhere and to be successful. In this respect, it is not that important that I 

have a reading habit or read a lot. Rather than my doing so, she expects concrete things from 

me. For example, my being appointed as a teacher is a concrete example of success for her. 

Without this, she is not very interested in how much I read or what I read. Furthermore, when 

I comment on a topic, if I am not successful, she does not regard this comment as valuable and 

teases me in public by saying things, such as ‘you know a lot because you read a lot!’ In such 

cases, rather than saying ‘you can trust what my daughter says; she knows because she reads a 

lot’, they disregard my words. This is, of course, a negative situation for me. What is 

important for my parents is numerical data, such as what my test score is. I read anyway, but 

who would not be upset in such a situation?” 

Another preservice teacher expressed the expectation of the family to have a good future by 

becoming a literate person as follows: 

Sezin: “I also have to thank my family. They never constrained me. They never told me not to 

read. Even my grandfather still tells me to read and does not say anything else. This is because 

how they think life is. There is a view that you cannot have a good future any other way. As I 

have been raised with this logic, constantly exposed to these directives, and as this has been 

imposed on me, I begin to think that this is the most important thing, which actually, in my 

opinion, is an important thing, as well. But, it would be nice if we could read something just to 

read!” 

On the other hand, some of the parents perceived literacy as a way of learning, acquiring 

knowledge, and adding meaning to life by performing it in a sincere manner, without the expectation 

of academic achievement. From the statements of both the parents and the preservice teachers, it was 

understood that the children of these parents had a similar perception. Below are some of the examples 

of the statements of the preservice teachers growing up in a family who saw reading as enjoyment, 

learning and self-improvement, and examples of the statements of their parents: 

Hande’s mother: “I describe myself as a person who constantly does research, studies, and is 

very eager and enthusiastic to read and write since I learned to read and write. Even though I 

am interested in almost any kind of book, I mostly read books about my profession. We have 

two children. Education is very important in our home, and in conversations, books are 

definitely the first thing to be mentioned. So, this does not change at all.” 
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Hande: “Since my childhood, my mother has cared a lot about my literacy. For example, I 

was told (at school) that I was a bad writer when I was young, but my mother worked hard, 

and I can write very well now. Even in the preschool period, many books were bought for me. 

My father would buy them from the bookstore. My mother would read them to me at night 

when I was in bed. During the day, I would sit with my mother and read because I was the 

only child until the age of seven, which was just about the school age” ... “My parents never 

regretted the money spent on education and books. They still do not regret it. So, if I only have 

five Turkish Liras in my pocket, I would buy a book.” 

Statements similar to Hande’s last expression above were found in the interviews of Sezin and 

Başak. In the later part of the interview with Hande, her comments about her father’s support 

continued:  

“My dad also does the same thing, so he goes and searches for books for me. He’s still doing 

this. He says, for example, ‘Did you read this? Do you have this?’ He never discouraged me 

from reading books.” 

This preservice teacher also talked about her sister, showing that regardless of the personal 

interest of the preservice teacher in literacy, the environment her parents provided also influenced her 

sister. She stated that her sister had also liked to read since childhood and already knew how to read 

and write when she reached school age.  

Literacy Approaches Developed by Parents for Their Children 

The statements of some of the preservice teachers and their parents revealed that the 

preservice teachers had been exposed to a challenging approach under literacy approaches adopted by 

the parents for their children. These parents aimed to force their children literate people; for example, 

one father stated, “They had to read books every day”, but the preservice teacher pointed out the 

negative consequences of enforcing reading. Samples of the statements of the preservice teachers and 

their parents are as follows: 

Gönül’s father: “Children already have reading hours. They both have to read books.” 

Gönül: “Reading would look too thick (she is talking about thick novels) to me, because they 

pushed me to read, and I would never want to read anything. ... You know, I also mentioned 

these things. But, as I said, they pushed me to read classic novels, and I took a dislike to 

reading.”  

Based on the above statements, Gönül would be expected to have a negative attitude toward 

reading books. However, it was seen that her father allowed Gönül to select her books, which helped 

her to develop a habit of reading and love books, as explained in the following extract: 

Gönül: “… one day we went to Sönmez (a bazaar of booksellers in Bursa) with my father. 

There, you know, he told me to select the books I wanted and he would buy them, and I picked 

a book that was very nice. After buying that book, I do not know whether my dad remembers, 

but I went there to buy more books, and I started reading books intensively at that time. .... 

Yes, I am a person who had previously thought that I did not like to read books. Then, I 

realized that it was very nice to read when I read books I loved.” 

It is seen that this behavior of her father became a model to Gönül, and that she said that she 

would behave in this way in future: 

Gönül: “I would encourage reading books in the same way, but I would not push anyone by 

saying, ‘You must read this book.’ I would also take the person with me and, they could then 

look at the pictures of books, check their topic, and would buy whichever they wanted to read. 



International Journal of Progressive Education, Volume 16 Number 5, 2020 

© 2020 INASED 

 

147 

Whenever this person discovered a book they love, they would look at it, and since it is was 

already very nice to read it, the person would want to continue reading.” 

Parental Personal Literacy Experiences 

From the interviews, the personal interests of some of the parents were also reflected in their 

children’s literacy experiences. For example, a preservice teacher who regularly wrote poems said that 

she wrote poems because she was influenced by his father’s poetry writing. The following statements 

shows that both this preservice teacher and her father wrote poems to describe their feelings: 

Gönül’s father: “I write poems. As time is so short, I show my love for my daughter, how 

much I care about her, and what I want her to do through my poetry.” 

Gönül: “... You saw the poem my father wrote. I did studies on writing poetry using that. 

What’s more, the poem and the essay that I wrote during high school was published in the 

school magazine. I usually write poems when I’m very sad or very happy, to convey my 

feelings. There were times when I also wrote to relax. I even prepared a notebook for my 

boyfriend. We took photographs, and I wrote my feelings about them in a notebook. They 

were also things I wrote myself.” 

Parental Past Experiences 

The past experiences of the parents were reflected in two different ways in the literacy 

experiences of the preservice teachers. The first was that the parents were actively involved in social 

activities during their school years. This both improved their literacy experiences and enabled them 

later to guide their children in this direction. Examples of statements of the parents expressing that 

their active participation in social activities that affected their literacy are as follows:  

Mesut’s mother: “I’ve read a lot of books… at a very early age. We also attended the same 

theater events. I memorized theater scripts in my middle and high school years. ... Reading 

poetry was actually the most effective contributor to my language skills. I read and memorized 

many poems.” ... “I believe that children should grow up with social activities. As a teacher, I 

think that social activities positively affect every kind of development of a child. I also think 

they have an effect in terms of literacy. Therefore, I think that beginning with kindergarten, 

children must do sports, folk dances, you know, theater, drama, poetry, and so on.” 

Gönül’s father: “We did social activities at school. Our teacher was directing us. We did not 

disappoint him, either. When we were in the middle school, we joined a choir with the 

confidence the teacher gave us. After that, we started to get small theater roles. We began to 

participate in all the activities in school like basketball and football. In high school, too, my 

literature teacher said that my essays were very good and encouraged me. I was writing 

beautiful essays. I even continued to perform in the theater. Everyone would read for hours to 

be able to memorize the scripts. I would read just once to memorize the lines and then act my 

role.” 

Gönül: “My family always encouraged me to play musical instruments and attend sports 

courses. I went to a violin course. I played in front of audience. I performed in a poetry event. 

I read poetry. We performed folk dance shows.I participated in those activities for a year. 

These made me look at things more aesthetically, and I have also begun to look at literacy 

more aesthetically.” 

Another effect of parental past experiences on the literacy of the preservice teachers was 

shaped based on the things that the parents wanted to experience in the past but were not able to do. At 

this point, some of the parents were very self-sacrificing in their children’s educational processes and 
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provided all the necessary facilities because they had inadequate education in their own childhood. For 

example: 

Gönül’s father: “Because our father was a small-scale retailer, he was only able to fund the 

academic studies of one person. I want the children to do what I could not do. For example, I 

sent my daughter (to private school) but when she came here (in Bursa), her schooling was 

interrupted, and we could not send her to that type of school. Then, my son goes to a 

wonderful private school, but this is financially really difficult. Of course, I think I could have 

bought another summerhouse, I could have a better car. I don’t do these things. I spend on my 

child’s education. They are the future of the country. That is, we regard as such. They will be 

literate people.” 

Başak’s mother: “…even though my mother and father were teachers at those times, we were 

not given that much attention. They were much more informed. They knew a lot about 

teaching. In my elementary school days, I have a very vivid and unpleasant memory from 

those days. I was a very busy and intelligent child in the fifth grade of elementary school. I 

mean, I was one of the favorite students of the teacher in the elementary school. I could 

express myself well. I remember I was studying in the bathroom. ... We had a little house then. 

We are three sisters, and we all slept in the same room. So, I put a chair in the bathroom not to 

disturb them. We had a big bathroom. It was when we first came to Bursa from Niğde. I put 

my chair in the bathroom and worked for hours. I still say, ‘Mom, what kind of a mother were 

you? You let me work there’. ... If you spent as much as 25% of the time I spend with my 

child, I might have been somewhere else. 

We understand from the statements of Başak’s mother in the later part of the interview that 

these negativities experienced by the mother were turned into positives that are reflected in Başak’s 

literacy experience: 

Başak’s mother: “I mean, when raising Başak, I did a lot of things which were the opposite 

of my own childhood.. Başak was one or one and a half years old. I was not working then. 

Until she was two and a half years old, I raised her alone. When she was just one year old, I 

decided to turn her room into a schoolroom for a whole year. I did this without any outside 

influence, without getting the idea from anywhere else. Now I say, ‘How did I do it? What 

kind of patience did I have?’ … We got up at eight o’clock every morning. I dressed her as if 

she was going to school… and we began classes. ... I bought a bell at that time. When it was 

noon, I rang the bell for lunchtime, and ran to the kitchen to prepare a meal. That was how it 

was with Başak. When it was five in the evening, we said we were out of school. We changed 

into our sweatshirts or pajamas.” 

Başak also talked about this memory in her interview and she said that “It [the experience] 

influenced me, too”. We also see the reflection of this sensitivity of Başak’s mother when Başak 

shared the memories of the time when at a young age she stayed with her grandmother.  

Başak: “… my grandmother’s house would be so crowded in the winter or summer. What my 

mother said to my grandmother or to my aunts was, ‘There should not be many guests when 

Başak studies at home’ or they would send me to a different room.” 

The Number of Literate People in the Family 

Based on the results, it was shown that the number of literate people in the family is another 

factor affecting children’s literacy experiences. The statements of Mesut’s mother show that Mesut 

was sometimes influenced by his brother, and the statements of Sezin show that she was influenced by 

her older sisters. For example: 

Sezin: “...I had two older sisters. That is, I must have been inspired. I must have wanted to do 

some of the things they did. I mean, if I tried to do something, I’m sure they had a big share in 
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that. In fact, those books were their [older sisters’] books. I read plenty of children’s books 

after that, but I had not seen anything like a children’s book before. I only saw those three 

books [of her older sisters]. I thought that I had to read them. I may have developed a desire to 

read because of them [older sisters].”  

Parental Professional Experiences 

The information obtained during the interviews show that the professions of some parents 

were reflected in their children’s literacy experiences and tendencies. Gönül’s father, who worked in 

the police department, stated that he had to read all local and general newspapers due to his work and 

had to know what was happening. He also stated that he read novels related to his job, historical 

novels, and political novels. The reflection of this expression in Gönül emerged as something similar 

to “My dad read different sources due to his profession. Because of him, we also learned to obtain 

information from different sources rather than from one element.” Again, Gönül’s father said that he 

wrote a lot of official texts in accordance with his profession and that these documents had to be 

correctly expressed in organized, regular language, and in proper Turkish, without mistakes. This can 

be seen in the extract in Gönül’s interview: 

Gönül: “I would always go to my father in my essay assignments, because he writes very 

well. He creates long sentences easily. I usually asked him to help me to write.”  

Gönül also stated that she wrote poetry and essays which were published in the school 

magazine. We wondered whether her father’s remarkable attention to detail in writing reflected in 

Gönül’s work. To understand that, the notebooks in which Gönül regularly took notes were requested. 

These books were examined by the researchers. As a result of the examination, it was seen that Gönül 

also took notes using an organized and proper Turkish language, just like his father, in accordance 

with the grammar rules and punctuation marks.  

In the interview, the effect of the behavior of her mother, who was a teacher in the past, was 

revealed in Hande’s statements regarding her literacy: 

Hande: “She brought home more books and various books. They were in English and in 

Turkish. My dad brought home books in German. We were doing reading hours together. 

Outside class, my mom devoted all her time to me. Perhaps her teaching enabled her to do 

things more systematically in the development of my reading habit by paying attention to 

things that would be appropriate for the level of the child.” 

Hande explained the process of her learning to read and write in this period as follows:  

“My parents bought me TÜBİTAK (Scientific and Technological Research Council of 

Turkey) books. I was told that I wrote in the books the words that I saw there. Let me show 

you this (presenting the book to the researcher). So, I learned by myself. When I went to the 

school, I already knew how to read and write.”   

From the interviews with Mesut’s mother, who was a teacher, it clear that she helped to 

improve his literacy skills by appropriate guidance. She explained that she guided Mesut as a 

reflection of her profession in these words: 

Mesut’s mother: “…regarding my professional background, we read books and magazines. ... 

Together we had such a productive time in his language development in the elementary school 

period. We read books, read fairy tales, talked about and reviewed them, and I enrolled him in 

theater studies. He was at my own school, and I worked with him during high school… I was 

also influential during his middle school. It was advantageous for him to be enrolled in my 

own school… I kindly asked his Turkish teachers and physical education teachers to bring him 

forward, encourage him, and direct him.” 
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Mesut stated that his mother was asking his help when typing lesson plans or preparing 

materials. He said that he had read books with his mother for a certain period of time, and that both 

situations improved his reading and writing skills.  

In Sezin’s literacy experience, the effects of the parental profession were visible, as in the 

literacy of Hande, Gönül and Mesut. Sezin’s father, who had retired at the time of the interview and 

had settled in Bursa for Sezin’s university life, described this situation by referring to the times when 

he was teaching in Rize. 

Sezin’s father: “She probably saw us during the period when we were working. So, we were 

reading books, and she was doing that, too ... Now Sezin says, ‘You were reading while you 

were in Rize, now you do not read.’ This might have had an effect on her.”  

Sezin’s memories about the same period clearly reveals the reflection of her father’s 

profession on Sezin’s literacy.  

Sezin: “In Rize, there were quite a number of books behind the door of a room like this, from 

the floor to just about here (showing a certain height with her hand). My dad had a lot of 

books about education and so on ... I remember I would go near them. I would not read them. I 

did not know how to read, but I would open one, look at it, skim through, and leave it. Then, I 

would pick up another one and so on ... If books are constantly just in sight, if you don’t know 

what is written in them, you want to learn.”  

 Sezin also referred to her father’s reading and writing in this extract: 

Sezin: “… in the evening, at about 10 o’clock, he [her father] would pick up his textbook 

from the other room and open it. He already had some paper with him because they [mother 

and father] wrote lesson plans and daily plans every day …. My father’s writing is also very 

beautiful. I have not seen anyone who writes as well as he does. He would open a notebook 

and neatly write what he was going to say. After that, I would also look at the text to 

understand what he wrote. Of course, I could not read it, but I would still look at it. I 

remember that. My father had a lot of books. He used to read.”  

Parental Worldviews 

Another theme in which the parents’ effects on the literacy experiences of the preservice 

teachers were visible is the worldviews that the parents possessed. Under this theme, it was revealed 

that the parents who stated that they respected the differences and also read the works of people who 

did not think like them and did not have the same worldviews as they had children who also adopted 

such an approach. It is interesting to note that although the parents who expressed this idea had a 

certain worldview, they welcomed reading from different sources. For example, one of the mothers 

and her daughter who defined themselves as conservatives explained their perspectives as follows: 

Hande’s mother: “:… I am conservative. We have an understanding that attaches great 

importance to moral values… We have a way of life that always pays attention to them in 

order not to shake those moral values. It has been like this since my childhood, but we were 

friends with people from very different groups… I have never restricted my reading. I mean, I 

did not say that I must read this; I also say that I am curious about this and I am reading it. My 

husband is the same. We also show tolerance to our children.” 

Hande: “I think that I try to read every kind of book and every author. I mean, just because 

this is the political thought of this man, I do not give up reading his work, because I have to 

read the opposite ideas. I also read books that reflect my own thoughts. I mean, it is a 

comparison. Well, not a comparison, but how can I say it? I think I also need to read them to 

try to create an idea, or to work.” 
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One of the reflections of the parents’ reading the authors whose worldviews are not the same 

as their children emerged in the case of Gönül and her father, as shown in the extract below: 

Gönül’s father: “This is the worldview that we have. When we choose books, we consider 

that, but I also read books with an opposing view. Let’s say you are reading book A. You 

cannot understand whether the thesis in this book is correct, unless you read the opposing 

thesis in book B, and then I read book C, too. So, you have to read book B in order to 

convince the person who reads book A or refute their ideas and say that it is wrong. Thus, you 

have to know the worldview of the person who you meet to be able to support or refute their 

understanding or convince that person.” 

Gönül: “I think this is quite normal (to read the books of people with different worldviews). 

For example, in the same way, the songs of rightist and leftist people. Some people won’t 

listen to them. They criticize them by saying ‘that person is rightist; that person is leftist; I 

don’t listen to them.’ I find it ridiculous. They can listen to and read their works. What is 

important is whether it is attractive. It does not really matter who wrote it.” 

In addition, one of the interesting points in the interviews was that a  mother who defined 

herself as conservative and hardliner had a child who considered herself to be an open-minded person 

and did not approve of this conservative approach and tried to avoid classification and find a variety of 

different sources.  

Gamze’s father: “I love living based on my traditions. I don’t want a certain rule, which I 

obey, to be changed. If I get used to something, it’s not easy for me to change to something 

else. I mean, I don’t want a certain thing to change or something routine to change. I don’t 

know what I was doing, whether I was too hard on her.  It happens.” 

Gamze: “Yes, this happens when we put ourselves into a classification situation. I’m just 

speculating: Let’s say I’m a person with a conservative worldview. If I only read books with 

this perspective, I can’t actually improve myself, because I might benefit from that segment of 

life and that worldview. In that case, I wouldn’t be able to learn to be critical or for example, if 

I always read left-wing books, I will only see a side that regards the left as right and not 

criticize it, or it’s more like a racist thing. When we don’t classify things, I think we have a 

very wide range of views. There are a lot of such people in our generation who stereotype 

things say, ‘I would never read that’. For example, they say, ‘I never read Nihal Atsız’ or ‘I 

never read Nazım Hikmet Ran’. ‘Necip Fazıl? I wouldn’t even open his book’. If it is just 

presenting opinions, you don’t have to read it, but the reality is when you are reading a 

newspaper, it isn’t just reading a newspaper. You should be able to read both Sözcü and 

Sabah, or other newspapers like Habertürk (different newspapers in Turkey with various 

political perspectives). There is no such thing as neutral, everyone takes a side. We all can 

defend one side strongly or not, but we need to read and improve ourselves to see what aspects 

are missing because there is no such thing as being absolutely right. If I only read one side and 

believe that it is perfect, I think I would go backwards rather than improving myself. When I 

think about it in terms of my family, I have to consider whether they do that a lot? No, but at 

the point where it becomes different, I would already have done something. I don’t have to 

share the same vision, even if it is that of my family or someone else. I don’t have to put 

myself into the same framework of thought.” 

Verbal Communication Within the Family 

The final theme concerned whether the parents used verbal communication effectively. One of 

the preservice teachers stated that she had gained effective listening and speaking skills from her 

parents. She used them in her daily life, and these experiences were particularly beneficial to the 

development of her writing skills. The views of the preservice teacher and her parent are as follows: 
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Gönül’s father: “When we are together, I ask them questions about the situation in Turkey, 

their daily experiences, or their education. Both my wife and I ask. We listen to the pleasant 

things or problems they have experienced. If there’s something we can do, we try to help. Of 

course, it is mutual. We allow them to express themselves. If there is something we can do, we  

try to help. If it is not something we can do, we say, ‘You can handle it yourself; your self-

confidence will improve.’ In this way, we are trying to prepare them for their life in future. 

Gönül: “I have never hesitated to ask people questions. Since I was comfortable in asking 

questions at home, I can also do this in my daily life. I think I’m a good listener. When people 

have any problems, they can easily open up to me; then I empathize and try to give advice. 

This approach originates from our habits at home. I don’t even get tired of listening to people. 

I think my listening is reflected in my writing. I recognize more feelings and emotions through 

listening. I use them in my writing, too.” 

CONCLUSION, DISCUSSION AND RECOMMENDATIONS 

The social environment, an inseparable part of human beings, affects many experiences of 

individuals, including the development of their literacy. Family is one of the most significant aspects 

of the social environment and influences the formation of many important factors, such as personality 

building, identity development, determination of behavioral patterns, and learning. This is because 

from birth onwards individuals will generally spend the largest amount of time with their families. 

Thus, the family has a major influence on the individual in the construction and development of 

personality, because it is the first environment in which the individual is educated and lives (van 

Bergen, van Zuijen, Bishop & de Jong, 2016). This situation is seen to be more dominant especially 

during the period until the beginning of formal schooling. 

The family influences children in many dimensions, including academic achievement. For 

example, Fu et al. (2013) found that the family structure, how and at what level parents were educated, 

family income, communication between parents and other family members, and parental approaches 

were the main family-related factors in the child’s personality development. Even the birth order of 

individuals in the same family is reflected in the personality traits of children in that the first children 

are academically more ambitious, responsible and organized, and the ones born later are more 

obedient, docile and easy going (Sulloway, 2001; Twenge & Nolen Hoeksema, 2002; Leaper, 

Anderson & Sanders, 1998). In another study, as a result of a meta-analysis, it was found that mothers’ 

engaging in more communication with their daughters than with their sons was more effective on their 

daughters’ reading habits (Leaper, Anderson, & Sanders, 1998).  

As shown in the above research studies, parents significantly influence their children’s 

personality development, and one of these effects involves the literacy experiences of children. 

Parents’ appropriately guiding their children and providing them with a rich environment significantly 

affect the development of children’s literacy skills (Ehri & Roberts, 2006; Saracho, 1997; Bindman, 

Skibbe, Hindman, Aram & Morrison, 2014; Tavşanlı & Bulunuz, 2017). Moreover, a research study 

concluded that during the literacy learning process, mothers are more effective than even elementary 

school teachers (Merga, 2017). According to the meta-analysis study conducted by van Steensel, 

McElvany, Kurvers, and Herppich (2011), parents’ engaging in reading and writing at home with their 

children enriches their reading comprehension, code and comprehension skills. In that study, it was 

found that after elementary school teachers, fathers are the most effective people in this process. The 

purpose of the current study in which individuals’ literacy experiences were examined from a social 

perspective was to determine which dimensions of the parents’ experiences were reflected in their 

children’s literacy experiences. The findings of the study showed that the preservice teachers’ literacy 

experiences reflected their parents’ characteristics, such as parental literacy perceptions and literacy 

approaches developed by the parents for the preservice teachers, together with personal literacy 

experiences, general past experiences, the number of literate people in the family, professional 

experiences, worldviews, and verbal communication within the family.  
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In this study, the examination of the statements of the preservice teachers and their parents 

about parental literacy perceptions revealed that some of the parents considered literacy as a concrete 

step on the career ladder; otherwise, they regarded literacy as a worthless activity, which upset the 

preservice teachers. On the other hand, the parents who regarded literacy as important and 

implemented various associated activities had children who adopted a similar perception of as their 

parents. In a qualitative study on preservice teachers conducted by Street (2003), a preservice teacher 

named Monica attributed her writing skills and her development of confidence as a writer to the 

multitude of reading sources at home and her parents who supported her reading and writing, as 

opposed to the negative experiences she had experienced at school. Thus, with her family’s support, 

Monica overcame the negative experiences in writing at school. Monica described her father, who was 

a minister with a doctorate degree, as always writing. She described her mother as striving to make the 

home a rich environment in terms of resources and always emphasized the importance of reading and 

writing. In the same study, it was determined that the first memories of Veronica, a preservice teacher, 

was related to the literacy experiences that occurred within the family, not at school. Similarly, a 

survey of children aged 10–19 years shows that literacy experiences at home and the provision of 

quality reading environments at home are highly influential on children’s reading habits (Wollscheid, 

2013). 

It was concluded from the statements of some of the preservice teachers and their parents that 

the preservice teachers were subjected to a challenging approach under the theme of literacy 

approaches developed by the parents for their children. The preservice teachers who had been forced 

to read books did not acquire the habit of reading books contrary to the expectations and were 

alienated from reading, whereas encouraging them without forcing was reflected in the children’s 

liking to read books. Wollscheid (2013) emphasized the importance of creating environments at home 

where children would like to read books, and the importance of reading books with children, instead of 

verbally forcing children to read and enforcing rules for reading books. In addition, Leseman and de 

Jong (1998) found that the literacy quality of children who were exposed to parental pressure was 50% 

more likely to be affected than those that had not been exposed such pressure. In this study, it was 

shown that the parental literacy approaches initiated for children was influential at a level that would 

even eliminate the other factors negatively affecting the children’s literacy.  

In the current study, the personal literacy interests of some of the parents were also reflected 

in the literacy experiences of the preservice teachers, as understood from the statements in the 

interviews with the preservice teachers and their parents. Inoue, Georgiou, Parrila & Kirby (2018) 

stated that families who could not provide sufficient literacy resources for their children in the home 

environment could not adequately support their children’s literacy development. Morrow and 

Weinstein (1986) suggested that families’ visiting a library with their children encouraged them to be 

interested in reading and helped them to able to gain reading habits. In this context, it is possible to 

conclude that families who are personally interested in literacy provide their children with a more 

qualified literacy environment.  

It was found that the past experiences of the parents were reflected in two different ways in 

the literacy experiences of the preservice teachers. First, the parents were actively involved in social 

activities during their school years, which both improved their literacy experiences and assisted them 

in guiding their children in this direction. Bennett, Weigel & Martin (2002) stated that children who 

were exposed to a range of rich literary materials at home beginning in the preschool period and who 

were educated in a literate family environment where events such as narratives, storytelling and 

drawing were shared with the family would be successful in reading and writing. According to the 

report by Eurydice (2011), children who read books, play vocabulary games and listen to stories in 

their childhood with their families are more successful than children who have not undertaken such 

activities with their families. 

According to the results obtained in the study, another situation affecting the literacy 

experiences of the preservice teachers was the number of literate people in the family. Knoester and 

Pilkuhn (2016) found that siblings are effective social actors supporting literacy development and that 

social interaction within the family could improve reading skills and increase the likelihood of 
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identifying oneself as a reader. Özbek Ayaz (2015) found that among the 85 parents in the lower 

socioeconomic status who read books with their children, the other members of the family also 

participated in the reading activities (15 children with their older sisters, and eight children with their 

older brothers). In that study, the parents in the lower socioeconomic status usually had more than one 

child and their educational statuses were low with 19 of the 125 mothers not being literate; thus, the 

task of reading with children in these families fell to older brothers and older sisters in addition to the 

mothers, and the fathers had little to do with reading. 

The statements from the interviews show that the parents’ professions were reflected in the 

literacy experiences and tendencies of the preservice teachers. Similarly, Savaşkan and Özdemir 

(2017) reached the conclusion that fathers’ professions influence children’s literacy lives and 

experiences. The researchers indicated that the children of parents who had occupations that could be 

counted among the elite professions tended to be more qualified literate people. Likewise, in a case 

study on a first-grade elementary school student whose parents were both academicians, Tavşanlı and 

Bulunuz (2017) found that the family supporting literacy experiences consciously and in a quality 

manner made a significant difference in the development of the child’s literacy skills. Leseman and de 

Jong (1998) found that parental education levels and, consequently, occupational experiences affected 

the quality of children’s book reading activities. A similar result was obtained by Van Bergen, van 

Zuijen, Bishop and de Jong (2016).  

Another theme in which the parents’ effects on the literacy experiences of the preservice 

teachers were visible is the worldviews that the parents possessed. Under this theme, it was revealed 

that the parents who stated that they respected the differences and also read the work of people who 

did not think like them and who did not have the same worldviews had children who also had such an 

approach. Likewise, it was shown that the values, beliefs, and ways of thinking that the family 

possessed were highly correlated with reading motivation and behavior (Chiu and Chow, 2010; Ogbu, 

2007; Chiu, Hong & Hu, 2015). Chiu and Chow (2010) stated that children of families defending 

freedom were happier, enjoyed reading books more, and more easily acquired this experience as part 

of their lives.  

The final theme implying that the literacy approaches of the preservice teachers reflected their 

parents’ behaviors concerned whether the parents used verbal communication effectively. In his 

study, Ekinci Vural (2006) concluded that active family support and social skills training for children 

were very effective in improving interpersonal communication, verbal explanation, listening, self-

control, and similar skills. Since these skills are the main skills to influence children’s literacy in the 

future, it is revealed that parents’ effective verbal communication with their children is important. It 

should also be remembered that writing requires a set of skills and one of the ways of providing these 

skills is to communicate verbally in an appropriate way. An individual can acquire the knowledge, 

feelings, thoughts and experiences necessary to write by reading, observing, investigating, listening, 

and speaking; that is, by verbal communication (Calkins, 1986; Kaldırım, 2014).  

The results of the research, reflections of the literacy experiences of the parents on the literacy 

tendencies, and experiences of the prospective teachers are summarized in Figure 1. 
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The results of the current study revealed that the children of the parents who intensively 

experienced literacy at home had good literacy qualities. For this reason, it is recommended that the 

institutions that determine educational policies carry out studies on families to ensure literacy 

environments in their homes. It is also recommended to encourage parents to engage in literacy 

activities at home. For example, in the Netherlands, the Dutch Ministry of Education sends a literacy 

package to the families of all children who have reached the age of three. It includes books children to 

read, activities to improve literacy skills, and brochures aiming to increase the literacy awareness of 

the family. In this respect, various activities to improve the literacy skills of children are suggested to 

the families of students who are older than three to four years, in order to create awareness in the 

general society (Erginer, 2012). It should not be forgotten that the first social environment of children 

is family and the behaviors gained from childhood within the family are maintained in the lives of the 

majority of people. For this reason, institutions that determine educational policies and the ministries 

responsible for family and social policies should encourage literacy studies with the family at home 

from an early age.  

This study investigated the background of literacy (how it was shaped) and how the literacy 

experiences of preservice teachers reflected their parents’ attitudes toward literacy. In the study, the 

results showed how the literacy skills of preservice teachers were affected by their parents. According 

to the results, the experiences of the parents of the preservice teachers were influential in the formation 

of their children’s literacy experiences and identities. In other words, it was found that children 

inherited the negative or positive experiences of their families in terms of literacy.  

Generally, in educational research, quantitative situations focusing on achievement, skills, and 

attitudes are intensively investigated, but only results-oriented interpretations are introduced by 

focusing less on the circumstances and causes in which the skills, achievement or attitudes emerge. 

However, there are developments, experiences, and stages that lead to the emergence of results, and 

examining them provides us with a perspective on why the behavior, the skills or the attitudes emerge, 

develop, or fade away without development. For this reason, it is recommended that future research 

should address the social aspects of education, and in-depth investigations should be carried out to 

reveal the situations that shape an individual’s literacy. For example, in this study, the reflection of the 

parents’ literacy experiences in the preservice teachers was examined. In subsequent studies, the 

factors affecting the literacy experiences of children who attend different levels of schools can be 

investigated. It can also be discussed how individuals’ literacy is influenced by conditions, such as 

teachers, children’s living in large or fragmented families, and many different situations in human life.  
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INTRODUCTION 

Turkish education aims to improve students’ language skills. Language skills consist of two 

main categories; comprehension and narration. Reading is among the comprehension skills along with 

listening/watching. As a comprehension skill that is learned afterwards, reading has an important place 

in a student’s both educational and daily lives. In addition to several strategies, methods and 

techniques for reading, text commentary is another method that has an important place in reading 

culture. Commentary is a method of reading-comprehension. Using text commentary in reading 

education can provide a different perspective for reading studies. Therefore, there is a need to explore 

how text commentary method can be used in reading education. 

The aim of Turkish education is to make students competent in communication skills which 

include listening/watching, speaking, reading and writing. Turkish Language Education Program-2018 

(TLEP) is structured towards helping students to acquire language and cognitive skills geared towards 

listening/watching, speaking, reading, and writing that they can use for a lifetime; to improve 

themselves individually and socially through using these skills, and to communicate effectively. In 

alignment with these goals, the program is inclusive of information, skills, and values that would help 

students to develop habits of reading and writing with an enthusiasm for the Turkish language (MEB, 

2018: 8). Self improvement and social improvement through using reading skills are possible through 

comprehension of texts. 

Reading is the process of perception of special symbols that are established among people 

through sensory organs followed by interpretation and evaluation by the brain (Yalçın, 2006:47). 

Meaning making during reading is necessary for comprehension. Comprehension is reflecting on the 

information obtained through listening, reading, and visual reading, searching for causes, finding 

results, and evaluation (Güneş, 2007: 229). Reading that is a form of comprehension between the 

author and the reader is addressed in detail in TLEP-2018. 

Objectives of reading skills are defined by grade levels with a thematic approach in TLEP-

2018. A total of 142 reading objectives were included. A breakdown of these 142 objectives is as 

follows: 34 objectives at the 5th grade level, 35 objectives at the 6th grade level, 38 objectives at the 

7th grade level, and 35 objectives at the 8th grade level. These objectives are categorized into reading 

fluency, presence of vocabulary, and comprehension. Reading fluency has 16, vocabulary has 32, and 

comprehension has 94 objectives. It is seen that reading fluency has the lowest objectives while 

comprehension has the highest at all grade levels (MEB, 2018). Reading which has more objectives 

than other skill areas in TLEP-2018 is crucial for students as it is necessary in multiple areas. 

It is known that several central exams conducted by National Education Ministry (NEM) 

include questions to measure reading skills. In the Central Exam for Secondary Education conducted 

in 2018, questions related to reading objectives were asked to 8th grade students. Additionally, the 

Elementary and Secondary Education Institutions Scholarship exam, there are questions for reading 

objectives for 5th, 6th, 7th, and 8th grade levels. PISA which is conducted every three years includes 

questions related to reading objectives. According to the PISA-2015 report, Turkey was below the 

average in reading skills. In PISA-2015, middle school students were ranked the last in reading skills 

in school level ranking (MEB, 2015). This indicates that students face challenges in reading skills. 

There are various methods and techniques of reading which is an important skill both nationally and 

internationally.  

Reading out loud, reading silently, reviewing, reading through summarizing, reading by 

notetaking, reading by marking, reading by guessing, reading by asking questions, word choir, reading 

theater, memorizing, making connections with texts, reading by discussing and critical reading are 

known as reading method and techniques. The specified reading methods and techniques are included 

in the Primary Turkish Education Program issued in 2006 and in the Turkish Language Education 

Program issued in 2018. 
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The literature includes reading strategies that approach reading as a process. Also known as 

cognitive awareness strategies, reading strategies consist of three categories that are; pre-reading 

process, reading process, and post-reading process (Karatay, 2014). In addition to many strategies, 

methods, and techniques for reading, there is also text commentary method that has an important place 

in the reading culture. 

The word commentary includes different dimensions including clarification (Parlatır, 2006: 

1573). The influence of commenting on religious resources in the Islamic world gave rise to studies of 

commentary that is the activity of clarifying a religious,  mystic, scientific, and literary texts for 

readers. From a literary perspective, commentary is defined as the activity of comprehension and 

narration with the purpose of explaining a difficult text from different perspectives. The type of the 

text that will be commentated on and the purpose of the commentator cause text commentaries to have 

different characteristics. 

To find answers to questions like “what is commentary? what is text commentary? What is the 

method of text commentary?”, Ali Nihad Tarlan’s works are referred as primary sources. According to 

Tarlan (1981), text commentary is different from literature critique. Literature critique involves more 

subjective approaches that are concerned with the aesthetic beauty of the work because the limits of 

aesthetic beauty is yet to be defined. Text commentary aims to understand that literary work and 

explains what it comprehends. It’s objective. It does not intervene with the reader’s taste. It does not 

lead the reader to judge the work as “beautiful, or bad.” It analyzes the work objectively (Tarlan, 

1981:192). On the other hand, according to Saraç (2007: 131), there is no concensus on the limits of 

text commentary.  

Text commentary is defined with concepts of reading skills such as comprehension, narration, 

explanation and because of this, it is related to Turkish education in terms of reading-comprehension. 

It is a necessity to consider text commentary as a reading method in Turkish education in which 

reading skills practices are perfomed on texts.  

Text commentary method is used to explain several poems including odes and eulogies in 

Classical Turkish poetry. There are many studies related to the applications of text commentary (Akar, 

1994; Coşkun, Öbek, Bayram, 2012; Çavuşoğlu, 2001; Çelebioğlu, 1998; Doğan, 2004; İpekten, 991; 

İpekten, 1993, İpekten, 1997; Kurnaz, 1996; Kurnaz, 2011; Olgun, 2005; Pala, 2004; Pala, 2006; 

Sefercioğlu, 2011; Tarlan, 1964, Tarlan, 2001; Tolasa, 2001). In identifying the limits of text 

commentary, applied studies on commentaries can provide background. Evaluation of studies related 

to commentaries is important in terms of identifying the levels of text commentary. Additionally, text 

commentary can be considered as a reading method in the Turkish education that aims to provide 

education that is text-centered. Departing from this point, the purpose of this article is to explain how 

text commentary method can be used in reading education. To achieve this purpose, three sub-

purposes were identified: 

1. Identification of text commentary levels based on text commentary studies in Turkish 

literature. 

2. Evaluation of objectives presented in TLEP-2018 based on the levels of text commentary. 

3. Evaluation of PISA reading skills levels in terms of text commentary levels. 

In alignment with the identified purpose and sub-purposes, 19 resources were evaluated as 

presented below:  

1. Akar, Metin (1994). Water Qasida Commentary. Ankara: Türkiye Diyanet Vakfı 

Publishing. 

2. Coşkun, Menderes, Öbek, İhsan Ali ve Bayram, Yavuz (2012). Ghazal commentaries. 

İstanbul: Kesit Publishing. 
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3. Çavuşoğlu, Mehmed (2001). Analysis of Diwan of Necatî Bey. İstanbul: Kitabevi 

Publishing. 

4. Çelebioğlu, Âmil (1998). Old Turkish Literature Studies. İstanbul: MEB Publishing. 

5. Doğan, Muhammed Nur (2004). The Diwan of Fatih and Its Commentary. İstanbul: 

Erguvan Publishing House. 

6. İpekten, Halûk (1991b). The Life of Fuzûlî, His Literary Identity, and Explanations of His 

Poems. Ankara: Akçağ Yayınları.  

7. İpekten, Halûk (1991a). The Life, Works, and Explanations of Poems of Şeyh Galib. 

Erzurum: Atatürk University Science-Literature Faculty Publications. 

8. İpekten, Halûk (1993).  The Life, Art, and Artworks of Bâkî. Ankara: Akçağ Publications.  

9. İpekten, Halûk (1997). The Life, Art, and Artworks of Nâilî. Ankara: Akçağ Publications.  

10. Kurnaz, Cemal (1996). Analysis of Hayâlî Bey Diwan. İstanbul: MEB Publications. 

11. Kurnaz, Cemal (2011). Among Ghazals. Ankara: Kurgan Edebiyat Publications.  

12. Olgun, Tahir (2005). Text Commentary Samples from Tahirü'l Mevlevî (Olgun). (Haz. Ş. 

Demirel). Ankara: Araştırma Publications. 

13. Pala, İskender (2004a). Water Qasida. İstanbul: Kapı Publications. 

14. Pala, İskender (2004b). Şi'r-i Kadîm. İstanbul: Kapı Publications. 

15. Pala, İskender (2006). And Encore Ghazal. İstanbul: Kapı Publications. 

16. Sefercioğlu, Nejat Mustafa (2001). Analysis of Nev'î Diwan. Ankara: Akçağ Publications. 

17. Tarlan, Nihad Ali (1964). An Analysis of Şeyhî Diwan. İstanbul: İstanbul University 

School of Arts PrintHouse.  

18. Tarlan, Nihad Ali (2001). Fuzûlî Diwan Commentary. Ankara: Akçağ Publications. 

19. Tolasa, Harun (2001). The Poem World of Ahmed Paşa. Ankara: Akçağ Publications.  

5 publications that were analyzed and evaluated were also included in the study (Tarlan, 1964; 

Kurnaz, 1996; Çavuşoğlu, 2001; Sefercioğlu, 2001; Tolasa, 2001) because these resources used text 

commentary method as well. On the other hand, text commentary applications performed with 

academic writing styles such as articles and presentations were not included in the study. 

Text Commentary Studies in Turkish Literature 

Reading skills objectives in TLEP-2018 related to the history of text commentary in Turkish 

literature, text commentary applications in the field of classical Turkish poetry, levels of text 

commentary as a reading method and levels of text commentary; and reading reading skills area 

related topics in terms of text commentary levels in PISA are provided in the next section. 

Background on the History of Text Commentary in Turkish Literature 

Commentary applications in Turkish literature have developed through the cultures of dervish 

house and mysticism as well as classical Turkish literature. According to Taşçı (2014: 83), “the 

increasing distance to Farsi after the sixteenth century and the willingness of new generations to learn 

the Farsi language and literature influenced the emergence of commentaries.” Literary commentary 

applications have first emerged with translations. Turkish translations works that are considered 

beautiful in the Arabian and Farsi literature and the need to explain parts that readers would have 

difficulty in comprehending are the first form of commentary activities. Additionally, commentary 

works for pedagogical purposes were seen in dervish lodges and sufi circles. Among these, 

commentaries done on Yunus Emre poems and Mevlana’s Mesnevi are the prominent ones. 

Commentaries on poems which are important products of classical Turkish Literature, are not seen 
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commonly during the Republic Period. However, during this period, with the efforts of academics 

including Tahir Olgun, Ömer Ferit Kam and Ali Nihad Tarlan, classical Turkish poetry has become an 

application field of commentary method. 

As Ceylan (2000: 34-35) states, commentary method was used for poems that are sufi in 

nature until Tâhirü'l-Mevlevî. This indicates that commentaries for Turkish poems are established by 

the sufi circle and commentaries are used as an instrument for sufi education. Examination of sufi 

poem commentaries reveal that there is a didactic concern rather than an aesthetic concern with the 

purpose of providing a foundation for and contribution to the murid’s education. For this purpose, sufi 

poems cite verses, hadiths, lives of prophets and elders of the religious order, and historical events. 

Efforts of translating and explaining Arabian and Farsi poet’s poems as well as explaining sufi 

texts in dervish lodge-sufi circles for pedagogical purposes define the starting point of commentary 

method in Turkish literature. However, theoretical approaches to what commentaries should be and 

how they should be are seen in the Republic Period.  

Text Commentaries in the Field of Classical Turkish Poetry 

The work titled “Text Commentary Examples from Tâhirü'l Mevlevî (Olgun)” is a 

publication, by Dr. Şener Demirel, of the work titled “A Few Texts and Their Explanations from 

Divan Literature” disseminated by Tahir Olgun (Olgun, 2005). In this publication, several poem 

examples from classical Turkish literature are explained through the commentary method. When the 

commentary method applications in the work are examined, it is seen that the author makes an effort 

to diffuse deeper into the world of meanings through the verses of classical poems. This effort of deep 

diffusion has certain characteristics such as comprehension of the author’s imaginary world, the 

author’s perspectives on the community, social and historical events, determination of literary works, 

examination of religios, sufi, historical, and mythological components. The commentary method used 

in this work is described as follows: First, the title of the text that will be commentated is presented. 

Prior to the commentary, information on the purpose of the poem is presented according to resources 

including history books. Information on the life and characteristics of the person described in the poem 

are also provided. The text that will be commentated on is narrated and provided as prose. Vocabulary 

and noun phrases are explained. Several resources such as dictionaries are referred when needed. 

Historical events, places, and names in the text are explained in detail according to information 

gathered from history books.  

“Fuzûlî Diwan Commentary (Fuzûlî Divanı Şerhi)” is a commentary work published by 

Tarlan (2001). This work includes explanation of Fuzuli’s ghazals in Turkish divan literature through 

using the commentary method in which 294 ghazals were commentated (Tarlan, 2001). Tarlan has 

organized his work similar to the traditional commentary approach: First verses are introduced and 

translated into Turkish first, and then an explanation of the verse is provided. However, the process of 

explaining vocabulary from verses that need dictionary definitions is not consistent throughout the 

work. In the commentary work, word definitions are provided when seen necessary. In explaining the 

verses, fineness and characteristics of meanings were presented. In doing so, use of Qur’an, hadiths, 

sufi concepts, religious events, content identified by the tradition, use of poetic themes, astronomy and 

mythology components, literary arts, similar forms of articulation from different authors are presented. 

Books titled “The Life, Art, and Poem Explanations of Şeyh Galib” (İpekten, 1991a), “The 

Life, Art, and Works of Fuzuli” (İpekten, 1991b), “The Life, Art, and Works of Baki” (İpekten, 1993), 

“The Life, Art, and Works of Naili” (İpekten, 1997) have the same content organization. In each piece, 

poem commentaries are provided under the title “Explanations of Certain Poems.” The method used in 

poem commentaries is the same: First, the meter of the poem us written. Then, the couplet is 

transformed into a prose in Turkish. Dictionary definitions of words used in the couplets are provided. 

Identification of literary arts, the special use of the word due to its influence on the meaning, 

identification and explanation of religious, sufi, historical, and mythological components that were 

used or cited are provided in the explanation section. When the commentaries in this book are 

evaluated, it is seen that Olgun (2005) and Tarlan (2001) used the same commentary approaches. 
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The book titled “Old Turkish Literature Studies” that consists of Amil Celebioglu’s 

publications contains the sections of “1-Individuals, Artworks, Types; 2-Text Commentary, 3- Folk 

Literature” (Çelebioğlu, 1998). The second section of this book is related to the current article. This 

section consists of writings titled; “A Commentary of a Ghazal Attributed to Hz. Mevlana (Rumi), 

Thoughts on the First Couplet of Mesnevi According to Various Commentaries, Commentaries on the 

Poems of Yunus, Commentary of One Poem of Yunus, Ney (Reed Flute) in Fuzuli’s Poems, Thoughts 

on a Couplet of  Fuzuli, About Letters, Certain Literary Characteristics Related to the Letter Aleph, 

Poems on and Characteristics of Ships in Old Turkish Literature, Opinions on Youth in Old Literature, 

Moon in Our Culture and Literature, Ramadan in Our Literature, Ramadan in Our Religious-Sufi 

Literature, Ramadan in Divan Poetry.” Writings except for the first three are generally prepared from a 

thematic perspective. In the first writing, a shorter version of a commentary by Emir Buhârî on a 

ghazal considered to be by Mevlana is presented as an example of a Turkish commentary. This section 

is important as it has classical commentary considerations. 

“Diwan of Fatih and Commentary” published by Muhammed Nur Doğan includes 84 poems 

written by Fatih Sultan Mehmet with the pen name Avni (Doğan, 2004). While some of these poems 

are explained through a traditional commentary method, others only have transition into a prose. In the 

commentaries, verses are translated into proses, they are explained departing from the thinking system 

of classical Turkish poetry, literary arts were revealed, exmainations were done word by word when 

necessary, explanations were provided based on religious and sufi works, and poems from other poets 

were provided as examples for explanation in couplets. 

In “Water Eulogy” published by Iskender Pala, Fuzuli’s eulogy that has the word “su (water)” 

repeated after every rhyme is commentated (Pala, 2004a). First, short information on Fuzuli’s life is 

provided, and after the “Praising the Water” section, the poem’s text was written independently. Each 

couplet was commentated with the explanation that reads: “As certain parts of the poem you’re 

reading might require explanations, we believe that it would be beneficial to address couplet by 

couplet (p.10).” In the commentary of the poem, words that needed explanation were defined in 

contemporary Turkish, the couplets were translated to Turkish, and the poet’s imaginary world, the 

use of literary arts and its influence on meaning, the influence of sentence structures on meaning, 

explaining through various sciences related to water, theological information, excerpts related to 

prophet Mohammed’s life were explained with additional information from history and culture. The 

poet’s cultural knowledge and literary style are seen clearly throughout the commentary. 

In his works “Şi'r-i Kadîm (Poem Commentaries)” (Pala, 2004b) and “....and Ghazal, again” 

(Pala, 2006), Iskender Pala processed several poems from classical Turkish Literature through 

commentaries. The commentary approach in these books are the same as the one used in the “Praising 

the Water.”  

The section titled “From Ghazal to Ghazal” in the “Among Ghazals” book published by 

Cemal Kurnaz (Kurnaz, 2011) includes commentaries of one ghazal from Zâti, Hayalî Bey, Yahya 

Bey, Bâki and Fuzuli. The main characteristic that distinguishes these writings from other authors’ 

commentaries is the fact that the tonal attributes that are associated with content and provide rhythm in 

ghazals were given attention. 

The book titled “Ghazal Commentaries” published by Menderes Coşkun, Ali İhsan Öbek, and 

Yavuz Bayram (Coşkun, Öbek, Bayram, 2012) contains traditional commentaries of 38 poems mostly 

including ghazals between the 14th and 19th centuries. The process of the commentaries is as follows: 

Information on poets is provided. Following the rhythm, rhyme-repeated voice information, the 

couplets are written according to Turkish writing with Arabic letters. Then, the couplets are written in 

Latin alphabet which is followed by explanation of the dictionary meanings of the words. The couplets 

written as proses according to Ottoman Turkish are also written in Turkey Turkish as proses. These 

couplets are followed by explanation of the couplets. The commentary section included identification 

of literary arts presented in the couplets, explanation of poetic themes, showing the meaning 

relationships between words, identification of references for verses and hadiths, and explanations on 

legendary inviduals/entities. 
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“Water Qasida Commentary” (Akar, 1994) was published by Metin Akar. The book includes 

the commentary of the “water” qasida. In this commentary, following information on text 

commentary, the text of the poem is provided. Then, the commentary of the poem is given. In this 

section, following the couplets, articles of A, B, C, Ç are given as subheadings. The subheading A 

includes the prose version of the couplet in Ottoman Turkish, subsection B includes dictionary 

definitions of certain words, C subsection includes the prose of the couplet in Turkish, and subsection 

Ç includes the commentary of the couplet. Literary arts, poetic themes, and connections between 

vocabulary are identified in the commentary section. Additionally, explanations related to culture are 

provided.  

There is a separate section in this book that addresses the characteristics related to genre and 

style. In this section, sections of the qasida, the number of couplets in each section, the reasons for 

using “water” as the repeated voice, identification of words are addressed. This work is different from 

others as it adresses the genre and style characteristics together under a separate heading. In addition 

to text commentaries, there are also “analysis” and “examination” studies that share commonalities 

with commentaries:  

The work titled “Analysis of Şeyhî Divanı” published by Ali Nihad Tarlan examines one of 

the important names of Classical Turkish Poetry in the first centuries, Şeyhî’s diwan, from multiple 

perspectives (Tarlan, 1964). Firstly, the sufi perspective of Şeyhî was compared by providing 

examples from Selmân-ı Sâveci who influenced Şeyhî and the way Şeyhî addressed sufism in his 

poems was explained. Then, information about Şeyhî’s philosophy, life, personality and environment 

were presented. The section titled “Şeyhî’s Art” is the most voluminous section. In this section, 

Şeyhî’s way of using what he saw both in humans and nature to identify the aesthetic and emotional 

world is explained by providing comparative examples from both Persian literature (Selmân and 

Hâfız) and the poet’s era. Literary arts, literary figures, rhythms used, poets writing parallels for Şeyhî 

and mistakes related to verses in the Şeyhî’s diwan were explained. In the section titled “Şeyhî’s 

Qasidas,” theological, sufi, and mythological components were identified and explained. The work 

ends with the sections of “Anecdotes in Şeyhî Diwan, and Language and Punctuation in Şeyhî 

Diwan.” 

“Analysis of Şeyhî Diwan” is different from works produced by using the commentary 

method. It is a thematic study that examines the Şeyhî’s Diwan from different elements. However, 

considering the requirement of identifying literary arts in addition to theological, sufi, historical, 

imaginary, and mythological components when doing a commentary, this work is also considered as 

having an annotation nature.  

In the work “Analysis of Necatî Bey Diwan” published by Mehmed Çavuşoğlu, the “Necatî 

Bey Diwan” was examined in four sections including “Religion-Sufism, Society, Human, Nature, and 

Objects” (Çavuşoğlu, 2001). Vocabulary related to these sections in the diwan were identified and 

explained in sub-headings in the sections. As the sections indicate, Çavuşoğlu has focused more on the 

view of Necati Bey on the external world. The aim was to examine the poet’s psychology through his 

use of style in expressing his views on the external world. In explaining the abovementioned sections 

in the Diwan, various resources were used including Qur’an and its meanings, several religious books, 

history books, and sources related to Turkish culture. In the sub-section titled “Arts, Professions, 

Games” in the “Society in the Necati Bey Diwan” section, a type of ink called “tavûsî ink’ is 

mentioned among calligraphy and gilding supplies (p. 86). Footnotes were provided to give 

information on “tavûsî ink” mentioned and a research document related to the topic is cited. In the 

conclusion section of the book, an overview of the four chapters is provided. 

The book titled “The Poem World of Ahmed Pasha” prepared by Harun Tolasa shows 

similarities with Çavuşoğlu’s (2001) book in terms of methodology (Tolasa, 2001). In this work, 

components and concepts constituting Ahmed Pasha’s Diwan are identified and categorized under the 

chapters of “religion-sufism, society, human, nature and objects.” These concepts were explained in 

terms of how, where, and for what purposes they are used which would allow for access to the artist’s 
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artistic world. These four chapters have various sections within each chapter. The conclusion chapter 

provides an overview evaluation of sections in each chapter. 

In the book titled “An Analysis of Nev'î Diwan published by Nejat Sefercioğlu, components 

and concepts constituting the Nev'î Diwan, similar to the works of Çavuşoğlu (2001) and Tolasa 

(2001), are examined in terms of “Religion-Sufism, society, human, nature” (Sefercioğlu, 2001). Such 

classification is used as a result of examining each couplet separately. In the analysis of the Nev'î 

Diwan, several sub-headings were used and various resources were used for explanations when 

needed. In the “results” section, an overall evaluation of Nev'î’s artistic world based on the data 

obtained within the four sections. 

The work titled “An Analysis of Hayâlî Bey Diwan” and published by Cemal Kurnaz consists 

of the sections; “religion-sufism, society, nature, and conclusion” (Kurnaz, 1996). Under these 

headings, components and concepts that are shaped in the poet’s imaginary world were identified in 

terms of the way they are used. The conclusion section provides an overall evaluation. The most 

important characteristic of this work is that it compares the ways of using comparisons and metaphors 

of the four poets based on the data in the “An Analysis of Necati Bey Diwan” (Çavuşoğlu, 2001), 

“The Poem World of Ahmed Pasha” (Tolasa, 2001), and “An Analysis of Nev'î Diwan” (2001). 

 Levels of Text Commentary as a Method of Reading  

It is possible to reach a shared method departing from commentary applications done in works 

that are reviewed. The characteristics and procedures to be present in text commentary reading method 

are as follows: Writing the rhythm, transforming poem to prose, providing dictionary definitions of 

words, the influence of the words used on the meaning, identification of rhyme and repeated voice, 

explanation of the poetic theme, explanation of literary arts, religious-sufi components, historical and 

mythological components, comparison of couplets with other couplets when necessary, providing 

examples from other poets, referring to various works including religious-sufi, historical, and literary  

works, grasping the imaginary world of the artist, characteristics of style and genre, making general 

decisions. Based on these characteristics, the text commentary method levels for reading skills are as 

follows: 

1. Rhythm knowledge 

2. Transforming poem to prose 

3. Rhyme and repeated voice knowledge  

4. Dictionary knowledge 

5. Explanation-Interpretation 

6. Rhetoric Knowledge 

7. Grammar in terms of contribution to the meaning 

8. Comparisons within poems/works 

9. Comparisons with the author’s other poems/works 

10. Comparisons with works of different authors 

11. Citing works of other authors for detailed information. 

12. Cultural knowledge 

13. Type characteristics 

14. Style characteristics 

15. General evaluation (general decision making).  
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Reading Skills in TLEP (2018) in terms Text Commentary Method Levels 

The levels identified in relation to text commentary method can be used to improve reading 

skills in Turkish education. Particularly the levels of 4, 5, 6, 7, 8, 9, 10, 11, and 13 can be used in 

comprehension activities geared towards informative and narrative text types in Turkish education. 

The 5th article may change in accordance with the content of texts in Turkish education. For example, 

explanation, which is the main purpose of annotations, focuses on revealing the meaning of teh 

couplet. Thus, ways to improve a topic, theme, main feeling, main theme, narrative types and thoughts 

in a text in Turkish lessons can be considered within the 5th article. 1st, 2nd and 3rd levels are related 

to poems. When the levels are taken into consideration, there are two characteristics of annotation as a 

reading method: 

 

Figure 1. Commentary as a method of reading 

In figure 1, two characteristics of an annotation as a method of reading are presented: reading-

comprehension and explanation. Reading-comprehension is the level that involves familiarization with 

the text, obtaining information about the text, comprehension of the topic, supporting arguments, main 

argument, theme, literary arts in the text, and use of grammar. Explanation is the expression of what is 

understood from the text through the reader’s narrative. TLEP-2018 includes objectives related to 

acquiring reading skills that are also within the field of text commentary. 

The articles under the heading “Special Purposes of Turkish Language Teaching Program” in 

TLEP-2018 are presented below and related to students’ reading skills. 

 Improving listening/watching, speaking, reading, and writing skills, 

 Helping students to enrich their vocabulary through reading, listening/watching, and 

improve their emotional, thought, and imaginary worlds, 

 Acquiring enthusiasm for and habit of reading and writing (NEM, 2018: 8). 

In reaching the objectives of “improvign readings skills,” “enriching vocabulary through 

reading,” “acquiring awareness for language through reading,” “improving emotions, thoughts, and 

imaginary worlds,” and “developing enthusiasm and habits for reading and writing,” reading in 

accordance with appropriate annotation levels can be useful. Also, the special pruposes of the program 

it is stated that the reading and writing objectives -prepared with a thematic approach- “are structured 

for meaning making through in-text, paratext, and inter-text reading: (NEM, 2018: 8). This statement 

overlaps with the 8th, 9th, 10th, and 11th levels of annotation.  

Some of the reading skills related objectives in TLEP-2018 meet the levels of text 

commentary. Table 1 shows the reading objectives and the levels of text commentary related to these 

objectives. 

  

Reading-
Comprehension 

Explanation 
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Table 1. Levels of Text Commentary Method in Reading Objectives in TLEP-2018 

Reading Objectives Grade Level  Commentary Levels 

 Reads the text in accordance with the characteristics of the 

type. 

5, 6, 7 and 8. Grades 13th  

level 

 Guesses the meanings of words or word groups from the 

context. 

5, 6, 7 and 8th Grades 4th level 

 Identifies the contributions of phrases and idioms to the text. 5, 6, 7, and 8th Grades 4th level 

 Finds the synonyms of the words. 5th Grade 4th level 

 Finds the antonyms of the words. 5th Grade 4th level 

 Distinguishes the meanings of heteronyms. 5th Grade 4th level 

 Explains the contribution of nouns and adjectives to the text’s 

meaning.  

6th Grade 7th level 

 Explains the contribution of possessive construction and 

adjective clauses to the meaning of the text. 

6th Grade 7th level 

 Explains the contribution of preposition, conjunction, and 

interjections to the meaning of the text. 

6th Grade 7th level 

 Explains the contribution of pronouns to the meaning of texts. 6th Grade 7th level 

 Evaluates the contribution of transitional and connecting 

statements between the components of the text. 

5, 6, 7 and 8th Grades 7th level 

 Identifies literary arts in the text. 6, 7 and 8th Grades 6th level 

 Explains the contribution of adverbs to the meaning of the 

text. 

7th Grade 7th level 

 Identifies the narrative types in the text. 8th Grade 5th level 

 Distinguishes types of texts. 5, 6, 7 and 8th Grades 13th level 

 Identifies the key theme of the text. 5, 6, 7 and 8th Grades 5th level 

 Interprets the text. 5, 6, 7 and 8th Grades 5th level 

 Asks questions related to the text. 5, 6, 7 and 8th Grades 5, 8, 9, 10 and 11. levels 

 Answers the questions related to the text. 5, 6, 7 and 8th Grades 5, 8, 9, 10 and 11. levels 

 Identifies the topic of the text. 5, 6, 7 and 8th Grades 5th Level 

 Makes comparisons between texts. 5, 6, 7 and 8th. Grades 9th and 10th levels 

 Makes inferences about the texts read. 5, 6, 7 and 8th. Grades 6th level 

 Identifies the rhetorics in the text. 5th and 6th Grades 6th level 

 Explains the structural characteristics of the poem. 6th Grade 3rd level 

 Identifies the supporting ideas in the text. 7th and 8th Grades 5th level 

 Identifies the discourse types in the text. 7th Grade 5th level 

 Identifies ways to develop the thought used in the text. 7th and 8th Grades 5th level 

 

Table 1 shows the levels of the text commentary method that overlaps with the objectives in 

TLEP-2018. 16 objectives in 5th grade, 19 objectives in 6th grade, 17 objectives in 7th gradem and 16 

objectives in 8th grade meet the levels of text commentary method. Certain objectives overlap with 

more than one text commentary method levels. The frequency of the levels constituting the text 

commentary method in objectives are presented in figure 2: 

 

Figure 2. Frequency of the levels of text commentary method in objectives 
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 “5th Level: Explaining-Interpreting” is ranked the first with 24 frequency in terms of overlaps 

with the objectives. “4th Level: Vocabulary” overlaps with 11, “9th Level: Comparing with the 

author’s other works” and “10th level: Comparing with different author’s works” overlap with 10; 

“7th level: Grammar in terms of contribution to the meaning” overlaps with 9; “6th Level: Knowledge 

of literary arts” and “13th Level: Genre Characteristics” overlap with 8, “8th Level: In-Poem/In-work 

comparison” overlaps with 7, and “11th Level: Citing different authors’ works for more information” 

overlaps with 6 objectives. In text books prepared in consideration with the objectives in TLEP-2018, 

it is seen that there are activities that overlap with commentary levels: 

Activity Related to the 4th Level of the Text Commentary Method: 

 

Middle School and Imam Hatip Middle School 5th Grade Turkish Textbook, MEB Publications, 

p.56 

Activity Related to the 5th Level of the Text Commentary Method: 

 

Middle School and Imam Hatip Middle School 7th Grade Turkish Textbook (1), MEB 

Publications, p.13 

Activity Related to the 13th Level of the Text Commentary Method: 

 

Middle School and Imam Hatip Middle School 8th Grade Turkish Textbook (1), MEB 

Publications, p.12 
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Activity Related to the 6th Level of the Text Commentary Method: 

 

Middle School and Imam Hatip Middle School 8th Grade Turkish Textbook, MEB Publications, 

p.155 

Activity Related to the 10th Level of the Text Commentary Method: 

 

6th Grade Middle School Turkish Textbook, Eksen Publishing, p.155 

Activity Related to the 7th Level of the Text Commentary Method: 

 

Middle School and Imam Hatip Middle School 7th Grade Turkish Textbook (2), MEB 

Publications, p.182 

 

Certain concepts related to reading in literature overlap with the levels of text commentary 

method. Annotated reading, a reading method, is one of those concepts. According to Çifçi (2013: 11), 

annotated reading is “the activity of helping students comprehend through preparation such as various 

prior information and sub-text questions in the classroom with the guidance of the teacher.” Annotated 

reading has overlapping characteristics wit the levels of text commentary method such as using 

dictionary, sub-text questions, identification of main theme and supporting arguments. Additionally, 

reading with the text commentary method is related to the characteristics of a critical reader. 

Certain skills are needed to be a critical reader (Çifçi, 2013). Some of these skills overlap with 

the levels of the commentary: 
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 Mastery of semantics 

 Familiarity with the field literature 

 Familiarity with the text genre 

 Identifying the main theme of the text correctly 

Mastery of semantics involves knowing the meanings of vocabulary, metaphors, idioms, 

terms, and phrases, and identifying the contribution of these to the text’s meaning (Çifçi, 2013: 49-52). 

Mastery of semantics overlaps with the 4th level of the commentary -“dictionary knowledge.” 

Knowing the field literature is evaluating by accessing different publications in the field of the text 

that’s read (Çifçi, 2013: 52). The 9th, 10th, and 11th levels of commentary overlap with being familiar 

with the field literature. Knowing the text genre overlaps with the 13th level, and identifying the text’s 

main theme correctly overlaps with the 5th level of the commentary. 

PISA Reading Skills Field in terms of Text Commentary Method Levels 

The levels of the text commentary method as a reading method are also related to the 

competency levels included in PISA reading skills field (NEM, 2015: 32). Certain explanations in 

these levels overlap with the levels of the text commentary method which is shown in table 2. 

Table 2. PISA Reading Levels and Text Commentary Method levels 

No. PISA Level Explanation Commentary Level 

  

1a Level 

(…) Comprehension of the key idea of a text 5th Level 

(…) Making connections between the information in the text and another 

infornation that is widely known 

10th Level 

  

2th Level 

(…) Identifying the key idea in the text 5th Level 

(…) Comparing information in the text with information outside the text. 9th and 10th  Levels 

  

 

 

 

3th Level  

Identifying the key idea. 5th Level 

(…) Gathering information to identify the meanings of idioms or vocabulary 

and  

4th Level 

Making connections between texts and making comparisons. 9th and 10th Levels 

(…) Examining texts through explanations. 5th Level 

(…) Interpreting the characteristics of a text. 13th Level 

(…) Making associations between the text and information used in daily 

life. 

10th Level 

  

 

6th Level 

(…) Making inferences. 5th Level 

Demonstrating understanding of texts in detail. 5th Level 

(…) Interpreting abstract concepts 4th and 5th Levels 

 

The levels of the text commentary methods overlap with 4 levels in PISA. The levels of 4, 5, 

9, 10 and 13 in the text commentary meet the competencies in reading skills in PISA. This shows that 

commentary as a reading method can contribute to students in terms of PISA reading skills. 

CONCLUSION 

Reading skills are important for comprehension. Comprehension provides a foundation for 

narrative skills. In other words, narration depends on comprehension. Various strategies, methods, and 

techniques are used for better reading which is an important skill in comprehension. 

When studies on commentary that is one of the reading and writing methods in Dervish lodge-

sufi literature and classical Turkish poetry, it was seen that the text commentary method has certain 
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levels. These levels revealed that the text commentary method should be considered as a reading 

method. 

Text commentary-based reading method can be considered as a method for improvement of 

reading skills in the Turkish langugae education. The text commentary which is a primeval method in 

the reading culture overlaps with 28 reading objectives -seen repetitively in different grade levels- in 

TLEP-2018. The levels of text commentary-based reading method in middle school Turkish language 

textbooks prepared in alignment with these objectives stand out. Additionally, the text commentary 

method is compatible with the annotated reading. The competency of reading levels in PISA, which is 

an international exam towards reading skills, overlap with the levels of the text commentary based 

reading method and this is an important finding. The identified conditions support the comment 

realted to consideration of the levels of text commentary as a reading method on its own. 

Departing from the text commentary studies on classical Turkish poetry, the levels of this 

reading method are identified. The objective sentences preapred in alignment with these levels can be 

considered as the fundamentals of the text commentary based reading method: 

1. Learning of the meanings of unknown vocabulary from dictionaries. 

2. Identifies the topic of the text. 

3. Explains the main theme of the text. 

4. Explains the supporting arguments of the text.  

5. Identifies the literary arts in the text.  

6. Identifies the contributions of grammar components to the meaning (identifies the 

contribution of the use of noun, adjective, pronouns, adverb, conjunctions, and 

interjections to the meaning). 

7. Makes in-text comparisons. 

8. Compares the text with other works of the author/poet. 

9. Compares the text with the works of other authors/poets. 

10. Refers to different resources related to the components of the text in order to understand 

the text content better. 

11. Explains the cultural elements in the text. 

12. Identifies the characteristics related to the genre of the text. 

13. Identifies the stylistic characteristics of the text. 

14. Provides an overall evaluation of the text. 

The objectives of the identified text commentary-based reading method can be considered in 

preparing Turkish education programs. Also, in alignment with these objectives, activities can be 

prepared for textbooks. Applied research related to rading education in consideration with the 

abovementioned objectives can be conducted. Additionally, it is seen that text commentary-based 

reading method is both a reading-comprehension and writing-narrating method. Thus, commentary 

levels as a writing method can also be researched. 
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Abstract 

The aim of this research is to reveal the metaphoric perceptions on the concept of “social skills” of 

preschool teachers. This study which has phenomenology design, one of the basic qualitative 

researches, was carried on 46 preschool teachers working in the provinces of Amasya, Çorum, Ordu, 

Samsun, and Tokat. The forms given teachers which were written an expression like “Social skills are 

like ……. Because………” were used to collect data as “documents” in the study. Content analysis 

was used in data analysis. It was seen that the preschool teachers generated metaphors such as tree, 

water, play dough, dough, ball, dessert, traffic, lego, mirror, heartbeat, tumbler, grinder, plastic ball, 

puppet, Rubik’s cube, living model, cake, mixer, bicycle, octopus, clown, safety belt, bag, soil, spider 

web, and food regarding the concept of “social skills”. The metaphors produced are categorized as 

“social skills in terms of their contributions”, “social skills in terms of acquisition processes”, “social 

skills in terms of the characteristics they have” and “social skills in terms of their indispensability”. 

Accordingly, a total of 38 different metaphors collected in four categories have been identified. As a 

result, it has been revealed that preschool teachers have general view of social skills and suggestions 

were asserted to increase their knowledge, skills and experience from theory to practice. 

Keywords: Social Skills, Metaphor, Preschool Teacher, Perception 
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INTRODUCTION 

Preschool period, the first six years of the life, is a period in which children are very dynamic, 

energetic, and enthusiastic. The child gains his/her first experiences in his/her family in this period, 

and gains new experiences through expanding social environments such as peers and teachers in the 

following period. The child has to have skills such as ability to express wishes properly, to solve any 

problem faced, to share toys, and to establish communication with the people around, in order to exist 

in the life as a strong individual, starting from the preschool years. In case of an inability to have such 

skills, undesirable behaviors would arise and acquisition of desired gains would be hindered. Children 

are required to have social skills in order to be individuals who get on with their environment, are 

accepted by peers, perform tasks related to school, are aware of their responsibilities, respect 

differences, and preserve the rights of others. Thus, such types of characteristics are emphasized by 

contemporary education approaches and defended by today’s sense of education. Social skills, referred 

to in all fields of the life, are the skills that are exhibited through verbal ways such as thanking, asking 

for permission, apologizing, and expressing feelings, and through nonverbal ways such as making eye 

contact and using tone of voice properly while speaking. Adopting the method of determining and 

eliminating any deficiencies or inadequacies in the social skills of an individual is quite important for 

achieving the goal of the efforts at each levels of education. Social skills can be evaluated in many 

fields such as home and school, besides it is of great importance that social skills of preschool children 

are revealed by means of evaluations by parents/teachers, who are closely acquainted with them, as 

preschool children are in an egocentric period.   

Evaluation of social skill levels of preschool children is performed by referring to the opinions 

of teachers or parents; it is possible to find differences in the opinions of teachers and parents, though 

(Aksoy, 2014; Can Yaşar, 2011; Hansa Bilek, 2011; Özbey, 2012; Winsler and Wallace, 2002). Such 

differences can derive from the differences in behaviors observed at the environment of home and 

school, while it is also possible that they arise a result of the differences between the expectations of 

parents and teachers. In this scope, there are results indicating that preschool teachers may be more 

realist in evaluating social skills of the children, nevertheless Akman, Baydemir, and Akyol (2011) 

detected that preschool teachers cannot reach a common definition for problem behaviors and 

expressed the aggressive and violent behaviors they face in their professional life in this scope. 

Similarly, in a study conducted by Milfort and Greenfield (2002) on five-six aged children of 

American, African, and Spanish origin, it was detected that there were differences in the evaluations 

made by teachers and by observers on the play behaviors and aggressiveness/non-aggressiveness of 

the children. Evaluations by preschool teachers for children can be neutral and their expectations from 

children can be valid only if preschool teachers have sufficient knowledge of social skills. This much 

is certain that competency of preschool teachers in social skills will contribute to carrying out the 

processes of education and teaching properly. It was found that the relationships between preschool 

children and their teachers contribute to increasing their level of social skills (Özyürek, Begde, and 

Yavuz, 2014; Özyürek and Ceylan, 2014/1; Tatlı and Alakoç Pirpir, 2015). The positive effects of 

such relationship between teacher and child are also possible to be revealed in the following periods 

(Bery and O’Connor, 2010). 

Preschool teachers are expected to be the persons who have the opportunity to observe the 

social skills exhibited by children towards different conditions, and who are able to support the 

development of social skills in a systematical and conscious manner, thanks to their pedagogic 

formation education they received. The fact that preschool teachers act as an appropriate model with 

their attitudes and behaviors contributes to social skill acquisition of children, while the fact that they 

include social skill activities within the process of learning supports starting of a tendency towards 

positive social behaviors. In this process, it is extremely important that preschool teachers have 

knowledge and experience in many points in the dimensions of content, importance, evaluation, and 

development concerning “social skills”. It is beyond any doubt that the perceptions of preschool 

teachers on the concept of “social skills” affect their tendencies to give importance to and allocate time 

to social skills, and include social skills in the process of learning. In this line, emphasis should be put 

on how the perceptions of preschool teachers on “social skills” are. Use of metaphors, which reveals 
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the explanations of preschool teachers concerning the concept of social skills, is an effective way to 

determine their perceptions on “social skills”.  

In the literature studies, perceptions on many important factors included in the content of 

education process such as education, educational administration, school, school management, Turkish 

education system, university, teacher, discipline, punishment-reward, drama, and values education 

over the source persons of the field of education (e.g. manager, teacher and teacher candidate) were 

analyzed by means of metaphors (For example; Akbaba-Altun and Apaydın, 2013; Anılan, 2017; 

Kasapoğlu, 2016; Kıral, 2015; Oyman and Şentürk, 2015; Örücü, 2014; Özdemir and Akkaya, 2013; 

Pektaş and Kıldan, 2009; Saban, 2004; Saban, 2008; Şahin-Kalyon and Aksoy, 2017; Turhan and 

Yaraş, 2013; Yazar, Özekinci and Lala, 2017). In this framework, it is thought that examining the 

perceptions on the concept of “social skills” thoroughly will contribute to determining their 

perspectives and competencies with this regards, and will be a resource for knowing their outstanding 

characteristics. In the studies on social skills, it was seen that the levels of social skills (İnci and Deniz, 

2015) and the relationships between the levels of social skills and the variables such as parent 

attitude/personal characteristics (Özyürek, 2015; Yaşar Ekici and Göger, 2018), level of self (Uysal 

and Kaya Balkan, 2015), temperament characteristics (Kılıç and Güngör Aytar, 2017), behavior 

problems (Gültekin Akduman, Günindi and Türkoğlu, 2015), learning styles (Eğin Işık, 2019), play 

behaviors (Darwish et. al, 2001; Kılınç and Ceylan, 2018), value acquisitions (Tanrıverdi and Erarslan, 

2015), vocabulary (İnan, 2019), commitment style (Yılmaz, 2018) and conflict tendencies of families 

(Köyceğiz, 2017) and communication styles of teachers (Paslı, 2017) were examined. In these studies, 

the factors that affect social skills were revealed, while there are also empirical studies aiming to 

develop social skills. For example, the effects of creative drama education (Kıvanç Öztuğ and Çiner, 

2018), mother supported education (Uysal, 2014), the program organized by the method of interactive 

book reading (Kerigan, 2018), story and play based education (Aksoy, 2014), robotic education 

practices (Türe, 2018), dancing music activities (Kurt, 2016), and psychological endurance program 

(Ünsal, 2016) on social skills were revealed. The studies on social skills, from theoretical to practical, 

agree on a single point: teachers have important responsibilities for development and teaching of 

social skills and they should be competent in the approaches towards developing social skills. It is 

considered that acquisition of social skills at early ages will be more functional and form a basis for 

the future learnings, besides it is required to take the steps for social skills in the context of preschool 

period. In line with these points, the situations in the conscious of preschool teachers, who are one of 

the milestones of preschool education, concerning social skills and the expressions explained by them 

regarding “social skills” are considered to be important. In this framework, the problem sentence of 

this study is constituted by the question of “How are the metaphoric perceptions on the concept of 

“social skills” of preschool teachers.  

Purpose of the Study  

The purpose of this study is to reveal the metaphoric perceptions on the concept of “social 

skills” of preschool teachers. Answers to following questions have been sought to achieve this general 

purpose: 

1. What are the metaphors generated by preschool teachers for the concept of “social 

skills”? 

2. What are the conceptual categories of the metaphors generated by preschool teachers 

for the concept of “social skills”? 

METHOD 

Research Design 

Basic qualitative research design, one of the qualitative research methods, was used in this 

research, which aims to reveal the metaphoric perceptions of preschool teachers on “social skills”. The 
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research focuses on determining the perceptions of preschool teachers on the concept of social skills 

and understanding the meanings that they create in this framework. In this line, in the basic qualitative 

research design that was used, the interpretations/explanations by preschool teachers for the concept of 

“social skills” and the types of meanings presented by preschool teachers about “social skills” were 

emphasized (Altheide and Johnson, 2011). In this research, the perceptions of the preschool teachers, 

who worked in different provinces, on “social skills” were revealed and the opinions of all of the 

preschool teachers, who involved in the research, were received by means of a written form, which are 

among the reasons why basic qualitative research design was preferred. 

Study Group 

This research was conducted over the preschool teachers working in the provinces of Amasya, 

Çorum, Ordu, Samsun, and Tokat located in the Central Black Sea Region of the Republic of Turkey. 

In the study, 12 each teachers working at preschool education institutions in the provinces of Amasya, 

Çorum, Ordu, Samsun, and Tokat of the Central Black Sea Region were reached by means of 

convenience sampling method within the academic year of 2018-2019. According to Patton (2014), it 

is aimed to reach in-depth information choosing the cases that are thought to have rich information in 

purposeful sampling. Convenience sampling method, which is one of the purposeful sampling 

techniques, is a technique of sampling that provides a researcher with speed and practicability upon 

choosing an easy-to-reach case (Yıldırım and Şimşek, 2008). In this line, it was ensured to reach a 

sampling to represent samples from the Central Black Sea Region and it was aimed to increase the 

validity of the study data.  When the teachers reached within the scope of the study were requested to 

make an evaluation on social skills through metaphors, it was seen that some of the teachers (n=3) 

answered as “no idea”, while one (n=1) teacher expressed opinion saying, “I am not sure, I do not 

really have an answer”. In line with the purpose of the study, 10 preschool teachers ,who were 

detected to have filled in the data collection form delivered to them incompletely or incorrectly, were 

also excluded from the study group. In this line, the study group comprised of 46 preschool teachers 

working in the provinces of Amasya (n=10), Çorum (n=9), Ordu (n=8), Samsun ((n=9), and Tokat 

(n=10). The professional experiences of the preschool teachers in the study group were 13 years in 

average, minimum being 1 year and maximum being 25 years. All of the teachers in the study group 

had bachelor’s degree and were females.   

Data Collection  

A form that was prepared by the researcher and required completing an open-end expression 

was utilized to determine the perceptions of the preschool teachers in the study group on the concept 

of “social skills”. Each of the preschool teachers who enrolled into the study was given a form, 

containing the expression of “Social skills are like/similar to ……. Because………” so as to reveal 

their perceptions on the concept of “social skills”. It was explained to the preschool teachers that they 

should complete the sentence in the forms given to them, likening the concept of “social skills” to a 

unique image, object, or thing basing on their own opinions, and they did not receive any inducement. 

In the metaphor studies, the expressions of “like/similar to” were used to create a likening, while the 

expression of “because” was used to base such likening on a rational justification. In this scope, the 

same way was flowed with similar reasons. In this research, this method was utilized to ensure that the 

preschool teachers could make associations between “social skills” (the subject of metaphor) and the 

metaphors they would create, and could express justifications for these metaphors. The forms filled in 

by the preschool teachers in their own handwritings were used to collect data as “documents” in the 

study. There was no time limitation for the teachers to create metaphors for the concept of “social 

skills” and the forms filled in by the teachers were collected by the researcher by hand. 

Analysis of Data 

The metaphor forms filled in by the preschool teachers in their own handwritings were the 

main data source of the study as “documents”. The data collected in this line was analyzed by means 

of content analysis method. When content analysis is used, the collected data is conceptualized at first, 
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then these concepts are organized logically, and the cases that express the data accordingly are 

thematized. In other words, content analysis is the process of gathering and interpreting similar data 

within the framework of certain concepts and themes (Yıldırım and Şimşek, 2008). Different metaphor 

studies in the literature (For example; Anılan, 2017; Kasapoğlu, 2016; Oyman and Şentürk, 2015; 

Saban, 2004; Saban, 2008; Şahin-Kalyon and Aksoy, 2017; Yazar, Özekinci and Lala, 2017) were 

reviewed while analyzing the data, and in this line, content analysis was performed at the phases of (1) 

coding and extraction, (2) category development, (3) ensuring validity and reliability, and (4) 

interpreting the data. The processes carried out at these phases are as follows:    

1) Coding and extraction: In the research, it was firstly reviewed whether the expressions 

made by the preschool teachers in the forms contained metaphors or not, then the source of the 

metaphor and the subject of the metaphor were reviewed, and besides, it was also reviewed if there 

was any rational justification between the subject of the metaphor and source of the metaphor. The 

preschool teachers who were detected to have any incomplete or incorrect statements in any manner 

on the subject of the metaphor or on the source of the metaphor in their expressions in the forms were 

excluded from the study group. In this framework, in addition to 4 different teachers who could not 

declare any opinions due to the reasons like “I have no idea” or “I am not sure”, the forms filled in by 

teachers who made general explanations without generating any metaphor with the statements such as 

“social skills start in the family” and without generating any likening for the concept of “social skills”, 

or who made explanations independent from the metaphor generated by them with the statements such 

as “social skills are the skills that must be taught”, were eliminated. In this line, the forms filled in by 

10 different teachers in total reached in the provinces of Amasya, Çorum, Ordu, Samsun, and Tokat 

were excluded from the scope of the study, and the teachers who were detected to have filled in the 

forms in a complete and correct manner were included in the study group. The 46 preschool teachers 

in the study group were coded in the range of T1-T46 basing on the metaphor collection order and the 

statements of the teachers were evaluated using enumerated code names instead of their real names. 

The metaphors generated by the preschool teachers in the study group were presented in tables with 

their code names. Relational category framework was created out of the data obtained after this phase. 

2) Category development: At this phase of the research, all the metaphors generated by the 

preschool teachers for the concept of “social skills” were transferred into computer environment and 

the generated metaphors were listed by the researcher based on the code order of the teachers. Among 

the metaphors generated by the teachers, the ones that were determined to have common traits were 

grouped under the same category. The categories were determined for the metaphors basing on their 

themes as a result of content analysis. While determining the categories, it was taken into 

consideration whether the metaphors under the same themes together constituted a meaningful whole 

or not. The 46 preschool teachers created 38 different metaphors in total for the concept of “social 

skills”. In this context, it was determined that some of the metaphors (tree, water, play dough, and 

dough) were generated by more than one teacher. Evaluating the relationship between the 

justifications of the metaphors generated by the preschool teachers and a theme, it was seen that the 

concept of “social skills” were expressed by the preschool teachers under four different conceptual 

categories basically. 

3) Ensuring validity and reliability: The preschool teachers were not given any referring 

example and any inducement while generating metaphors, in order to ensure them to reflect only their 

own opinions during the research. The metaphors and statements presented by the participants were 

directly included and the results were interpreted based on the emerging opinions using direct citations 

to ensure validity of the research, since cogency and transmissibility are important. Further, expert 

opinions were also referred to at the phase of data analysis to ensure validity of the research. A 

consistency analysis was performed by broaching the metaphors that were grouped under conceptual 

categories to an academic member, who was competent in qualitative research and conducted studies 

on social skills in preschool period, in order to ensure inter-coder reliability of the study. The 

academic member who was referred to for opinion was asked to match the metaphors and these 

conceptual categories. Then, inter-coder reliability was revealed upon detecting the consensuses and 

dissensuses. The formula by Miles and Huberman (1994) (Reliability = Consensus / Consensus + 

Dissensus x 100) was used to determine the consensuses and dissensuses at this phase. As a result of 
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the evaluation, the numbers of consensuses and dissensuses were calculated and it was determined that 

a total of 4 metaphors were included in different categories. Accordingly, it was detected that there 

was a consensuses of 91.3% among the evaluators in the study. The metaphors that were subjected to 

dissensus were revised and were included in the corresponding category as a result of a detailed 

review. According to Miles and Huberman (1994), expert consensus at and above 90% are reliable at a 

good level in qualitative researches. In this case, it was concluded that the expert reliability ratio of the 

study is at a sufficiently desired ratio. 

4) Interpretation of data: At this phase, the metaphors generated by the preschool teachers and 

the categories representing such metaphors were placed into tables and figures. The numbers of the 

metaphors generated for the concept of “social skills” were also calculated and the tables included all 

the metaphors generated, starting from the most frequently repeated metaphors, based on the code 

orders of the teachers. Since the purpose of the study does not include a comparison among the 

provinces of Amasya, Çorum, Ordu, Samsun, and Tokat for the perceptions of the preschool teachers 

on the concept of “social skills”, the metaphors generated by all of the preschool teachers in the study 

group were reported without any separation. It was aimed to strengthen the study results by presenting 

direct citations consisting of certain metaphor expressions and their justifications obtained during the 

process, in the findings section of the study. At the end of this phase, the results based on the 

metaphors generated by the preschool teachers on the concept of “social skills” and the categories 

expressed by them through the metaphors were discussed and set forth in line with the literature 

studies.  

FINDINGS 

This section contains the findings obtained from the study. In line with the purpose of the 

study, the metaphors generated by the preschool teachers for “social skills” and the categories under 

which these metaphors are grouped were revealed. In this framework, the findings obtained are 

presented in order in tables. 

Table 1. The Metaphors Generated by the Preschool Teachers for “Social Skills” 

The Metaphors Generated for “Social Skills” Total 

tree (T2, T3, T23, T41, T42), water (T30, T31, T44), play dough (T12, T19), dough (T25, T39),  

ball (T1), dessert (T4), traffic (T5), lego (T6), mirror (T7),  heartbeat (T8), roly-poly (T9),  

needs of tree (T10), cup full of coffee (T11), car (T13), play (T14),  

doll (T15), root (T16), electrical machine (T17), mill (T18), plastic ball (T20),  

puppet (T21), basic needs (T22), Rubik’s cube (T24), living model (T26), cake (T27), 

mixer (T28), bicycle (T29), octopus (T32), clown (T33), recorder (T34),  

the season of spring (T35), paper and pencil (T36), safety belt (T37), drinking glass (T38),  

bag (T40), soil (T43), spider web (T45), food (T46). 

38 metaphors 

 

Examining the metaphors generated by the preschool teachers in Table 1 for “social skills”, it 

is seen that 38 different metaphors were generated. In this sense, it was detected that the most 

commonly generated metaphors were the metaphor of tree (by 5 teachers), then the metaphor of water 

(by 3 teachers), followed by the metaphors of play dough and dough (by 2 each teachers). Following 

these, it was revealed that the metaphors of ball, dessert, traffic, lego, mirror, heartbeat, roly-poly, 

needs of tree, cup full of coffee, car, play, doll, root, electrical machine, grinder, plastic ball, puppet, 

basic needs, Rubik’s cube, living model, cake, mixer, bicycle, octopus, clown, recorder, the season of 

spring, pencil and paper, safety belt, drinking glass, bag, soil, spider net, and food were generated, 

each of which used once.  
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Table 2. The Metaphors Generated by the Preschool Teachers for “Social Skills” Based on 

Categories 

The Metaphors Generated for “Social Skills” Based on Categories 

Social Skills in terms of Their 

Contributions 

Social Skills in terms of 

Acquisition Processes 

Social Skills in terms of The 

Characteristics They Have 

Social Skills in terms of 

Their Indispensability 

ball (T1),  

tree (T3), 

dessert (T4),  

mirror (T7),  

cup full of coffee (T11),  

play (T14),  

doll (T15),  

root (T16),  

electrical machine (T17), 

mixer (T28),  

clown (T33), 

the season of spring (T35), 

food (T46). 

play dough (T12, 19),  

dough (T25, T39),  

lego (T6), 

cake (T27),  

recorder (T34),  

safety belt (T37),  

drinking glass (T38),  

Rubik’s cube (T24),  

living model (T26),  

puppet (T21),  

three ( T41)  

soil (T43). 

traffic (T5),  

heartbeat (T8),  

roly-poly (T9),  

car (T13),  

grinder (T18),  

plastic ball (T20),  

bicycle (T29),  

octopus (T32),  

tree (T42). 

 

water (T30, T31, T44),  

tree (T2, T23),  

needs of tree (T10),  

basic needs (T22),  

pencil and paper (T36),  

bag (T40),  

spider web (T45).  

 

13 different metaphors 12 different metaphors 9 different metaphors 7 different metaphors 

 

The distribution of the metaphors generated by the preschool teachers for “social skills” based 

on categories is given in Table 2. Examining the metaphors generated by the preschool teachers based 

on categories, it was found that they were grouped under four different categories. These are (1) 

“social skills in terms of their contributions”, (2) “social skills in terms of acquisition processes”, (3) 

“social skills in terms of the characteristics they have” and (4) “social skills in terms of their 

indispensability”. Examples regarding the metaphors generated by the preschool teachers based on 

their categories are given below. 

The findings of the study show that there are different metaphors generated by 13 preschool 

teachers under the category of “social skills in terms of their contributions”. It was found that the 

metaphors generated under this category are ball, tree, dessert, mirror, cup full of coffee, play, doll, 

root, electrical machine, mixer, clown, the season of spring, and food.  Addressing these metaphors 

with their justifications, it is seen that the contributions of social skills are emphasized by the 

metaphors under this category, according to the evaluations by the preschool teachers.  

The majority of the preschool teachers (T1, T3, T15, T16, T28) declared the contributions of 

social skills such as preventing withdrawnness of children and ensuring them to socialize, ensuring 

them to play together, over the metaphors of ball, tree, doll, root and mixer. The following statements 

show them. 

T1; “They are similar to a ball. Because, when a ball moves slowly, it bounces slowly, too, and when it 

moves fast, it gets higher. Children with lower social skills are withdrawn and less social”. 

T15; “Social skills are like a doll. They ensure children to play together”. 

T16; “Social skills are similar to a root. Because, the stronger a root is, the stronger and robust a tree 

is. If we give the child social skills; strong, robust, and good results can be achieved like a root 

wrapping all around”. 

T28; “Social skills are similar to a mixer. Because, social skills are required to combine many things 

together and yield a beautiful thing, and to introduce the child into the society as a better individual and 

make him/her a qualified person”. 

Part of the preschool teachers (T7, T14, T17, T33) emphasized social skills to have the role of 

facilitating learning and life, through the metaphors such as mirror, play, electrical machine and 

clown. These are as follows: 
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T14; “Social skills are like play. Because, they make it easy for the children to learn like a play 

does”. 

T17; “Social skills are similar to electrical machines. Because, as electrical machines make 

our life easier, many things in the life of a child who gains social skills become easier”. 

T33; “Social skills are similar to a clown. Because, children love clowns so much and they can 

learn a lot thanks to clowns. They learn many other things thanks to social skills, too”. 

In this scope, several preschool teachers (T4, T11, T35) highlighted the aspect of social skills 

that give happiness/peace/joy generating metaphors of dessert, a cup full of coffee and the season of 

spring. For example; 

T4; “They are similar to a dessert. Because, it is possible to survive without dessert but if you 

have it, the life will be much better. Those who eat dessert will enjoy it and will be happy. 

Social skills are like it, too”.  

T11; “Social skills are like a cup full of coffee. Because, when one has it, it makes him/her 

peaceful”. 

T35; “Social skills are like the season of spring. Because, the nature is livelier and more 

colorful during spring. A person who has gained social skills is lively and colorful, just like 

spring. Just as spring gives people joy and happiness, a person who has gained social skills is 

joyful and happy”. 

The metaphor of food was generated by only one of the teachers (T46), which refers to the role 

of social skills in character development. The following justification for this metaphor emphasizes the 

contribution of social skills to character development. 

T46; “Social skills are like food. Because, food feeds a child and social skills feed character”. 

On the other hand, as can be seen in Table 2, it was found that 11 different metaphors were 

generated by 13 preschool teachers under the category of “social skills in terms of acquisition 

processes”. It was seen that there are the metaphors repeated in the forms of play dough and dough, 

and besides, the metaphors such as lego, cake, recorder, safety belt, drinking glass, Rubik's cube, 

living model, puppet, and soil, among the metaphors generated under this category. Addressing these 

metaphors together with their justifications, it was determined that the preschool teachers revealed the 

situations regarding the acquisition processes of social skills under this category. 

It was strongly emphasized (T6, T19, T21, T25, T27, T38) that social skills are configurable under 

this category. This reveals the characteristic of changeability by interventions. On the other hand, there 

are also metaphors that explain changeability depending on the shape/content of the cup or material. It 

is remarkable in the examples here that the teachers stated that children would be the individuals 

depending on how and to which direction they are forwarded by their teachers. In this scope, the 

metaphors of lego, play dough, puppet, dough, cake, and drinking glass were generated. The following 

expressions are the examples for these.  

T19; “Social skills are similar to play dough. Because, we shape social skills in a child and if 

the social skills are negative, we can turn them into positive. Just like we shape play 

dough…”. 

T21; “Social skills are similar to a puppet. Because, I can give social skills whatever shape I 

wish, as if I were doing it to puppet”. 
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T25; “Social skills are similar to dough. Because, you shape dough and the shape you give to 

dough will come into view. Each ingredient you include in dough will determine the taste and 

consistency to occur”. 

T27; “Social skills are similar to a cake. Because, a cake takes the shape of the mold we use, 

and the ingredients we use make it what it is once it is baked, its taste will be different 

depending on the ingredients we use”. 

T38; “Social skills are like drinking glasses. Because, a glass will take what you pour into it”. 

One of the preschool teachers (T37) revealed a finding that there are some factors required to 

develop social skills, generating the metaphor of safety belt. This finding emphasizes that acquisition 

of social skills requires the child to be sometimes ready and sometimes eager to learn, and besides, it 

has a lifesaving role, too. 

T37; “Social skills are like a safety belt. Because, wearing safety belt requires self-discipline. It 

sometimes indicates development, and sometimes requires an effort. In the end, it saves lives”. 

At this point, it was found that another preschool teacher (T12) generated the metaphor of play 

dough, stressing the importance of social skills acquisition in early ages by means of providing the 

required materials and environment, in addition to the changeability characteristic of social skills. It 

was also seen that another preschool teacher (T24) generated the metaphor of Rubik’s cube, which 

explains the necessity of determining the proper method in acquisition of social skills. In addition to 

this, it was found that one of the teachers (T41), mentioning that it is necessary to provide sufficient 

and proper conditions for acquisition of social skills through the metaphor of tree, emphasized that it 

is only possible to raise children with social skills under this condition. These are explained by the 

statements given below. 

T12; “Social skills are like play dough. Because, it is possible to give different shapes to play dough. 

Social skills are just like play dough. The more we make efforts to teach these skills, the more successful 

child will be. For this, we can have the required material, provide a proper environment, and we can 

give whatever shape we would like to do. In order for a child to acquire social skills, we can give the 

desired shape to him/her at early ages, and ensure him/her to practice these skills in his/her daily life”. 

T24; “Social skills are similar to Rubik’s cube. Because, you have to find convenient methods to develop 

social skills”. 

T41; “Social skills are similar to a tree. Because, when we give due care to and prepare a convenient 

environment for our tree or sapling, it will grow and develop. Similarly, when we provide our children 

with sufficient conditions, they will become a well-developed green tree, acquiring them social skills”. 

Two of the preschool teachers (T26, T34) highlighted through the metaphors they generated that 

social skills are learned by means of model. The following statements show this situation. 

T26; “Social skills are similar to a living model. Because, social skills are also learned through 

models”. 

T34; “Social skills are similar to a recorder. Because, a large part of social skills are learned by taking 

models”. 

In addition to this, one of the preschool teachers (T43) made an expression through the 

metaphor of soil that social skills are learned by doing/experiencing. This metaphor that highlights the 

requirement for the processes based on practice for acquisition of social skills is as follows. 

T43; “Social skills are similar to soil. Because, since social skills are mostly acquired by doing and 

experiencing, they are similar to soil”. 
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As another finding, it is seen in Table 2 that there are different metaphors generated by 9 

preschool teachers in the study group under the category of “social skills in terms of the 

characteristics they have”. The metaphors generated under this category are traffic, heartbeat, roly-

poly, car, grinder, plastic ball, octopus, and tree. Examining these metaphors based on their 

justifications, it can be said that the preschool teachers remarkably made explanations for several 

characteristics of social skills. T5 made a description through the metaphor of traffic that social skills 

contain some rules and free proper behaviors. At this point, explanations related to the behavioral 

features of social skills are found. 

T5; “Social skills are similar to traffic. Because, there are rules in traffic, but when it turns green, it is 

free to go. Social skills contain some rules, too, but proper behaviors are free to do”.  

Some of the preschool teachers (T8, T13) highlighted through the metaphors of heartbeat and 

car that social skills are repeated behaviors under this category, and stressed that they will exist in life 

as they are learned. 

T8; “Social skills are like heartbeat. Because, when learned, they will always continue to exist in the life 

of a child”. 

T13; “Social skills are similar to a car. Because, social skills go with you wherever you go, like a car 

does”. 

It was determined that the majority of the preschool teachers (T9, T18, T20, T29, T42) here made 

explanations through the metaphors of roly-poly, grinder, plastic ball, bicycle, and tree that social 

skills are a developmental process and they take children forward. The following statements express 

these situations highlighted commonly by the teachers under this category.  

T9; “Social skills are similar to a roly-poly. Because, when we give children a skill, we think that they 

learn it; however, we then find out that they did not learn it. We continue to teach them. We teach it and 

it advances, they forget what they have learned, or it disappears if they do not practice it. A roly-poly is 

also like this; but at the end, what we have taught will be learned one day”. 

T18; “Social skills are similar to a grinder. Because, always something is added into them”. 

T20; “Social skills are similar to a plastic ball. Because, the social skills that we give and teach children 

will go to the desired direction like a ball”. 

T29; “Social skills are similar to a bicycle. Because, they continuously and always takes us forward”. 

T42; “Social skills are similar to a tree. Because, like a tree completing its development from a seed and 

then to a sprout, in that spreading seeds to a field, they advance gradually and slowly, take a shape of a 

tree, in other words, they become socialized”. 

In addition to these, it was suggested through the metaphor of octopus generated by T32 that 

social skills contain many different behaviors. This emphasizes that social skills are multi-dimensional 

skills. 

T32; “Social skills are similar to an octopus. Because each of the tentacles represents a different social 

skill. Social skills contain skills such as social solidarity, welfare, sharing, kindness words, values 

education, etc.”. 

Nevertheless, examining Table 2, it is found that 7 different metaphors were generated by 10 

preschool teachers in the study group under the category of “social skills in terms of their 

indispensability”. It is seen that this category contains commonly repeated metaphors of water and 

tree, as well as includes metaphors such as needs of tree, basic needs, pencil and paper, bag, and 

spider web. Evaluating these metaphors together with their justifications, it was revealed that most of 

the preschool teachers (T2, T10, T22, T23, T30, T31, T36, T40, T44, T45) agreed that social skills are in some way 

indispensable in terms of their contributions in different aspects. 
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In this scope, it was determined that the preschool teachers stated that social skills are an 

important part of our lives like oxygen, water, and paper-pencil and the life would be incomplete 

without them. It is also remarkable that the metaphor of water here is the most repeated one (by T30, 

T31, and T44) among the metaphors. The relevant examples are presented below.  

T2; “They are similar to a tree. Because, trees are indispensable for people since they are the source of 

oxygen. Social skills are also indispensable for people.” 

T30; “Social skills are like water. Because, it is impossible to think a life without social skills. Just as 

water is indispensable, social skills are indispensable, too”. 

T31; “Social skills are similar to water. Because, water is indispensable for our lives. It is impossible to 

think a life without water. Social skills are an important part of our lives, too”. 

T36; “Social skills are like a pencil and paper as an object. Because, there is no one who does not use 

these objects. Education is impossible without these objects”. 

T44; “Social skills are similar to water. Because, as water is important for life, so are social skills for a 

qualified life”. 

T45; “Social skills are similar to spider web. Because, a spider shapes its life with the web it spins; it 

has to pass through the webs in order to get the future gains. Similarly, people need to learn social 

skills in order to keep pace with the social environments and situations and to complete their own skills, 

just as a spider needs to spin a web… We need to establish and gain social skills like spider webs. These 

skills will affect our future lives, ourselves”. 

Further, it was found that three preschool teachers (T2, T10, T22, T23) generated metaphors 

under the metaphors of needs of tree, basic needs, and tree, through likening with similar contents. 

The preschool teachers remarked through these metaphors that social skills are necessary for existing 

in the society, are an important factor that makes a human a human, and are the skills that a child must 

learn in order to exist in the society. The examples stating these are as follows. 

T10; “I would liken social skills to needs of a tree. Because, a tree needs soil, sun, and water to grow up. 

In that, as there is a need for so much things for a tree to grow up, so the people need solidarity, 

welfare, communication, and empathy, in that social skills, in order to exist and take root in society, in 

the same way”. 

T22; “Social skills are similar to basic needs. Because, as a child needs to food, shelter, protection, etc., 

so s/he also needs social skills to exist in society, to be an individual aware of his/her responsibilities, 

and to learn sharing”. 

T23; “Social skills are similar to a tree. Because, an individual deprived of social skills is like a tree with 

dried leaves and without fruits. As what makes a tree beautiful is its leaves and fruits, social skills are 

one of the important factors that makes a human a human”. 

Another preschool teacher (T40) suggested through the metaphor of bag that social skills are 

indispensable, emphasizing that social skills exist in every moment of the life. For example: 

T40; “Social skills are similar to a bag. Because, we take our bags wherever we go, and similarly, we 

carry social skills with us throughout the life”. 

RESULTS, DISCUSSION, AND RECOMMENDATIONS 

In this study, which examined the perceptions of the preschool teachers on the concept of 

“social skills” by means of metaphors, it was detected that 38 different metaphors were generated by 

the preschool teachers. It was seen that these metaphors explained social skills under the categories “in 

terms of their contributions”, “in terms of their acquisition processes”, “in terms of their 

characteristics”, and “in terms of their indispensability”. In this scope, the fact that the most diverse 

metaphors were under the category of “social skills in terms of their contributions” shows that the 
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preschool teachers mostly addressed social skills in the context of their contributions. Similarly, in the 

study by Noz (2018), it was seen that teachers described social skills mostly in terms of establishing 

interpersonal communication and fitting into society. This finding expresses that preschool teachers 

focus more on the effect of social skills, in other words, they maintain a result-oriented approach, 

rather than the acquisition ways and development processes of social skills. 

It was detected that the metaphors generated by the preschool teachers under the category of 

“social skills in terms of their contributions” were ball, tree, dessert, mirror, cup full of coffee, play, 

doll, root, electrical machine, mixer, bicycle, clown, the season of spring, and food. It was concluded 

through the evaluations by the preschool teachers through the metaphors they generated that social 

skills substantially promotes the roles of the children such as preventing them from being withdrawn 

and increasing their sociality, ensuring them to play with each other, ensuring them to be qualified 

persons, and facilitating their learning and their lives. In the results of many studies in the literature, 

contributions of social skills similar to the findings of this study are emphasized. For example, there 

are findings indicating that when social skills are increased, acquisitions of several cognitive skills and 

values increase, too; as well as tendencies to problem behaviors and violence decrease (Ayyıldız, 

2011; Kurtulan, 2015; Tanrıverdi and Erarslan, 2015; Vahedi, Farrokhi and Farajian, 2012). It was 

determined that there is a correlation between the play behaviors and social skills of preschool 

children, and children with higher social skills achieve better school maturity (Kılınç and Ceylan, 

2017; Tunçeli and Akman, 2014). In line with the opinions of some of the preschool teachers in the 

study group, it was once more revealed that social skills are the skills that ensure acquisition of 

different skills and positive behaviors and that help eliminate some undesired situations. According to 

Harrison and Oakland (2010), social skills are the behaviors that are necessary for interaction and 

harmony and that are used to establish successful relationships. Gresham and Elliot (1990) explained 

social skills as the socially acceptable behaviors that ensure individuals to establish effective 

communications with others and that allow individuals to avoid unacceptable reactions at the same 

time, which summarizes certain contributions of social skills. 

One of the teachers likened social skills to root, and it was emphasized by this teacher that 

social skills act as a source of raising qualified individuals in many terms, stating, “The stronger a 

root is, the stronger and robust a tree is; if we give the child social skills, strong, robust, and good 

results can be achieved like a root wrapping all around.” One of the teachers likened social skills to 

clown, and materialized the function of social skills in learning, stating, “children love clowns so much 

and they can learn a lot thanks to clowns; they learn many other things thanks to social skills, too.” At 

this point, McClelland and Morrison (2003) emphasized that social skills related to learning are 

important for early school success. McGuire and Priestley (1981) emphasized that social skills are the 

skills that allow establishing healthy communications with others, based on face-to-face 

communication. At this point, it is suggested that social skills are the skills that are shaped based on 

the ability of an individual. It is a must to operate social skills properly in order to contribute to the life 

of a child as expected. 

In addition to these, some of the preschool teachers expressing their opinions under this 

category stressed that social skills ensure children to be joyful/happy/peaceful. In the examples at this 

point, the contributions of social skills regarding giving joy and peace were expressed, with a similar 

statement as “they give happiness like a dessert gives when eaten or give peace like a cup full of 

coffee”. In a study conducted on the perception of happiness, it was concluded that variables such as 

age, educational status, income status, and marital status could change the perception of happiness 

(Bülbül and Giray, 2011). The result of a study conducted on preschool children showed that the level 

of happiness changed based on the variables such as sex, age, the number of siblings, and 

temperaments. As an interesting finding, it was also revealed that there is a positive correlation 

between the level of happiness and the friendliness, patience, and rhythmicity dimensions of 

temperament of children, while there is a negative correlation between their level of happiness and the 

dimension of reactiveness (Demiriz and Ulutaş, 2016). In the study in which the happiness perceptions 

of preschool children in Turkey and Afghanistan were compared (Ünivar, et.al, 2015), it was asserted 

that children in Turkey explained happiness mostly with play and fun, while children in Afghanistan 

explained happiness with safety-protection. Social skills contain the skills such as coping with 
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unfavorable situations or overcoming situations that cause sadness/anger. In this regard, it can be 

possible that an individual encounters less sad situations solving problems by means of the social 

skills s/he has, while it can also be possible that s/he gets less overwhelmed by unhappiness against 

potential incidents by means of the actions such as being aware of the feelings s/he has and referring to 

the situations that can relieve him/her. Argyle and Lu (1990) mentioned a mutual correlation between 

social skills and happiness. In this regard, it was also found that social skills are the skills that serve as 

a source for meeting certain needs acting as a restful agent, according to the opinions of the teachers. 

A statement by another teacher in the study, suggesting, “Food feeds a child and social skills feed 

character”, revealed the contribution of social skills to character development, according to the 

opinions of the preschool teachers. In today’s educational processes, the steps for developing social 

skills and character education are supported by educational legislations. The lesson named Character 

and Values Education was included in the scope of field knowledge lesson, and the lesson named 

Social Skills Education for Children was included in the scope of optional courses in the Council of 

Higher Education Undergraduate Program of Preschool Teaching (CoHE; Yükseköğretim Kurulu 

[YÖK], 2018) that was recently updated, which can be thought as an expression of the fact that it is 

considered necessary to raise teachers at this point. 

The metaphors generated by the preschool teachers under the category of “social skills in 

terms of acquisition processes” included the metaphors repeated as play dough and dough, while they 

included the metaphors such as lego, cake, recorder, safety belt, drinking glass, Rubik’s cube, living 

model, puppet, and soil, as well. Evaluating these metaphors in terms of their justifications, it was 

found the teachers emphasized that social skills are mainly configurable skills, in other words, they 

mentioned that social skills are shaped based on the content of the intervention applied to them. At this 

point, it is explained as “we shape social skills in a child and if the social skills are negative, we can 

turn them into positive”. This finding stresses the fact that negative social skills can be transformed 

into positive through proper guidance. In another statement, social skills are described through the 

metaphor of dough, and the following opinion was revealed: “you shape dough and the shape you give 

to dough will come into view; each ingredient you include in dough will determine the taste and 

consistency to occur”. Further, it was explained for social skills that they are like a cake, stating, 

“They take the shape of the mold, and the ingredients we use make it what it is once it is baked, the 

taste will be different depending on the ingredients used”. These explain that social skills are guided 

towards the desired direction by means of activities with convenient contents, and social skills start to 

be acquired depending on the content of the training provided. Reviewing the literature studies, it is 

seen that social skills can be supported by different processes. For example; it was detected that 

certain social skills of preschool children can be developed by practicing self-regulation skills training 

program (Liman, 2017), mother values education program (Neslitürk, 2013), creative drama program 

based values training (İbiş, 2017), mother assisted training program (Uysal and Kaya Balkan, 2015), 

father involvement training program (Özgündüz, 2015), life skills program (Kaya, 2016), resilience 

program (Ünsal, 2016), project-based training program (Kurt, 2007), play-based training program 

(Reynolds, Stagnitti and  Kidd, 2011). It was determined that the teachers in this group were aware of 

the need for social skills training to shape social skills. 

It was seen that a statement such as “wearing safety belt requires self-discipline, it sometimes 

indicates development, and sometimes requires an effort; in the end, it saves lives” was expressed 

under the second category by one of the teachers through the metaphor of safety belt. These emphasize 

that some certain factors are necessary for developing social skills, remarking the factors such as 

readiness, being eager to learn, and social environment, which are important for acquiring social skills. 

It was emphasized that when these conditions are met, social skills have some roles just as the 

lifesaving role of a safety belt. This highlights that social skill acquisition is a multi-dimensional 

process and shows that it is necessary in the life of an individual. Nevertheless, creative drama based 

social skills training has been crucially contributive to the children’s skills of overcoming with peer 

pressure, ability of self-expression, listening, and completing tasks (Kıvanç Öztuğ and Çiner, 2018). A 

positive change occurred particularly in the communications and prosocial behaviors dimensions of 

social skills by means of the story based social skills training, and particularly in the self-control and 

assertiveness dimensions of social skills by means of play based social skills training (Aksoy, 2014). It 

was remarked in another study on activity based social skills training program that peer relationships 
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of children developed positively (Özdemir Topaloğlu, 2013) and a progress was made in the social 

skills of children in the withdrawnness and accommodation dimensions by means of father 

involvement training program (Özgündüz, 2015). It was also found that the preschool music education 

delivered via the Orff approach is effective on the development of social skills of children such as 

interpersonal communication, accommodation to changes, controlling anger behaviors, establishing a 

purpose, and completing tasks (Öziskender and Güdek, 2013). The results of many similar researches 

emphasize that the social skills education provided is important for the development of targeted skills, 

in parallel with the opinions of the preschool teachers suggested in this study. According to 

Michelson, Sugai, Wood, and Kazdin (1983), these results are supported by the fact that social skills 

are basically verbal and nonverbal skills that are acquired by means of learning. 

Furthermore, these are also supported by the metaphor of play dough, and it was further 

remarked through the statement of “social skills are just like play dough; the more we make efforts to 

teach these skills, the more successful child will be; for this, we can have the required material, 

provide a proper environment, and we can give whatever shape we would like to do; in order for a 

child to acquire social skills, we can give the desired shape to him/her at early ages, and ensure 

him/her to practice these skills in his/her daily life” that any desired social skills can be acquired by 

providing the required materials and establishing the proper environment. It was also remarked 

through the statements in the same metaphor that trying to give the desired shape to children at early 

ages would be effective. Within this scope, it was stated through the metaphor of Rubik’s cube that it 

is required to determine the proper method for social skill acquisition. Besides, a metaphor of tree that 

was generated emphasized that it is necessary to ensure the required care and proper environment to 

acquire social skills, ensuring to highlight that the children would acquire the social skills when 

sufficient conditions are met. The relevant studies conducted on social skills mention also about the 

effects of different variables on social skills. For example, significant differences were found in terms 

of child’s school type, number of siblings, parent educational status (Canbolat, 2017), the location 

where child lives, socio-economic level of family (Hansa Bilek, 2011), and age and sex of child 

(Kapıkıran, İvrendi, and Adak, 2006). Besides income level of family, preschool education duration of 

child, and attitudes of parents towards child, even daily time of using tablet can affect social skills 

(Dülger, 2016). Social skills can also differentiate based on attachment styles (Yılmaz, 2018) and 

empathy level (Findlay, Girardi, and Coplan, 2006). Hence, it is suggested that it is necessary to take 

into consideration the factors that can cause differences in social skill acquisition processes. Sargent 

(1998) argues that social skills are the observable behaviors of social competence, which is a factor 

remarking the behavioral dimension of social skills. These findings suggest that preschool teachers 

focus on different characteristics of social skills and have knowledge of social skills in general. 

In addition to these, it was stressed through the metaphors of living model and recorder that 

social skills are learned by taking models. It was also seen that another preschool teacher highlighted 

through the metaphor of soil that social skills are acquired by doing/experiencing them, and 

accordingly, social skills are reinforced by means of practices. Within the framework of the social 

learning theory asserted by Bandura, it is emphasized that social skills are shaped as a result of 

promotion of modelled behaviors, and by structuring and repeating them, as well. Theoreticians such 

as Dewey, Erickson, and Vygotsky assert that the social interaction processes established with 

children are important for acquisition of attitudes and behaviors. Taylor and Machida (1994) detected 

that acquisition of preschool children with social skills is affected by whether parents give their 

children guidance and exhibit behaviors that would be models for children. Lavasani, Afzali, and 

Afzali (2011) also argued that cooperative learning method is quite effective in teaching social skills 

compared to the traditional methods. Remarkably, it was determined in the study by Fantuzzo et. al. 

(2005) that peer interaction levels and accommodation skills of preschool children would increase by 

means of peer mediated support environments. In a study conducted in Turkey, the correlation 

between social skills of children and adult interaction in their immediate environment was revealed 

(Özyürek, Begde, and Yavuz, 2014). According to McClelland and Morrison (2003), social skills 

become permanent in time when the child repeats them at school and other environments. The remarks 

suggested in this study are in parallel with the findings, which indicate that acquisition of social skills 

contains the processes of modelling and learning by doing/experiencing.  
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It is suggested by the metaphor of Rubik’s cube generated by one of the teachers that it is 

necessary to find the convenient method to develop social skills, which emphasizes the necessity of 

choosing the convenient method in social skill education, as well. Seevers and Jones-Blank (2008) 

emphasized the importance of the techniques such as being a model, playing a role, receiving positive 

reinforcement, rehearsing, and coaching in social skills education. It was observed that preschool 

teachers used certain methods such as encouraging children to bring toys to classroom and share them 

with their friends; reminding them to respond to when someone greets them; encouraging them to 

solve the problems on their own; when they expressed their wishes by crying, guiding them to express 

their problem calmly by saying “I cannot understand you”; and practicing introductory plays  

(Özyürek and Ceylan, 2014/1). If social skills education is to be applied for special needs children, it is 

possible to apply methods such as practicing interactive learning processes (Leaf, Dotson, 

Oppeneheim, Sheldon, and Sherman, 2010). The results of the empirical study conducted on preschool 

children assert that social skills education to be provided by means of the methods such as cooperative 

learning (Avcıoğlu, 2004), family involvement (Ekinci Vural, 2006), story and play (Aksoy, 2014), 

family involved play activities (Boz, Uludağ, and Tokuç, 2018), and creative drama (Kıvanç Öztuğ 

and Çiner, 2018) is effective on teaching targeted social skills. Evaluating the findings of the study 

under the category of “social skills in terms of acquisition processes” in general, it can be said that the 

preschool teachers suggested that processes such as ensuring the readiness of children, making them 

ready for learning, organizing social factors, providing required materials, establishing a proper 

environment, starting education at early ages, making the conditions sufficient, having proper models, 

creating chances for learning by doing/experiencing, and determining the convenient method are 

necessary for the acquisition of social skills. These results clearly show that social skills are 

acquirable/learnable skills and acquisition of social skills consists of processes that should be 

addressed with the dimensions of method, technique, material, and environment, basing on the 

opinions of the preschool teachers. 

The metaphors generated under the category of “social skills in terms of the characteristics 

they have” are traffic, heartbeat, roly-poly, car, grinder, plastic ball, octopus, tree, and spider web, 

ranking number three in the study. Evaluating these metaphors with their justifications, it was found 

that the majority of the preschool teachers had a similar opinion on the fact that social skills are a 

developmental process and take the children forward in continuity, generating metaphors such as 

grinder, plastic ball, bicycle, tree, and roly-poly. The preschool teachers emphasized that through the 

metaphors they generated that social skills are a process that takes the children forward, which at the 

same time expresses that preschool teachers think social skills are positively effective on learning and 

development. Within this scope, it was found that the metaphor of roly-poly means social skills are 

learned but forgettable skills, as well; however, social skills are learned in some way if learning 

continues. At this point, while one of the preschool teachers emphasized that, the said social skills are 

the skills that are obtained by adding something over them continuously like a grinder; another 

preschool teacher explained through the metaphor of plastic ball that social skills proceed towards the 

desired direction. Supporting these suggestions, another preschool teacher explained social skills as 

having the characteristics of being continuous and always proceeding like a bicycle all together. It was 

explained through the metaphor of tree that development of social skills is a process, stating, “like a 

tree completing its development from a seed and then to a sprout, in that spreading seeds to a field, 

they advance gradually and slowly, take a shape of a tree”. 

It was seen part of the preschool teachers highlighted that social skills are repetitive behaviors, 

emphasizing particularly on the fact that social skills will exist in the form they are learned. It is 

explained that social skills will always continue existing in life, through the metaphor of heartbeat 

generated here, and social skills will accompany the individual wherever s/he goes, through the 

metaphor of car. Further, through the metaphor of traffic generated under this category, it was found 

that social skills are described to contain certain rules and to provide freedom to proper behaviors. 

This explains that social skills are a series of skills that are suitable in terms of social norms. At a rate 

similar to this, one of the preschool teachers suggested through the metaphor of octopus that social 

skills contain many different behaviors. It is stated here as the following: “social skills contain more 

than one skill such as social solidarity, welfare, sharing, kindness words, values education, like 

tentacles of an octopus”. This situation is clearly seen in classifications for social skills. Calderalla 
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and Merrell (1997) grouped social skills under the peer-related skills, self-control skills, academic 

skills, accommodation skills, and assertiveness skills. According to Akkök (2006), social skills are 

comprised of the skills of starting and sustaining relationship, the skills of maintaining a task in a 

group, the skills related to emotions, the skills of overcoming offensive behaviors, the skills of 

overcoming stress situations, and the skills of planning-problem solving. Further, Aksoy (2014) 

addressed social skills as the behaviors consisting of the dimensions of communication, self-control, 

prosocial behaviors, and assertiveness. The Preschool Education Program of the Ministry of National 

Education (2013) remarks the need for acquisition of behaviors such as showing positive and negative 

emotions in proper ways, protecting one’s own and others rights, fulfilling the responsibilities, 

respecting the differences, explaining different cultural features, following the rules in different 

environments, and solving problems with others. In this line, it is highlighted that social skills 

correspond to a range of skills that are varied from basic to advanced levels, exhibited verbally or 

nonverbally, and develop in different courses. Summarizing the findings of the study related to the 

category of “social skills in terms of the characteristics they have”, it is asserted by the preschool 

teachers that social skills are a developmental process, take children forward in continuity, contain 

certain rules, recognize proper behaviors, and contain many different social behaviors. This result 

shows that part of the preschool teachers have the knowledge on the characteristics of social skills. 

One thing is certain that, the fact that preschool teachers, who act as the executors of the activities 

involving social skills education at educational institutions, are aware of such kind of characteristics 

will be contributive to observing, evaluating, and developing the social skills of children.  

It was found in the results of the study that the metaphors of water, tree, needs of tree, basic 

needs, paper and pencil, bag, and spider web were generated under the category of “social skills in 

terms of their indispensability”. It was found that the metaphors of water and tree were the frequently 

generated ones under this category; highlighting that social skills are an important part of the life like 

water and oxygen. It was also found at this phase that social skills were likened to the materials such 

as pencil-paper, which are mandatory for education. Here, it was emphasized that social skills are 

undeniably necessary for the life through the statement, “trees are indispensable for people since they 

are the source of oxygen; social skills are also indispensable for people” and “water is indispensable 

for our lives; it is impossible to think a life without water; social skills are an important part of our 

lives, too”. In addition to these, stating that, “a spider shapes its life with the web it spins; it has to 

pass through the webs in order to get the future gains”, it was asserted that, “people need to learn 

social skills in order to keep pace with the social environments and situations and to complete their 

own skills”. The relevant literature has findings showing that inadequacies in social skills will push an 

individual into loneliness and cause an individual to withdraw from making friends, and individuals 

who do not have any friends will pose a risk in terms of social accommodation (Jin and Park, 2012; 

Sebanc, Kearns, Hernandez, and Galvin, 2007). It is also inevitable that these processes will affect the 

academic success of the individuals (Elliott, Malecki, and Demaray, 2001). 

In addition, it was highlighted through the metaphors of needs of tree, basic needs, and tree 

that social skills are necessary for existing in the society, are an important factor that makes a human a 

human, and must be learned by a child to have a place in the society.  Here, it was stated through the 

metaphor of basic needs that, “as a child needs to food, shelter, protection, etc., so s/he also needs 

social skills to exist in society, to be an individual aware of his/her responsibilities, and to learn 

sharing” or through the metaphor of tree that, “an individual deprived of social skills is like a tree 

with dried leaves and without fruits; as what makes a tree beautiful is its leaves and fruits, social skills 

are one of the important factors that makes a human a human”. In addition to these, it was 

emphasized that social skills take part in all moments of life, which means they are indispensable, 

through the metaphor of bag, stating that, “we take our bags wherever we go, and similarly, we carry 

social skills with us throughout the life”. 

Summarizing the findings obtained from the study, it can be said that the preschool teachers 

made statements about social skills generating metaphors on the characteristics, contributions, 

development, and importance of social skills. At this point, the fact that a group of preschool teachers 

encountered in the process of creating the study group did not have any idea on or were not sure about 

social skills is a risky situation for the social skills of preschool children. Besides these, it was detected 
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that the preschool teachers in the study group had positive perceptions on the concept of social skills, 

and it was found over their evaluations in different aspects that they had opinions on the subject of 

social skills. It was found that preschool teachers should have the knowledge of the content, 

importance, characteristics, and development of social skills; hence, the primary step is to give them 

information on social skills in all terms from theory to practice, starting from the undergraduate 

education process in order to ensure this. It is recommended that lessons such as Social Skills 

Education for Children should be included in the classes conducted at the Department of Preschool 

Teaching under the body of Faculties of Education at the Universities. Preschool teachers working in 

the field should be given the opportunity to participate in activities such as seminars, conferences, and 

workshops on the methods and techniques (drama, play, narration, Orff, project approach, cooperative 

learning, etc.) for social skills in preschool period in different provinces. It can be ensured to increase 

the awareness on social skills by means of the medium such as brochures, short films, and information 

letters. In the future studies, the effect of education processes with social skill contents on the 

perceptions of preschool teachers on social skills can be revealed by means of interregional 

comparisons. Perceptions of preschool teachers on social skills and the processes they follow for 

social skills in preschool education practices can be evaluated in another study. It should be 

remembered that it is only possible for social skills to make maximum contribution for preschool 

children if all the persons and institutions responsible for the development and education of children 

make contributions by establishing convenient environments in this sense. 
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Abstract 

Movies, especially period movies, have the potential to convey information, ideas and experiences 

from previous era, are able to depict in a truthful manner fashion trends and the style of furniture that 

people used as furniture in their houses, can make the audience think and can even teach at times. This 

study examines the educational concepts and trends of the era spanning the War of Independence and 

the early years of the Republic through an analysis of the movies, Çalıkuşu, Vurun Kahpeye and 

Öğretmen Kemal. It involves the use of the document review and descriptive analysis method, which 

are qualitative research methods. The research data was collected using film observation forms 

developed uniquely by the authors. During the analysis process, firstly, the observation forms were 

decoded before identifying scenes in the specified movies pertaining to education and related themes. 

The results were underpinned by direct quotes from the movies, movie frames and direct references to 

the scenes themselves to improve reliability. According to the conclusions reached with the findings of 

the study, Re-constructionism was identified as the dominant educational philosophy of the time. The 

study also found that in the movies, teachers were shown to be expected to take up additional social 

duties, such as being community leaders, doctors or nurses, as well as their roles in teaching and 

education. Furthermore, according to the films, teachers perceive education as a tool for social 

development while it can be said that society sees education as a loss of labor and as culture 

poisoning. In this context, the conflict between teachers and society as a whole is included in the 

conclusions of the study.   
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INTRODUCTION 

The interaction between society and the individual sometimes takes place directly and at other 

times indirectly. It is an apt example of direct interaction where a woman who dyes her hair blonde 

decides to keep the color or reverts to her old hair color depending on the reactions she gets. On the 

other hand, it is referred to as indirect interaction if one imagines in their mind’s eye, for instance, 

Australia, without having been there before, through information from people who have been to 

Australia, pictures, books etc. Likewise, movies that appeal to a large audience can influence certain 

themes and images in the minds of individuals. This is due to the fact that they can reflect, through the 

codes they contain, ideas or information which can have a much stronger impact than written 

documents or visual images.(Akcan & Polat, 2016) Movies are not only works of art, but also serve as 

tools of mass communication. The codes in movies are able to come to represent concepts(Yüksel, 

2015). This helps conjure up an image in the viewer's mind.  

Movies have the power to influence the viewers' understanding of events and their reactions to 

those events. Movies not only influence behavior, but they also influence our aspirations, beliefs, and 

perspectives with regards to a given concept.  Depending on the society, profession, culture, 

perceptions or attitudes of the individual, this power of influence can be either intense or superficial.  

Since films are tools of the media powered by sound and images, they can evoke intense emotions and 

thoughts.(Demirtaş, 2013; Kavan & Burne, 2009; Lippmann, 2017; Tofur, 2017; Wolfrom, 2011) 

Psychologists have found that the persuasiveness of films is based on their ability to create images in 

the minds of the viewers. Faced with the formidable power of movies, some researchers have 

expressed concern that films are changing the social reality of young people in society. However, 

some authors take a positive view of the power of movies. They describe films as a new way of 

thinking about life, and not as a detrimental force that undermines the fabric of society, and they note 

that a paradigm shift has taken place in mass communication. Previously, this form of communication 

was based exclusively on written texts, printed images or radio broadcasts. At that time, critics of 

popular culture saw this revolution as the introduction of a new method of information exchange that 

would ultimately change the nature of knowledge. By the middle of the 20th century, tools such as 

cinema and television had become the most important means of recognizing and understanding the 

world.  Regardless of the source of the information obtained from these tools, they were seen to be 

able to change people's way of thinking about things rapidly and radically. What underlay this success 

was undoubtedly the public enjoying the audiovisual elements in the movies as a collective 

experience. It has also been suggested that films could have the power to redefine, rearrange or subvert 

mainstream culture and social institutions. (Munsterberg, 1970; Ansen, 1984; Gabler, 1998, Akt: 

Nederhouser, 2000).   

Although movies have emerged as entertainment tools, the fact that, since their arrival, they 

have become a tool for cultural change cannot be ignored. In today's world, we are experiencing a co-

existence of different cultures on a scale as never seen before. In these modern times when fixed 

identities and borders have lost their meaning and everything flows, so to speak, popular culture 

especially in the film world creates areas of learning from the foreign to the familiar. Films continue to 

be the perfect tool for anyone who wants to enjoy "cross-border" experiences through the prism of 

diversity. In this context, movies have recently played an educational role for many people. During the 

execution of film projects, producers and directors may not have the intention "to teach” the audience, 

but that does not mean that the audience learns nothing from the films (Hooks, 2009). The educational 

potential of movies benefits educational institutions, the advertising sector, religion and politics (Levy, 

1999; Akt: Nederhouser, 2000).  As Healy (1990) explains, films can be very convincing and effective 

at conveying and changing ideas (Akt: Nederhouser, 2000).  For example, watching a war scene may 

leave the viewer with a more emotional impression than by simply reading about it in a history book. 

On the other hand, some movie scenes can encourage further reading and research and can offer new 

perspectives to achieve the intended goals. Furthermore, educational films about the past can help 

uncover the thoughts, perceptions, understanding and attitudes of social institutions and organizations 

towards education and educational concepts. In particular, they can provide insights into perspectives 

reflecting the educational philosophy of a specific time. In short, the philosophy of education refers to 

the corpus of work to address the problems of education, offering new interpretations in connection 
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with other social spheres by taking into account factors such as reality, truthfulness, utilitarianism and 

functionality, and throwing light on areas that fail or lag behind (Ünal & Ada, 2011). In other words, it 

is the search for solutions relative to the educational program, the method, the goal and the 

problems.(Ergün, 2018) In this context, the question of “What kind of citizens are we trying to 

produce” is the starting point of the philosophy of education. Different answers have been given to this 

question which have led to various philosophical movements within the field of education. Basically 

there are four major philosophies of education: perennialism, essentialism, progressivism and 

constructivism.  

Perennialism defends absolutely immutable principles in education, attaches great importance 

to universal rules and traditions, and is the most conservative educational philosophy. In brief, it 

advocates the design of education according to fixed rules that have universal validity. According to 

perennialism, education should be based on unchanging facts, should impart intellectual knowledge 

and should develop the human mind.(Sönmez, 2011) Essentialism emphasizes that the overriding 

purpose of education is to convey to the next generation the collective experience, knowledge and 

cultural heritage of humanity. It is a conservative philosophical movement, and has been the most 

accepted and longest practiced philosophy in the world. Essentialists accept only educated individuals 

who know and adopt the principles that they believe all people should have. It is only in this way that 

conflicts between generations can be prevented and that the next generation can socialize (Tozlu and 

Yayla, 2006). Progressivism emerged as a reaction to essentialism. According to this philosophical 

movement, the essence of truth is change, and education can only progress through change. According 

to progressives, rules, ethics, culture and experiences change and must change according to time and 

circumstances. In education there is no room for fixed, definite and constant ideas. In addition, 

philosophies of education should take into account the needs of tomorrow as much as the needs of 

today.(Şişman, 2011) Finally, reconstructivism is a follow-up theory to progressivism which shares 

almost all its views. Education must shape the future of society and the world. This philosophy takes 

exception to the entire education system instead advocating reconstruction and radical change. In other 

words, it defies the system promoted by the establishment. In this respect, there are idealists who hold 

these opinions in every society, but since they are in the minority, they cannot bring their lofty ideas to 

bear upon society. According to reconstructivism, education is an instrument for restructuring, 

changing and pushing society forward while advancing social reforms. The teacher is as the 

representative and leader of change and reform. They enable others to become aware of problems. 

(Çelikkaya, 2010; Şişman, 2011)  

Movies, especially period movies, have the potential to convey information, ideas and 

experiences from previous era, are able to depict in a truthful manner fashion trends and the style of 

furniture that people used as furniture in their houses, can make the audience think and can even teach 

at times. At the same time, movies provide information to the audience and researchers through the 

roles played by the characters. In this respect, the analysis of educational movies helps to shed light on 

public reactions to knowledge, notions, sensibilities and events that had shaped the era. It can also help 

researchers to identify problems that occur, or are likely to occur, in education and to help them find 

solutions.  

In view of what has been discussed above, it is clear that the manner in which movies convey 

topics or phenomena to the public can be of great importance. This important aspect is worth 

exploring, both in terms of demonstrating society's view of education, teachers and the teaching 

profession as a whole, and in terms of the new cultural environment that the state was attempting to 

create through education. From this point of view, films that impart insights into a certain period of 

time, the cultural and social trends which shape that time should be considered especially important. 

To help arrive at a better understanding of this situation, this study also seeks answers to questions 

about the specific periods covered by the movies included in the study. 

Purpose of the Research 

This study examines the educational concepts and trends of the era spanning the early years of 

the Republic through an analysis of the movies, Çalıkuşu, Vurun Kahpeye and Öğretmen Kemal. 
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Sub-objectives: 

Based on the analyzed movies: 

1. What educational philosophy shaped the era? 

2. What duties were given to teachers? 

3. What was the perspective of the teachers and society on education? 

METHODOLOGY 

Research Design 

For this study, the qualitative analysis method was chosen as the study is more about 

discovery and interpretation than about proving an hypothesis. According to Yıldırım and Şimşek 

(2016), a document review involves the analysis of textual, visual and/or audio materials containing 

comprehensive information regarding the events or phenomena to be examined. Documents are 

important sources of information that can be used effectively in qualitative research studies. 

Documents, works and archives are a rich source of information for researchers(Hill, 1993). In 

undertaking such research, the researcher can retrieve the data needed without conducting interviews.  

There are several ways to benefit from a document review. A document review may be a 

stand-alone method of data collection where observation or interviewing is not possible. It also offers 

the opportunity to collect additional data in order to improve the reliability and validity of the 

observations or interviews that have been carried out for the research purposes. This means that 

document analysis can act as a stand-alone investigative method or it can provide additional sources of 

information if other qualitative methods are being used (Yıldırım & Şimşek, 2016: 189). According to 

Bailey (2008), the document review method has its strengths. Firstly, document review provides an 

important source of data in cases where the researcher cannot reach the relevant institutions or 

individuals directly to consult with them about the subject of the research. In comparison with other 

qualitative data acquisition techniques, this technique removes the immediacy of the medium through 

which research subjects would be able to vent their personal reactions. In addition, it provides wider 

opportunities in terms of time. For example, it is able to supply the research study with data going 

back many years. It allows a larger study sample than other qualitative methods such as interview and 

observation. Moreover, a document review contributes to authenticity as it is based on the analysis of 

concepts or phenomena as they were when they first appeared. The fact that the documents are duly 

ordered and registered makes it easier for the researcher to go through them to locate the information 

sought. As a final note, it saves the researcher time and money compared to many other research 

methods.  

Determining what documents to use for the research study hinges on the study purpose. 

Within the framework of this research, the content analysis of movies, the primary sources of data for 

the study, were expected to yield the desired results. 

Study Group (Study Materials) 

The study population is Turkish movies relating to education. The films included in the 

sample are Çalıkuşu (1 and 2), Vurun Kahpeye and Öğretmen Kemal. Taking into account the 

criterion sampling method, a purposeful method of sampling, this research study examines all aspects 

according to predefined criteria. The purpose of the criterion sampling method is to analyze situations 

that meet these criteria on the basis of the criterion or criteria defined by the researcher (Yıldırım & 

Şimşek, 2016). More precisely, it refers to the selection of cases directly related to the issue postulated 

by the researcher. In addition, this technique helps the researcher maintain within the same group all 

aspects that are considered important for the research (Böke, 2014). To make up the study sample, the 
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study selected movies from the early years of the Republic (the final years of the Ottoman Empire and 

the early beginnings of the Republic of Turkey). The table below provides information about the films 

selected as the study material. 

Table 1. Movies included in the sample. 

Name of the movie The teacher character  Character played by 

Çalıkuşu (1 and 2) Feride Türkan ŞORAY 

Vurun Kahpeye Aliye Sezer SEZİN 

Öğretmen Kemal Kemal Cüneyt ARKIN 

 

Data Collection Tools  

In this study, a film observation form developed specifically for the research study was used 

for data collection. To this end, the films included in the sample were viewed once by the two 

researchers in different locations and at different times before the data collection tools were 

established. Afterwards, it was decided to analyze the films under four main categories in accordance 

with the study purposes: the philosophy of education, the duties given to teachers and the teachers' and 

society's perspectives on education. And sub-categories such as dialogue, movie frames, the minutes 

and seconds of the scenes were then added to the observation form to provide more detailed 

information based on these aspects. In order to improve the validity of the form, the observation form 

took final shape in accordance with the recommendations of experts who were consulted for their 

opinions. Afterwards, in order to determine the conformity of the observation form with the purposes 

of the research, it was tested on another movie not included in the research and it was concluded that 

the observation form fitted the purposes of the research. In the final stage, the movies were analyzed 

frame by frame by the two researchers at different times and in different places, to seek answers to the 

research questions and to draw inferences. 

Data Collection and Analysis 

The study data was collected using the document review method, which is a qualitative 

research method. A document review includes a range of recorded materials such as written, printed 

texts and images, audio recordings and films, etc., that may contain vital information about the events 

or phenomena which form the focus of the research. A document review follows five steps: Finding 

the document to be examined, verifying its correctness and authenticity, understanding the document, 

analyzing and using the data(Merriam, 2013; Yıldırım & Şimşek, 2003). The collected data was 

analyzed using the descriptive analysis method. In this method, data patterns obtained from a research 

study are analyzed according to predetermined parameters or themes. A descriptive analysis often 

entails direct quotes to explicate the research results in a lucid and clear manner. The aim is to present 

the results to the reader in an informed manner. In short, the data obtained is first systematically 

organized, clearly described and interpreted within the context of cause and effect. This basically takes 

place in four stages(Yıldırım & Şimşek, 2003). These are: establishing a framework for the descriptive 

analysis, processing data according to previously defined parameters or themes, analyzing and 

interpreting the results obtained.  

When analyzing research data, the observation forms were firstly decoded. In this context, 

behavior patterns identified in the movies were set out in detail according to the parameters 

established in the observation forms. Then, the scenes found to match the purposes of the study were 

associated with the parameters in the form and made meaningful. The results were then substantiated 

by direct quotes and screenshots. The coherence and relevance of the results were continuously 

checked by the researchers.  In order to enhance the validity of the research, the studies carried out 

from the first to the last step were explained in detail and substantiated through references to other 

studies. The results were compared with those propounded by other studies and illustrated in a clear 

manner from diverse perspectives. To improve the reliability of the research, both researchers watched 

the subject movies at different locations and at different times, completed the observation forms and 
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made detailed notes as needed. Then, after studying each film, both researchers came together and 

watched them together and compared their findings. In this way, it was ensured that the impressions 

from the review of the movies were assessed on a common ground and basis. The rate of concordance 

was calculated by analyzing the extent to which both researchers’ findings concurred with each other. 

It was so established that the rate of concordance concerning the findings was >80%, indicating the 

reliability of the results. While the agreed results were taken ‘as is’, the incongruent aspects were 

resolved through consultation with an expert. The aim in so doing was to improve the reliability of the 

study..  

FINDINGS 

This section contains 3 main chapters according to pre-defined parameters. In this context, the 

first chapter contains the results regarding the educational philosophy of the time; the second chapter 

contains findings relating to the duties/roles assigned to teachers during the subject period; and the 

third chapter includes findings regarding the perspectives of the teachers and society on education 

1. Results on the educational philosophy of the time 

It should be assumed that teachers, who are representatives of the education system, should be 

examined primarily in order to determine the dominant educational philosophy of the time. An 

analysis of the movies included in the study sample indicates that teachers are often depicted as 

guiding lights that show the way forward for a backward society. The teacher is a revolutionary who 

tries to overthrow the established order, an intellectual who wages war on ignorance, or may even be a 

doctor or a mother/father.. As mentioned in the introduction, there are four main philosophies of 

education: perennialism, essentialism, progressivism, and reconstructivism. A general review of the 

movies revealed the teachers depicted to be proponents of reconstructivism. All three teachers in the 

films are presented to the audience as a reaction to the outdated social structures and norms of 

Anatolia. During the first encounter of Teacher Kemal with the villagers, newly assigned to teach at a 

village school, the villagers mistake him for a debt collector, which elicits positive reactions from the 

crowd, and which is then immediately reversed when it is finally understood that he is a teacher. The 

scene lays before our eyes how villagers look upon education and teachers, resisting them in all their 

forms. In this scene of the movie, the following exchange takes place between the villagers and the 

teacher: 

- Welcome... 

- Thank you 

- I got held up at work, I just found out, please forgive me dear Mr Debt Collector. 

- Oh, right, but no, I’m not a debt collector, I’m actually a teacher. 

Leaving all aghast with surprise at the discovery, the scene shows how a table diligently laid 

out for a debt collector is begrudged to a teacher:  

- Dad, would you like to take your meal now? 

- Oh no, it can wait, because apparently the teacher will be on his way back soon, as this 

village has no school, nor any pupils to attend it. So, this is it then. 

- No, it’s not, I’ll stay here and teach children how to read and write! 

- I said, there’s no school! 

- We are going to build one then! 

- No we won’t, as we have no manpower to spare! 

- I represent the state! 
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- Either way, you cannot take from us what does not exist, no way. 

- You shut up! I am not here to take from you, I’m here to give you... 

The following scene, that comes right after these words were spoken, depicts the children in 

the village who are of school age to illustrate how education and school were viewed back then by the 

society.  This scene indicates that the character, who is representative of backwardness, sees children 

as laborers to be put to work in the fields. 

 

Picture 1: A scene from the movie, Öğretmen Kemal (00:06:32) 

Furthermore, the words uttered by Teacher Kemal as he takes down the tree of offering, which 

he sees as representing superstition and backwardness, are intended to demonstrate the civilized 

mentality of the teacher: 

-Down with you, blind bigotry! Down with you, superstitious nonsense that has left my people 

ignorant! Down with you, down! Down with your outdated beliefs that belong in the dark ages, down 

with you! 

 

Picture 2: The scene where Teacher Kemal takes down the tree of offering (00:15:38) 

Similarly, the dialogue in the movie, Çalıkuşu, (Section 1) between Teacher Feride and Hatice 

Ana who regards with curiosity the world map that she has brought from Istanbul, lays bare the gap 

between the mentality of the status quo and an educated individual: 

- What is this? 

- A world map. 
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- Oh, goodness gracious me! Why is it round in shape? 

- Well because the world is round.  

- Did you come all this way to put forward such new-fangled nonsense, such heathenish 

thoughts into our children’s minds? What business have you here, Miss Teacher? Home is where you 

belong. Don’t you have a home to go to? 

- I do, but what you said about home being my proper place, it is exactly that kind of thinking 

which makes you believe the world stands on a bull’s horns. Just imagine where we would be if 

women were allowed to be part of the community, to do their bit, to help men with the work they do, to 

take up roles that match their skills. 

 

Picture 3: A scene from the dialogue between Teacher Feride and Hatice Ana (01:07:30) 

In the same movie, we see the teacher teaching a class with no desks.  

- Where do the kids sit? 

- On the floor, obviously. 

- No desks then? 

- Desks? Oh my dear, what could you teach children sitting on desks as if riding a horse? 

 

Picture 4: How the classroom in the movie, Çalıkuşu, looks prior to Teacher Feride’s arrival 

(01:02:40) 
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Picture 5: How the classroom in the movie, Çalıkuşu, looks prior to Teacher Feride’s arrival 

(01:03:48) 

A few scenes later, the classroom has desks. 

 

Picture 6. How the classroom in the movie, Çalıkuşu, looks after Teacher Feride’s arrival (01:06:45) 

Another area where the teachers defy convention is in relation to the subjects that are taught to 

the students. The scenes depicting Hatice Ana, who represents an outdated mentality, and Teacher 

Feride, who represents science, come in succession. While Hatice Ana makes the children memorize 

the Arabic alphabet (scene - 1:05:20), Teacher Feride teaches mathematics by encouraging active 

student participation (scene - 1:06:45).  

On the other hand, the movie, Vurun Kahpeye, depicts an oppressive social structure with no 

trace of democracy where law and justice are passed on from father to son. Trying to subvert that 

structure, Teacher Aliye throws a highly reputable man’s son for misconduct out of the class; another 

school member seeing the incident tries to intervene saying, “Oh but I think you should reconsider, he 

is the son of a highly noble dignitary...” to which Aliye responds, “I do not care who he may be, just 

do as I say!” This scene is important for demonstrating that everyone is equal. At the beginning of the 

film, there are hints at the same idea: 

- Are they always so unruly and disorganized? 

- It is not our place to try to teach manners to the offspring of the gentry; they are free to act 

as they like. 

In response, Teacher Aliye expostulates by saying, "Well, something has to be done about it”, 

suggesting that she will not tolerate it. In this context, Teacher Aliye can be considered an open-

minded teacher who does not take an unfair system for granted. 
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Picture 7: Teacher Aliye’s reaction against unruly students (00:05:28) 

 

2. Findings about the duties/roles given to teachers 

The movies examined within the framework of this study portray teachers not only as 

teachers, but also as doctors, nurses, human rights defenders and even heroes saving the country from 

the enemy. Teacher Aliye in the movie, Vurun Kahpeye, describes her role at the outset of the movie 

by saying, “Your land is my land, your house is my house...I will be a mother figure, a guiding light 

for the children of these lands and I shall have no fear, so help me god...” (Scene – 0:01:50) The 

character playing the fool in the movie, Öğretmen Kemal, says, “Oh dear, just look at the sun, it 

literally sets the sky on fire to keep the night at bay...” while pointing at Teacher Kemal and the sun. A 

metaphor for teachers stamping out ignorance and bigotry. As a reaction to the powerful agha figure, 

Teacher Kemal expostulates by saying, “Tyrants must be put in their place, women should be warned, 

they should know they have rights too, it is time they learnt that they cannot be bought and sold like 

commodities, or cattle”. In so saying, he both demonstrates the value he places on human rights and 

women’s rights, and also tries to raise social awareness. In the same movie, he fulminates against the 

bigot, Hodja, who claims to heal sick children with amulets but causes the death of four and Teacher 

Kemal manages to heal the remaining seven children. In another scene (Scene – 0:44:25), Teacher 

Kemal interposes himself when a highwayman tries to take a shepherd’s cattle by force and says, 

almost like a hero, “No highwayman can wreak havoc freely so long as I am here!”. The scene brings 

to the fore justice, the superiority of the law and the need to fight injustice. 

 

Picture 8: The scene where Teacher Kemal tends to the sick children (00:26:24) 

In the movie, Çalıkuşu, Teacher Feride is also depicted as a nurse, taking care of a wounded 

soldier on the front line. 
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Picture 9: The scene where Teacher Feride takes care of a wounded soldier on the front line 

(01:13:55) 

In the movie, Vurun Kahpeye, Teacher Aliye is depicted as assisting members of the National 

Forces against enemy forces occupying the homeland, and is portrayed in a sense as a secret soldier. 

When a person tasked with destroying the enemy arsenal, says, “I swear with all my heart that I know 

of no soldier who is braver, or more heroic than you are”, it shows the viewer the gravity of the task 

and the responsibilities that Teacher Aliye undertook. From this perspective, the teacher is not just 

someone who teaches in class but also a community leader. 

 

Picture 10. The scene depicting Teacher Aliye’s activities against the enemy (01:27:52) 

3. Findings about the perspective of teachers and the society on education 

The films show that education is viewed differently by teachers and by society. On the one 

hand, there are teachers who believe that education and school are the only means to enlighten a 

backward society, and on the other hand, there are people who embrace the status quo as a way of life, 

and regard education and teachers as a social threat. All three movies examined here meet on common 

ground in this regard. Accordingly, the movies focus on three issues, teachers representing 

enlightenment and science, education as a means to protect the society from backwardness, and a 

society that resists change. In Çalıkuşu, Hatice Ana reveals how she feels about teachers and education 

as a whole when she says when discussing the world map, “Did you come all this way to put such 

new-fangled nonsense, such heathenish thoughts into our children’s minds?”. A hint at the same 

sentiment is provided in the words of the bigot Hodja when he says “Stop now, stop, the devil’s wind 

blows, it blows from there, from Adaktepe... the sheep and the cattle will be decimated, the crops will 

wither away, there is an ill omen in the air..” pointing towards the school and the teacher. The 

following is a section of dialogue from Vurun Kahpeye. 
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- One cannot really trust those dandy types from Istanbul who call themselves teachers. We 

have them brought here to educate our kids, and what do they in return? Undo all the good manners 

that we have taught them. So what do we do? Shall we let our sons marry these wayward women 

brought up like heathens and bring discord to our families when we have our own good young girls 

raised with our own values? They are no different than heathens... 

- All female teachers from Istanbul set a bad example for our wives. 

- I forbade my wife to have any sort of interaction with them. 

 

Picture 11: Society’s reaction to education and teachers in Vurun Kahpeye (00:15:07) 

Likewise, in the film, Öğretmen Kemal, the dialogue between a character called Leon Giaour 

and the Agha of the village is remarkable in terms of highlighting society's view of the school: 

- Oh right, I was not expecting you yet Mr. Leon! To what do I owe your sudden appearance? 

- I am here about a rumor that I have heard, Dayı Bey. And it made our gorge rise.  

- What rumor? Come have a seat, Mr. Leon. 

- It is about the school. 

- Yes, so I hear. Just a fly in the ointment. 

- You know Ankara. 

- I do, what about it then? 

- They are really digging in their heels about this school issue. 

- Well, we are not essentially against schools. I mean, these are fine things, going to school 

and getting an education. 

- You must be out of your mind, Dayı Bey. Who will collect your resins in the fields if children 

go to school? Leon Sason is bankrupt then. 

- I am not suggesting that the resins should not be collected. This is trade. Never mind, Leon 

Giaour, we have filled the school with sheep. 

Another aspect of education to which the movies draw attention is how teachers work under 

harsh conditions and are constantly subjected to pressure from society. So much so that the teachers, 
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Kemal and Aliye, were lynched by the community as a result of the slander they suffered and Teacher 

Feride's school was closed.   

 

Picture 12: The scene where Teacher Kemal is lynched (01:10:07) 

 

Picture 13: The scene where Teacher Aliye is lynched (01:42:42) 

 

DISCUSSION, CONCLUSION AND SUGGESTIONS 

The ability of the visual and print media, especially through movies, to treat all topics that 

relate to life and so influence social life led to the production of movies about education and school 

life. Movies that are about school life reflect a society’s cultural values, their outlook on schools and 

education, teachers, administrators, etc. In this context, many factors can contribute to the portrayal of 

characters in movies (Gilbert, 2014). It is also possible to learn a lot about education through films. 

This proposition is supported by other studies. According to Dalton (2007), movies about schools 

often depict the social patriarchy and explain the administrative roles and power structures within 

institutions. Lotz (2006) argues that a vast majority of movies about school are poorly presented and 

cast teaching professionals, especially female teachers, in a negative light. According to Lotz (2006), 

female teachers in movies are portrayed as being unprepared for their roles, deficient in their teaching 

methods and incompetent in their relationships with students and parents. This gives us clues about the 

culture of the society. Tong (2009) explains this attitude by arguing that certain professions are 

considered as being within the preserve of the male sex, i.e., that women should primarily be mothers 

and wives, and should only pursue jobs inferior to those undertaken by men. Weber and Mitchell 

(1995) also argue that movies contain a lot of stereotypes concerning teachers and teaching, and how 

they are perceived. From this perspective, it can be said that films are a good source of information 

about education and its stakeholders. 

Education is something that has been with us since the beginning of human history. 

Throughout history, education has had different meanings and purposes. In the early 1900s, education 

was more about learning, transferring and using knowledge, while in the 1930s, the goal of education 

was to promote human society.(Ada & Baysal, 2013; Güneş, 1996). Education is broadly a process in 

which the people who make up a society are educated according to specific goals.(Fidan, 1996) 
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Human education is the subject of research within many scientific fields, in particular the 

philosophical and educational sciences. This has given rise to the philosophy of education as a 

specialty field. The human perspective affects almost every component of the education system. In 

particular, what we wish to teach people and what our educational goals should be based on a 

philosophical perspective. This is because it is the philosophy of education that determines the content 

of the curriculum, the goals, teaching programs, methods, etc. In short, philosophy guides the entire 

educational process. (Erişen, 2017). Each philosophical movement determines and applies its own 

educational goals(Ünal & Ada, 2011).  

The study’s aim was to provide insights into the philosophy of education that prevailed during 

the National Struggle and the early days of the Republic through an analysis of period movies 

concerned with that era. On the basis of the findings of the study, it can be argued that 

reconstructivism was the dominant educational philosophy of the time. This movement completely 

disregards the current educational system and takes steps to make drastic changes to it. In a sense, it 

refutes what is imposed by the system and revolts against it. Since the circles that embrace this 

philosophy are only a minority, they often have difficulty in transferring their ideals to actual teaching 

situations, and often fail in implementing those ideals.(Çelikkaya, 2006) These explications would 

appear to be supported by the behavior of the teachers in the sample movies. The teachers depicted in 

the movies reject the education system and methods that they come across in the schools to which they 

are assigned and try, despite all adverse reactions, to instead introduce a new order. The scene in 

which Teacher Kemal tries to take down the Tree of Offering which he sees as symbolizing 

backwardness (Picture 2), the scene where Teacher Feride protests against the absence of desks in the 

classroom and creates a new classroom system (Pictures 4, 5 and 6), and finally Teacher Aliye’s 

persistent rejection of the privileges afforded to the children of the gentry can be cited as examples of 

the efforts made by teachers to change or subvert the current order and instead to introduce a new one. 

Furthermore, the dialogues in the movies can be cited as examples. The philosophy of 

reconstructivism uses education as a means to achieve its goal of reengineering the society and 

encouraging people to embrace true democracy. Education sits at the center of the process of social 

reform and the teacher is the active hero in the process (Erişen, 2017; Şişman, 2007; Yayla, 2017). On 

the basis of the research results, it can be concluded that the movies of the era are informed by a strong 

advocacy for Reconstructivism as an educational philosophy. 

It is well known that teachers are among the most important people shaping the future of 

societies.(Akcan & Polat, 2016) The teaching profession is one of the most critical professions that 

shape the lives of the individuals in a society.(Alkan, 2000) Today, teachers are considered the most 

important elements (students, parents, administrators, physical and financial aspects, etc.) of the 

education system .(Şişman, 2007) However, since teaching is considered a sacred duty (Titrek, 2006) 

in Turkey, teachers are not just people that teach classes but they also take on a range of social roles 

such as representatives, leaders, mediators and parents (Şişman, 2007) The findings obtained from the 

study conform with results reported by other studies. For instance, the scene where Teacher Feriye 

shows motherly compassion for Muhlis cast aside by his peers, or the scene where Teacher Kemal 

becomes a defender of women’s rights, or the scene where Teacher Aliye engages in patriotic acts to 

liberate the country from the enemy are all a testimony to teachers undertaking social roles other than 

those prescribed to them as teachers. Also, the teachers assume additional critical roles such as doctors 

or care-takers.   At the same time, teachers who are often depicted as fighting ignorance and bigotry to 

provide a guiding light for the society can also be considered social leaders. In fact, it would not be 

wrong to say that teachers are often preoccupied with things other than teaching. According to 

Bursalıoğlu (1987), teachers should be the leaders of society and should introduce new concepts and 

modern values to society. One of a teacher’s most important tasks should be to ensure social 

progress.(Sünbül, 2001) From this standpoint, teachers in the movies are expected to become saviors 

as inferred by the roles given to them. As a matter of fact, in the Turkish National Education Basic 

Law no. 1739, teaching is defined as a specialized profession ‘which includes the education, training 

and related administrative duties of the state’. However, as can be inferred from the definition, even 

though teachers are not given specific official duties other than teaching and related administrative 

duties, teachers are still expected to take on a range of social roles that go beyond their usual duties. 

This can be interpreted as a sign of trust in the teaching profession and in the teachers themselves.  
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Since education has been with us since human history began, it has been defined in various 

contexts. Generally accepted definitions are: a process of causing positive behavioral changes in an 

individual,(Ertürk, 2013) a part of the acculturation process in society(Demirel, Kaya, & Bayrak, 

2002), and the process of influencing. In this context, education cannot be solely described as a 

process that only has the function of transferring information. Education is a multi-faceted concept 

that enables integration, change and progress within a society. However, it is a process that cuts both 

ways. In other words, society may influence society just as much as education influences it. 

Considering the history of societies, it can be seen that some important events (changes in political 

authority, technological, economic and cultural changes) can have a significant impact on education 

systems. The effects of the movements of change that began in the last years of the Ottoman state were 

also felt during the early years of the Republic, and also impacted on educational institutions. In 

particular, the conflict between the old and new order witnessed during the last years of the Ottoman 

Empire and the first years of the Republic was reflected in many works of literature. In fact, in 

addition to the movies, Çalıkuşu and Vurun Kahpeye, which have been analyzed in this study, the 

conflict between the teacher and the society or between enlightened individuals and ignorant 

individuals have also been dealt with in works such as Araba Sevdası and Yeşil Gece.(Şişman, 2007) 

This conflict is clearly seen in the movies which have been included in this study. In all the movies 

examined, teachers are confronted with mean-spirited persons exploiting and abusing religion for their 

own ends. These movies offer bifurcations or juxtapositions with enlightened teachers representing 

progress and welfare on the one hand, pitted against defenders of the status quo who oppose and resist 

teachers in their efforts on the other hand. In broad terms, teachers see education as a means of social 

progress and the fight against ignorance. It can be argued that their sole purpose is to banish outdated, 

backward ways of thinking. The characters in the selected movies position themselves against women 

by adopting a dismissive attitude towards teachers and education as a whole, on the grounds that they 

spread heathenish ideas, take away the manpower required in the fields, and establish a bad example 

for Anatolian women. From this point of view, it can be argued that although teachers see education as 

being for the benefit of the society, society sees education as a loss to the workforce and cultural 

poisoning.  

On the basis of the research results, the scope of the research can be expanded to include 

additional movies concerning this particular period and the results can be compared with those 

reported by the present study. Moreover, teachers working in rural areas of Turkey under harsh 

conditions can be encouraged to watch these movies as a means of motivation. Similarly, teacher 

candidates at teacher training faculties can be made to watch similar movies to instill in them the idea 

that teaching is not just a profession but a way of life with a broad range of social duties and 

responsibilities. Finally, more current movies about education can be analyzed and compared to these 

movies, which inform us about circumstances from nearly a century ago, in order to observe how the 

discourse relating to education and teachers has evolved over time.  
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Abstract 

It has become a critical question what the reliability level would be when open-ended questions are 

used in large-scale selection tests. One of the aims of the present study is to determine what the 

reliability would be in the event that the answers given by test-takers are scored by experts when open-

ended short answer questions are used in large-scale selection tests. On the other hand, another aim of 

the study is to reveal how reliability changes upon changing the number of items and raters and what 

the required number of items and raters is to reach a sufficient degree of reliability. The study group 

consisted of 443 8
th
 grade students from three secondary schools located in three different towns of the 

city of Izmir.  These students were given a test including 20 open-ended short answer questions which 

was developed within the scope of the study. Students’ answers were rated by four experienced 

teachers independently of one another. In the analyses, G theory’s fully crossed two-facet design p x i 

x r with students (p), items (I) and raters (r). The analyses found            and Φ=0,855 and it 

was concluded that well-educated raters in rating open-ended short answer questions can achieve 

consistent scoring at an adequate level.  

Keywords : Large-Scale Tests, Open-Ended Question, Generalizability Theory, Rater Reliability, 

Generalizability, Dependability 

DOI: 10.29329/ijpe.2020.277.13 

 

 

 

 

 

 

 

 

 

 

 

 

------------------------------- 
i
 Hakan Atılgan, Prof. Dr., Faculty of Education, Ege University 

ii
 Elif Kübra Demir, Research Assist Dr., Faculty of Education, Ege University, ORCID: 0000-0002-3219-1644 

 

Correspondence: elif.kubra.demir@ege.edu.tr 
 
iii

 Tuncay Ogretmen, Prof. Dr., Faculty of Education, Ege University 

iv
 Tahsin Oğuz Başokçu, Assoc. Prof. Dr., Faculty of Education, Ege University   



International Journal of Progressive Education, Volume 16 Number 5, 2020 

© 2020 INASED 

 

217 

INTRODUCTION 

Similar to many countries, selection exams are used in transition among education levels, 

especially for the university entrance, in Turkey as well. Such exams are used in transition among 

levels to select the right number of students for the seats available since the number of available seats 

is limited in the face of the high number of candidates. As they are tests taken by large masses and 

carried out to select students, these tests are called Large-Scale Selection Exams. In large-scale exams, 

different types of multiple-choice questions can be used as well as different types of open-ended 

questions. An important advantage of multiple choice questions in large-scale tests is that questions 

can be written in a wide part of the cognitive domain (Tekin, 1993; Turgut & Baykul, 2010; Atılgan, 

Kan, & Aydın, 2017; Miller, Linn, & Gronlund, 2009). It is relatively easy to write questions in the 

knowledge, comprehension and application levels of the cognitive domain while experts and 

experienced testers can write questions in the analysis and evaluation levels as well. Multiple-choice 

tests can be rated in a completely objective way (Tekin, 1993; Turgut & Baykul, 2010) and it is also 

possible to complete rating in a short time and announce the scores more rapidly. Large-scale exams 

are tests participated by masses. In such exams, speed is an important advantage in rating the test and 

announcing the results.  

Besides the abovementioned advantages, multiple choice questions in large-scale exams also 

has some weaknesses. As stated above, although they can measure a large part of the cognitive 

domain, multiple choice questions cannot measure the synthesis level, which is a significant part of the 

cognitive domain. This is because the answerer cannot produce his/her own answer since the correct 

answer is provided among the options. As this prevents the individual to produce an authentic and 

creative answer, to transfer his/her opinions and organize his/her ideas, it is not possible to measure 

the behaviors at synthesis level (Rodriguez, 2016; Nitko & Brookhart, 2011; Berberoğlu, Milli Eğitim 

Bakanlığı Seviye Belirleme Sınavı (SBS) uygulamalarının değerlendirilmesi, 2009). Large-scale 

selection tests conducted with multiple choice questions are criticized for creating a group of graduates 

who have difficulty in expressing themselves and do not possess developed problem solving skills 

(Gür, Çelik, & Coşkun, 2013; Eğitim Reformu Girişimi, 2013; Dünya Bankası, 2011). Since large-

scale exams are ranking tests in the general sense, ranking may change depending on chance success. 

This is unethical and differences caused by chance success may affect validity and reliability (Baykul, 

2000; Mehrens & Lehmann, 1991) as well as causing wrong evaluations. It is also discussed that 

large-scale selection exams implemented with multiple choice questions have some negative side 

effects. These side effects can be broadly summarized as the exam becoming an instrument rather than 

a goal, the education system adapting itself in accordance with selection exams, candidates turning to 

private tutor and/or courses, increase in non-attendance at school and coming out of a group that 

cannot socialize   (Yükseköğretim Kurulu, 2007; Türk Eğitim Derneği, 2010; Elçi, Süzme, Yıldız, 

Canpolat, & Çelik, 2016; Berberoğlu, Demirtaşlı, İşgüzel, Arıkan, & Özgen, 2010) . For open-ended 

questions, the answer is framed in the mind of the answerer, which is later produced by the answerer 

himself. Typically, open-ended questions are different from multiple choice questions in that they do 

not provide choices and the answer is produced by the answerer upon organizing information and 

expressing it in his/her own words/sentences. In other words, the main difference is the production of 

an answer instead of choosing from the given choices. Many resources classify open-ended questions 

in two groups based on their limitedness or freeness as a) short answer questions and b) essays (Tekin, 

1993; Turgut & Baykul, 2010; Atılgan, Kan, & Aydın, 2017; Miller, Linn, & Gronlund, 2009). 

Depending on the freeness of the answers to be given, open-ended questions are grouped as 

(a) restricted response and (b) extended response (Nitko & Brookhart, 2006; Kubiszyn & Borich, 

2015). ÖSYM (Student Selection and Placement Center) (2015), on the other hand, added short 

answer questions to this classification considering the length of the answer and questions are 

categorized in three groups as  (a) short answer questions, (b) restricted response questions and (c) 

extended response questions. Since the answer is not given within the question in open-ended question 

types the answerer is required to produce his/her own authentic answer. Therefore, open-ended 

questions can measure behaviors at the synthesis level and higher order mental skills by their nature 

(Turgut & Baykul, 2010; Kubiszyn & Borich, 2015). In addition, open-ended questions are able to 

measure composition skills, self expression through writing and the ability to use language in writing. 
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Since the correct answer to the question is not presented in the question as a choice, it is not possible 

for the responders to find the answer by chance. The absence of chance success is in important 

advantage for selection exams as it prevents the ranking to change depending on chance in tests. Also, 

since there are no choices for the answers, candidates who do not know the correct answer cannot find 

it by proceeding with choices or they cannot use association to find the answer, which makes open-

ended questions advantageous in large-scale selection exams. In addition, it is easier to write questions 

that can measure higher order behaviors in comparison with multiple-choice test items. In this respect, 

open-ended questions are highly usable. Open-ended questions and tests consisting of this type of 

questions are cost-efficient in terms of printing and implementation.  

Answering behavior in open-ended question includes reading the questions, framing the 

answer in mind and writing this answer by the individual. While varying based on the abovementioned 

question types, this process increases the responding time per item.  Thus, the number of questions 

that could possibly be asked in a reasonable exam duration may be reduced, which could narrow the 

content to be measured. Such a downsizing in content decreases content validity while decreasing the 

number of questions affects reliability negatively in terms of precision  (Baykul, 2000; Atılgan, Kan, 

& Aydın, 2017). Depending on the question types mentioned above, open-ended questions require 

much or less amount of writing activity. While the aim is to examine an individual’s some other 

knowledge and skills, this type of questions may lead the answerer to fail to express these skills in 

writing although he/she does have them. In such situations where written expression skills are not 

intended for measurement, but some other skills are expected to be measured, wiring activity may 

interfere with the measurement results of writing skills and affect validity adversely (Turgut & 

Baykul, 2010). Rating open-ended questions is challenging and time-consuming. The efficient use of 

open-ended questions in large-scale selection exams to measure higher order behaviors can be 

effective in overcoming the difficulties or impossibilities faced in measuring higher order skills with 

multiple choice questions. However, particularly in large-scale tests, an important limitation is that 

rating the answers done by experts is not economical in terms of time and effort and the reliability of 

scores causes concerns.  

As also stated above, using tests including only multiple-choice questions in large-scale 

selection examinations has significant limitations and some negative effect. Therefore, in order to 

eliminate such limitations in large-scale selection exams, it is necessary to include open-ended 

questions. However, when open-ended questions are used in large-scale tests, what the reliability 

would be or how would it be affected by human scoring comes up as a critical question.  Based on 

these reasons, the present study aimed to determine the reliability levels and the most efficient 

combinations of rater and item numbers to reach the sufficient level of reliability in the case that open-

ended questions (short answer) are used instead of multiple-choice test items and scored by experts in 

large-scale selection exams. 

METHOD 

The present study focuses on how reliability is affected when open-ended short answer 

questions in large-scale exams are scored by multiple raters and what the optimal number of 

raters/items should be to reach the required reliability. Since the study is multi-faceted, the best way of 

determining reliability can be obtained by G theory. Therefore, Transition from Primary to Secondary 

Education (henceforth referred to as TEOG) exams, which are applied on 8
th
 graders in Turkey, were 

studied. In the event that open-ended short answer questions are used in these exams, instead of such 

subjects as Mathematics and Science, in which answers are more concrete, Turkish was included in 

the study scope as it is considered to possibly cause lower rater consistency by its nature.  

Study Group 

The study group consisted of 443 8
th
 graders among the students who took the TEOG exam. 

The 443 students included in the study group were selected from three towns of Izmir (Karşıyaka, 

Bayraklı and Bornova) using cluster sampling method. A total of three schools (one from each town) 

were selected using cluster sampling again and all students attending the 8
th
 grade at these schools 
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were included within the scope of the study. For the G theory analyses used in the study, this sample 

size can be accepted as large enough (Atılgan, 2013). 

Data Collection Instrument 

In the event that open-ended short answer questions are used TEOG exams, instead of a 

subject, in which answers are more concrete, Turkish was included in the study scope as it is expected 

to possibly cause lower rater consistency by its nature. The Turkish section of TEOG includes 20 

multiple choice questions with four choice options (Ministry of Education (MoE), 2014). Items 

included in the Turkish section of the TEOG exam held in November 2014 were assessed by three 

Turkish language teachers, 2 measurement and assessment experts and a curriculum development 

expert. Teachers were trained on test development. Considering the properties of the given items and 

their distribution of subject areas, 20 open-ended short answer questions were written by this group of 

experts. The questions were intended to measure higher order behaviors of the cognitive domain in 

comparison with the questions in TEOG.  

The test which was developed in the 15 days following November 2014 TEOG and included 

open-ended short answer questions were applied to 443 8
th
 grade students who took TEOG. In order to 

avoid any changes in the measured student characteristics, the time gap between the November 2014 

TEOG and the implementation of the open-ended short answer test used in the study was not allowed 

to exceed 15 days. The open-ended short answer test was given to students in their own classrooms 

and by their own teachers paying attention to ensuring student motivation.  

The answers given to the open-ended short answer questions by 443 students in the study 

group were scored by a selected group of four experienced Turkish language teachers. Before scoring, 

the four teachers to perform the scoring informed about how to do the scoring in a meeting. Each 

teacher rated the papers of all 443 students. During the scoring period, it was ensured that the raters 

had no communication with one another and performed their scorings independently. The teachers 

were asked to score each answer between 0 and 3 based on their accuracy and authenticity and an 

answer key was used as well.   

Data Analysis Method 

When open-ended questions are asked, and the answers are scored by multiple raters in large-

scale selection exams, the error source for reliability comes up both as the items and the raters. 

Generalizability (G) Theory, which is used in determining a single reliability coefficient in such cases 

based on multiple error sources, was developed by Cronbach et al.  (Crocker & Algina, 1986; 

Shavelson & Webb, 1991; Brennan, 2001).  The data obtained for the measurement situation in which 

four raters scored all the answers given to 20 open-ended short answer questions by all the 443 

students were analyzed using the Generalizability (G) and Decision (D) studies of G theory. In the 

analysis, fully crossed two-facet p x i x r design of G theory was used with students (p), items (i) and 

raters (r) (Shavelson & Webb, 1991; Brennan, 2001).  

FINDINGS 

Generalizability Analyses 

Scorings of the four raters performed on all the answers given to 20 open-ended short answer 

questions by all the 443 students were analyzed using the Generalizability (G) and Decision (D) 

studies of G theory. In order to find an answer to the study problem fully crossed two-facet p x i x r 

design of G theory was used in the analyses with students (p), items (i) and raters (r) (Shavelson & 

Webb, 1991; Brennan, 2001).  
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G Study 

As a result of the G study analyses performed using the single variable fully crossed p x r x I 

model of G theory, variances for facets and the share of each facet within the total variance were 

calculated.  

The values obtained for the main effect variances (  
       

       
 ) and interaction effect 

variances (   
        

        
         

 ) of the facets and the percentages of these variances within the total 

variance are presented in Table 1.  

Table 1. Estimated Variances and their Percentages in the Total Variance  

Source of Variation Variance Percentage 

Student (p) 0,379 20,340 

Item (i) 0,283 15,206 

Rater (r) 0,010 0,537 

Student x Item (pi) 0,832 44,662 

Student x Rater (pr) 0,006 0,319 

Item x Rater (ir) 0,045 2,394 

Student x Item x Rater (Pir,e) 
0,308 16,541 

Total 1,863 100,000 

 

As seen in Table 1, student (p) main effect variance component was estimated as (  
 ) 0,379 

with Generalizability (G) analysis. This estimated student (p) main effect variance component explains 

20,340% of the total variance. Student main effect is a population score variance and shows to what 

extent students differentiate from each other in terms of their measured abilities (Shavelson & Webb, 

1991; Brennan, 2001; Atılgan, 2008). The fact that this variance component estimated for students is 

the second largest variance within the total variance, as an expected result, is an indicator that 

differences of the 443-student sample in terms of their abilities measured can be revealed at this scale.     

Item main effect variance has the second largest variance among main effects with (  
 ) 0,283 

and its share in the total variance was calculated as 15,206%. Shavelson and Webb (1991) and 

Brennan (2001) state that the main effect variance estimated for item facet show the changeability of 

item difficulties. In other words, a large item main effect variance component reveals that some 

questions are easier or more difficult than others while a small one shows that items are close to one 

another in terms of difficulty. In the present study, the proportional greatness of item main effect 

variance (15,206%) in the total variance shows that in the test consisting of 20 open-ended items, 

difficulty levels of these 20 items differ from each other and the questions vary in terms of easiness 

and difficulty.  

As seen in Table 1, in the analysis, estimated variance for rater main effect was found as (  
 )  

0,00006. The share of this rater facet variance within the total variance is 0,065%. This percentage is 

quite small compared to the total variance.  

Shavelson and Webb (1991) and Brennan (2001) report that this variance estimated for rater 

facet main effect is an indicator that a certain rater acts more generously or more strict in the scores 

they give for all students than the other raters.   The fact that the main effect variance estimated for 

rater facet is close to zero and has a quite small percentage within the total variance shows that the 

difference among the scores given by the four independent raters to all students is quite small and that 

the raters are consistent with each other.   

Student and item variance as an interaction effect variance was obtained as  (   
 ) 0,0832. Its 

share within the total variance was found as 44,662%. This variance is the greatest of all other 

variances and constitutes the highest percentage among variances. Pi variance as an interaction effect 

variance shows whether a certain student’s relative state changes from one item to another (Shavelson 



International Journal of Progressive Education, Volume 16 Number 5, 2020 

© 2020 INASED 

 

221 

& Webb, 1991; Brennan, 2001; Atılgan, 2008).  The fact that pi variance as an interaction effect 

variance is the greatest one in the present study reveals that variaance in 443 students’ relative state 

from one item to another among the total 20 items is high.  

Another interaction effect variance, student and rater interaction effect variance, was 

calculated as (   
 ) 0,006 with a percentage of 0,319% in the total variance. This interaction effect 

variance can be said to be quite small and have a low share in the total variance. Student and rater 

interaction effect shows whether a certain rater scored a certain student more generously or more 

strictly than the other raters (Shavelson & Webb, 1991; Brennan, 2001; Atılgan, 2008). That this 

variance is close to zero and its percentage in the total variance is small indicates that the scores given 

by a certain rater to a certain student are rather consistent with the other raters. In other words, it can 

be suggested that in the scoring of any one of the four raters for any one of the 443 students, 

differentiation in terms of strictness/generosity is quite small compared to the other raters and 

students.  

Item and rater interaction effect variance was found as (   
 ) 0,045. The share of this variance 

in the total variance was calculated as 2,394%. The ir interaction effect variance calculated by G study 

shows whether raters score consistently from one item to another (Shavelson & Webb, 1991; Brennan, 

2001; Atılgan, 2008). The fact that the interaction effect variance is relatively small shows in the 

scorings performed by four raters on the 20-item open-ended test for 443 students, differentiation 

among scorings is relatively small from one item to another.  That is, it can be said that scorings 

performed by each of the four raters on each of the 20 items are highly consistent with each other.  

In the G study, student, item and rater variance, also called residual variance, was found as 

(      
 ) 0,308. The percentage of the residual variance in the total variance is 16,541%. Residual 

variance is caused by systematic or random errors and or those that cannot be explained with the 

available data and is expected to be small (Shavelson & Webb, 1991; Brennan, 2001; Atılgan, 2008). 

In the present study, the fact that the residual variance is relatively large shows the quantity of 

systematic and random errors and/or the variance that cannot be explained with the main and 

interaction effect variances in the measurement performed by 4 raters on 20 items for 443 students.  

G theory was used to determine the reliability of the scorings performed by four raters on 20 

open-ended items for 443 students. G theory considers that there are two types of decision making, 

relative and absolute evaluation, for determining reliability in education and psychology. Therefore, 

two different coefficients of reliability are calculated by G theory; generalizability (G) coefficient for 

relative evaluations and (Phi) for absolute evaluations   (Crocker & Algina, 1986; Shavelson & Webb, 

1991; Brennan, 2001).  

Relative error variance is represented by   ( ) and is calculated as in Equation 1 depending 

on pi, pr, pir,e variances. G coefficient, which is used for relative evaluations and represented by    , 

is defined with Equation 2 as the ratio of the population score variance of individuals symbolized with 

  ( ) to the sum of the population score variance of individuals and relative error variance[  ( )]  
(Brennan, 2001; Atılgan, 2005).  

  ( )  
   
 

  
 
  
 

  
 
      
 

    
 Equation 1 

    
  ( )

  ( )    ( )
 Equation 2 

 

Phi coefficient used for absolute evaluations and represented by ; is defined as Equation 4 as 

the ratio of the population score variance of the people represented by    ( )to the total absolute error 

variance obtained from Equation 3 based on this variance and the i, r, pi, pr, ir, pir,e  variances 

represented by   ( )  (Brennan, 2001; Atılgan, 2005).  
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 Equation 4 

 

In the present study, G coefficient (   ) concerning the scorings performed by four raters on 

20 open-ended items for 443 students was found as 0,89. On the other hand, Phi coefficient () for the 

scorings performed by four raters on 20 open-ended items for 443 students was calculated as 0,855  

K Study 

In the K study analyses performed using the single variable two facet crossed pxrxi design of 

G theory, G (   )  coefficients were calculated for the situations when the numbers of items and 

raters of the test, which consisted of 20 open-ended items and was scored by 4 raters, were increased 

or decreased by 5 and 1 respectively.  G (   ) coefficients obtained from the K study performed with 

alternative numbers of items and raters are presented in Table 2 below. 

Table 2.      Coefficients obtained from the K Study* 

  30 Item  25 Item  20 Item  15 Item  10 Item 

Rater                         

6 0,926  0,913  0,894  0,864  0,809 

5 0,924  0,911  0,892  0,862  0,807 

4 0,923  0,909  0,890  0,859  0,804 

3 0,920  0,906  0,886  0,855  0,799 

2 0,914  0,899  0,879  0,846  0,789 

1 0,896  0,880  0,858  0,822  0,760 

*Figures in bold and italic show the number of items and raters 

 

Alternative K studies carried out aim to specify the optimal number of items and raters to 

reach a sufficient level of reliability by examining the changes in     coefficients depending on the 

changes in the number of raters and items. As seen in Table 2 and Figure 1,     coefficients may 

increase more when the number of items is increased rather than that of the raters. To illustrate, when 

the number of raters is reduced from 4 to 2 and the number items is raised from 20 to 25,     

increases from 0,890 to 0,899. That is, in the present implementation, the     coefficient reached with 

4 raters and 20 open-ended items and the     coefficient to be reached with 2 raters and 25 items are 

approximately at the same level.   

 

Figure 1. Changes of       coefficient obtained from the K Study 
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In the K study analyses performed using the single variable two facet crossed pxrxi design of 

G theory, Phi () coefficients were calculated for the situations when the numbers of items and raters 

of the test, which consisted of 20 open-ended items and was scored by 4 raters, were increased or 

decreased by 5 and 1 respectively.  Phi () coefficients obtained from the K study performed with 

alternative numbers of items and raters are presented in Table 3 below. 

Table 3. Phi () Coefficients obtained from the K study * 

  30 Item  25 Item  20 Item  15 Item  10 Item 

Rater Φ  Φ  Φ  Φ  Φ 

6 0,901  0,884  0,861  0,824  0,759 

5 0,899  0,882  0,858  0,822  0,757 

4 0,896  0,879  0,855  0,818  0,753 

3 0,891  0,874  0,850  0,812  0,747 

2 0,881  0,864  0,839  0,801  0,734 

1 0,854  0,835  0,809  0,769  0,700 

*Figures in bold and italic show the number of items and raters 

 

Alternative K studies carried out aim to specify the optimal number of items and raters to 

reach a sufficient level of reliability by examining the changes in Phi (Φ) coefficients depending on 

the changes in the number of raters and items. Figure 2 shows the graph for an easier observation of 

the change in Phi coefficients obtained from the K study results carried out with alternative numbers 

of items and raters.     

 

Figure 2. Changes of Phi (Φ) Coefficients obtained from K Study 

 

As seen in Table 3 and Figure 2, similar to G coefficient, the increase occurring in Phi 

coefficient may be higher when the number of items is increased rather than the number of raters. For 

instance, when the number of raters is reduced from 4 to 2, but the item number is increased to 25 

from 20, Phi coefficient rises to 0,864 from 0,855. In other words, in the present implementation, the 

Phi coefficient obtained with 4 raters and 20 open-ended items and the Phi coefficient to be reached 

with 2 raters and 25 items are approximately at the same level.  

DISCUSSION, CONCLUSION AND RECOMMENDATIONS 

In the fully crossed two facet design G study conducted in the event that a 20- open-ended –

short-answer item test applied on 443 students are scored by four raters independently of one another 

item fact accounts for %15,206 while rater facet constitutes 0,065% of the total variance in the present 

study. This finding shows that items vary in terms of difficulty whereas raters do not differ from one 
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another in their scorings and performed consistent scorings. On the other hand, the percentages of 

interaction effect variances within the total variance were obtained as     
                

  

            
             

         from the greatest to the smallest. These results reveal that 

students’ relative states change from one item to another, the variance which cannot be explained by 

main and interaction effect is high and/or has systematic and random errors, and scorings of the raters 

on each of the items are consistent with one another.  In addition, greatness of student and item 

interaction effect variance and residual variance decreases reliability. For the measurement state 

including 20 items and four raters, G and Phi coefficients were found as 0,890 and 0,855 respectively 

in the study.  

In the K study analyses performed using the single variable two facet crossed pxrxi design of 

G theory, when the numbers of items and raters of the test which consisted of 20 open-ended items 

and was scored by 4 raters were increased or decreased by 5 and 1 respectively, it was seen that 

increasing the number of items rather than that of the raters is more effective in terms of G and Phi 

coefficients.   

G (   ) coefficient is used for relative measurements, and Φ coefficient for relative 

measurements (Crocker & Algina, 1986; Shavelson & Webb, 1991; Brennan, 2001). Since large-scale 

selection exams are the focus of the present study and large-scale exams are relative measurements, 

    coefficient is more significant.   

In this respect, it can be concluded that two raters with good expertise and scoring can 

perform consistent scorings at a sufficient level in large-scale selection exams consisting of open-

ended short answer questions. On the other hand, in the event that an enough number of well-designed 

(considering content validity) open-ended short answer questions are used it is possible to measure 

higher order cognitive skills which cannot be measured by multiple choice questions and to attain the 

required level of reliability as well.  Since the training of raters who scored open-ended questions on 

the scoring tool and how to score increases their scoring consistency, such training may be 

recommended before scoring. Open-ended questions can be used instead of multiple-choice questions 

in cases where sufficient consistency between raters can be achieved in scoring and the reliability of 

measurement results can be achieved. 
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INTRODUCTION  

History can give students a sense of identity and this can be exemplified by significant 

national events—often conflicts—that the nation has participated in, while paying attention to their 

cultural roots (Turan and Ulusoy, 2013). Barnard discusses the complexity of learning national 

identity through the school curriculum: 

“..teaching the succeeding generations history is an important part of the process by which the 

officially recognized narratives of the nations are passed on down the ages to succeeding 

generation, and by which these generations define themselves with reference to the nation 

state; learning one’s history is part of the process by which citizens learn to position their 

country and the values that their country espouses within the wider international 

society…History is not only seen as a matter of learning the narratives of the nation, but it is 

often taken for granted that one of the aims of the school subject of history is to inculcate in 

pupils patriotism and pride in the nation state. (2003, 9)” 

Teaching history, in alignment with this, plays an important role in each nation’s education 

system. Internationally, the purposes of teaching a specific nation’s own history in schools and, 

importantly, the content selected to do so, has been at the forefront of public debates for almost two 

decades (Henderson, 2019; Taylor, 2019) . As observed by Slater, “history is an often unsettling and 

sometimes uncomfortable subject. It is controversial and often very sensitive. There is some consensus 

about its importance in the school curriculum but much less agreement about what it is for” (as cited in 

Lévesque, 2007, 349). 

The Australian Curriculum: History (Australian Curriculum, Assessment and Reporting 

Authority, 2018) broadly guides the teaching of History in high schools across the nation, 

interpreted by each State and Territory into syllabuses that guide teacher planning. WWI and 

more specifically, Gallipoli, is taught as the third of three Depth Studies in Grade 9 (typically 

14-15 year olds), which focuses on The Making of the Modern World as its year level 

description. The description of the depth study reads:  

World War I  

Students investigate key aspects of World War I and the Australian experience of the war, 

including the nature and significance of the war in world and Australian history.  

World War I (1914-1918)  

 An overview of the causes of World War I and the reasons why men enlisted to fight in 

the war.  

 The places where Australians fought and the nature of warfare during World War I, 

including the Gallipoli campaign. 

 The impact of World War I, with a particular emphasis on Australia (such as the use of 

propaganda to influence the civilian population, the changing role of women, the 

conscription debate)  

 The commemoration of World War I, including debates about the nature and significance 

of the Anzac legend. (Australian Curriculum, Assessment and Reporting Authority, 2018, 

n.p.) 

The Turkish Curriculum: In Turkish high schools, WWI is introduced briefly in Grade 8 with 

a unit titled, Turkish Republic Revolution History and Kemalism. Students are taught modern history 

from the French Revolution through to the last age of the Ottoman Empire (1839-1918), which 

includes Gallipoli being briefly mentioned. The students are taught WWI in greater depth during 



International Journal of Progressive Education, Volume 16 Number 5, 2020 

© 2020 INASED 

230 

Grades 10 and 11 who are approximately 14 to 15 years old. In the Turkish curriculum the topic is 

explained:   

Ottoman State and the world in beginning 20
th
 century 

 Students analyse the status of Ottoman state in the beginning of the First World War in 

terms of political, economic and sociological perspectives. 

 Students knows land and naval achievements in Gallipoli campaign, Kut’ul Amara in Iraq 

front,  

 Examines the operations of Mustafa Kemal in Gallipoli, Qafkas and Syrian fronts. 

 Recognizes the other commanders who take part in Gallipoli wars (High school 

curriculum, 2018, 22). 

In general the Gallipoli campaign in Turkish history is represented as a war of existence and a 

war of defences. Therefore, it is important to consider the historical context of conflict (Ata, 2001). 

Another study (Çoban, 2011), based on the views of high school students measured levels of 

perceptions about the Gallipoli campaign, sought to determine attitudes exhibited by teachers when 

teaching this topic. The results showed that due in part to the Anzac ceremony held every year at 

Gallipoli, communication between the former enemies is positive and has been effective in eliminating 

negative views and hostilities towards each other, contributing to feelings of goodwill to Australia and 

New Zealand by the Turkish people.  

In Turkey, it is often asserted that the Gallipoli campaign has been a focus in education and 

training activities. However, research shows that the reality of teaching the Gallipoli campaign in 

Social Studies can be of inadequate quality and quantity (Kaymakcı, 2010). In an examination of 

History textbooks and curriculum in Turkey, it was found that it was difficult to determine whether the 

Dardanelles War is sufficiently covered. The conflict is included at a limited level within the fronts of 

the Ottoman Empire during WWI in Grade 10 and Mustafa Kemal's life and military success in the 

Grade 11 topic Turkish Revolution History and Kemalism lesson (Yazıcı, 2013).  

Despite all the brutality of the war, the friendly and strong relationship between Turkey and 

Australia is not included in the curriculum or textbooks (Yazıcı, 2013). In the 21
st
 century, with 

concepts such as globalization, multiculturalism, and world citizenship being intensively discussed 

and social structures are changing rapidly, the role of history education becomes increasingly critical 

in preparing students for an unknown future. 

METHODOLOGY 

Data collection and analysis  

Students’ expressions of nationalism present in their responses, forms the identified discourses 

analysed here. The discourses that are shown in these responses, include a focus on: nationalism today 

through events of the past; general expressions of nationalism; material and physical nationalism; 

emotional nationalism; origin narratives; and looking to the past to justify national pride through 

commemorations today. This section identifies the participant demographic data; report on a small 

content analysis conducted on identified key words commonly used by participants; and the analysis 

of discourses. 

The research data collection occurred in 2015 in Australia and in 2017 in Turkey. Although 

there is a two-year difference, given that during this period the centenary of World War I 

commemorations were taking place, and internationally, there has been a lot of attention paid to this 

international conflict, it is not considered to be a disadvantage in terms of the validity of the data. The 
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aim of the research was to gain an understanding of whether or not current day high school students 

think Gallipoli/Çanakkale is worthwhile to commemorate, why they think this is the case, and also to 

respond to five sources that look at contemporary commemorations of Gallipoli from an Australian 

perspective for the Australian students and from a Turkish perspective for the Turkish students. One-

sided sources were intentionally selected so as to gauge the level of participants’ critical historical 

literacy. Students in both countries were provided with a five-page booklet that included basic 

demographic questions, three questions, and five sources. They were allocated one hour to complete 

the task independently, at which time the teacher collected the booklets from the students. Students 

who did not agree to have their responses included did not need to submit them to their teacher on 

completion; therefore they were not collected (see Table 1 for a breakdown of the demographic data). 

In total, 185 students participated in the research. They were all high school students studying 

History in either Turkey (n. 103) or Australia (n. 82). The students were spread across five years of 

schooling with the age group ranging from 13-18 and with a concentration of students in the junior 

years of high school (years 8, 9, and 10).  

Research Questions 

The three questions students were asked to respond to include (translated to Turkish for the 

Turkish students): 

1. Is Gallipoli a significant event for us to remember today? Why or why not? 

2. How should Gallipoli be remembered today? 

3. Describe any perspectives/viewpoints about Gallipoli that you feel are missing from 

Sources A to E. 

Sources for students from both countries aimed to be identical in type and purpose so that an 

accurate comparison could take place between the participants’ responses. For the Australian part of 

the study, the five sources included: a historical photograph of wounded Australian troops on the 

beach at Anzac Cove; a promotion poster for the television series Anzac Girls produced and aired in 

Australia; a diary entry written by an Australian soldier at Gallipoli; and two recent photographs of 

commemorative Anzac Day services: one at a cenotaph in the regional Australian city of Toowoomba, 

and one of the pilgrimage of young Australians and New Zealanders to Gallipoli, Turkey. The five 

sources for the Turkish part of the study included: a historical photograph of wounded Turkish soldiers 

being transferred to hospitals in Istanbul; promotional poster for the Turkish film Last Letter, a 

production that focuses on the 18 March 1915 Dardanelles Battle and released on its centenary 

anniversary; a diary entry by a Turkish Lieutenant; and two recent photographs of Çanakkale 

commemorative services: one of two soldiers laying a wreath emblazoned with the white crescent 

moon and star with a red background of the Turkish flag at the Mehmetçik monument, Çanakkale, and 

one showing Turkish tourists visiting a monument on the Gallipoli Peninsula on the centenary of the 

Daradenelles War. 

How students make meaning and communicate idea of national identity when learning about 

key historical events that are seemingly intrinsically linked to citizens’ ideas of who they are, as is the 

case with Australia’s commemoration of Gallipoli and Turkey of Çanakkale is of central concern to 

this paper. As Wertsch has pointed out, “narratives about the past serve as a kind of ‘cultural tool’ in 

‘mediated action’ that creates and re-creates identity” (1997, 5). The sources put to the students were 

cultural artefacts with well-used cultural tools and could be reasonably expected that students were 

familiar with, given their pervasiveness not just in schools but in the wider public sphere. This 

“knowledge about the past is widely viewed as a crucial ingredient in the construction of identity. 

From this perspective we can’t know or we are if we don’t know where we have been, or, in the words 

of the historian David Lowenthal (1985): ‘the ‘sureness of I was is a necessary component of the 

sureness of I am’” (Werstsch, 1997, 5). The participants who live turkey and Australian information is 

presented table 1: 
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Table 1: Student demographic data 

 Turkish Participants (f) Australian Participants Total 

Gender Male 58 661 124 

Female 45 16 61 

School Year 8 - 21 21 

9 34 21 55 

10 30 8 38 

11 41 2 43 

12 - 29 29 

unspecified - 1 1 

Total 103 82 185 

 

Analysis  

Summative Content Analysis of Significant Terms 

With a qualitative approach taken to analysis data in this article, given the high frequency of 

some key terms that emerged organically from the data, that is, these terms were not pre-empted from 

the questions asked a qualitative content analysis also took place. It is used just to count keyword 

recurrences that illuminate the types of language high school students from Australia and Turkey have 

used in their responses. Summative content analysis is used here as that qualitative measure and was 

undertaken to frame the DHA component. As described by Hsieh and Shannon, “typically, a study 

using a summative approach to qualitative content analysis starts with identifying and quantifying 

certain words or content in text with the purpose of understanding the contextual use of the words or 

content” (2005, 1283). From the initial read-through of the data, keywords were identified and their 

recurrence counted so that they could then be used as part of the critical discourse analysis. The 

keywords provided a signposting of the discourses that were then extrapolated and contextualised so 

that a deeper understanding could be gained of how participants intended them to be read. Relevant to 

this research, which seeks to examine both the similarities and differences in responses to similar 

content by high school students in Turkey and Australia, “a summative content analysis involves 

counting and comparisons, usually of keywords or content, followed by the interpretation of the 

underlying context” (Hsieh & Shannon, 2005, 1277) took place. Although content analysis is more 

commonly associated with quantitative approaches, the utilising of summative content analysis as a 

precursor to the DHA approach puts it firmly in the area of qualitative research. Ensuring that a 

qualitative approach was maintained, the identification and counting of keywords was “used to 

identify patterns in the data and to contextualise the codes” (Hsieh & Shannon, 2005, 1285). 

Demonstrating the importance placed on key persons and key attributes of soldiers and key figures, 

Table 2 provides an overview of word frequency to show context of participants’ responses. The 

students mentioned these terms independently, that is, nowhere in the questions nor the provided 

sources were these terms used, and thus no influence by the researchers was on the students when they 

responded this way. 

Understanding the context of the words used is of utmost importance—an aspect that content 

analysis does not address. For example, the word “sacrifice” was used 49 times by Australian high 

school students. By stopping at a content analysis that is quantitative in focus, the context in which 

this word was used would have been missed. Some students wrote about sacrifice as a way of praising 

Australian men who fought in WWI. For example, WC33M12
2
 writes, “The experiences of the 

soldiers and their sacrifices embodies the idea of mateship and patriotism.” While others dispute that it 

                                                           
1
 The large number of male students in the Australian data is due to one of the participating schools being an all-

boys’ school. 
2
 To protect the identity of students alphanumeric codes were ascribed to participants, adhering to the following 

conventions: the first letters are the anonymised school; the first set of numbers is the order in which 

participants’ responses from each school were typed; the gender selected by the participant follow, with either F 

(female) or M (male) (note, no students selected other); and the final two numbers is the school year of the 

participant. 
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was a sacrifice, drawing on background or pre-existing knowledge to write, for example, in response 

to Q1, “However, nowadays it [Gallipoli] is remembered as a grand sacrifice to protect Australia – 

which I disagree with” and in answer to Q2 “As I have stated above, not with glory and as a sacrifice – 

but as a massacre directed by a country we had no need for following” (AGHS5F09). 

Gleaned from prior research in the area, such as textbook and other educational media 

analysis, an idea of what keywords might be present in participant responses did exist. However it was 

on reading participant responses that the keywords became apparent by their repetition between and 

within each participant’s response. Only keywords that emerged organically from participant 

responses have been included. This method such as that recommended by Hsieh and Shannon (2005), 

is explained by Boréus and Bergström: 

is at least partly inductive (data-drive), meaning that although the researcher might start from 

broader themes or research questions when analysing the material, the text is coded directly, with 

categories growing out of that coding. The label ‘qualitative content analysis’ is also frequently used 

for analysis in which quantification is part of the analysis but more complex interpretations must be 

made. (2017, 24)  

For this research, as the focus is on making “complex interpretations of texts” (Boréus & 

Bergström, 2017, 24), the content analysis is small with DHA as the main methodological focus. By 

itself, summative content analysis does not necessarily provide the rich data contextualisation required 

when analysing participant responses to a set of narrative style questions; however combined with a 

CDA analysis approach, it provides a relevant introduction to the types of discourses that emerge from 

participant responses. 

Key findings that emerged from the data: Expressions of nationalism  

Nowhere in the three questions were students asked to comment on anything to do with 

nationalism, patriotism, the nation state, independence, or any other term related to nationalism in any 

sense. However, so prominent in both countries’ educational and public discourses and in the general 

socio-political context, that the students are well versed in various narratives of their respective 

nation’s involvement in WWI so much so that they are able to respond to questions with greater 

knowledge than just the content provided in the sources, mainly in terms of expressing nationalistic 

views towards involvement in this conflict. They were only asked to comment on whether Gallipoli 

was significant, how it should be remembered, and to identify missing perspectives in the sources 

provided. While Australian students mentioned Turkey quite often (although the focus did remain on 

this being an Australian event), no Turkish student makes mention of Australia, New Zealand, Anzac 

or any other country. For these students at least, it is clearly a Turkish-focused historical event.  

Turkish participants associated Atatürk and Corporal Seyit specifically with notions of nationalism 

and the Australian participants associated unnamed soldiers, in the main, with their associations of 

nationalism to this event. 

Nationalism today through events of the past  

A significant topic that surfaced consistently in the responses provided by both Turkish and 

Australian students was expressions of nationalism. Students related current feelings of nationalistic 

pride and what it meant to be ‘Turkish’ or ‘Australian’ today with the experiences of World War I, 

namely through prominent persons such as Mustafa Kemal Atatürk and Corporal Seyit (for the 

Turkish students) and an anonymous but archetypal soldier (in the case of the Australian students).  

They are written about as though they embody all that is good in the nation, historically and in 

contemporary times, and typify what it is to be Australian or what it is to be Turkish. The similarities 

in student responses, from two very different cultural standpoints, arguably reflect the prominence 

placed on the Gallipoli/Çanakkale narratives in both countries. These narratives are taught in formal 

education settings, such as schools; in informal education settings such as advertising, public 
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memorials, and conversations within families; and semi-formal education settings such as visits to 

museums, viewing documentaries, and reading history books. 

There was less mention of nationhood as a physical, bordered space compared to it being 

attributed to an emotional or internal experience. The expressions of material or physical nationalism 

was limited to 14 Turkish students and 4 Australian students (13.5% and 5% respectively). Given 

these low numbers, the focus of the analysis reported here is on the affective discourses of nationalism 

expressed by students. To briefly describe participants’ inclusion of this discourse, 

Gallipoli/Çanakkale was remembered through memorials, songs, cinema and other entertainment, 

literature, school teaching, political parties, Atatürk, sports, marches, ceremonies, and prayer. Its 

significance was for nation-building, ‘birth of a nation’ discourses, victory, sacrifices of martyrs, and 

independence as a sovereign nation. 

Emotional nationalism 

Narrating national identity through emotional nationalism was the most common discourse 

that emerged in responses. For the Australian participants, emotional nationalism was frequently 

connected to ideas of being grateful for the soldiers and to see them as an example of what it means to 

be Australian. While the term sacrifice was used frequently (n. 49), it was not done with Christian or 

other religious intent; rather the words was used as a way to comprehend the sheer scale of death that 

occurred to soldiers fighting at Gallipoli and as a way to communicate respect for their actions—often 

mixed in with ideas of “people died for us” (WC8M09) and also expressed explicitly by WC11M08: 

“People/soldiers died for us to be a better country and a safer one too. It would be disrespectful for us 

to not you remember the dead and the survivors…soldiers fought their hearts out to be where we are 

today.” For the Australian participants, at times the expressions of nationalism in the data are more 

difficult to detect because it is a kind of de facto nationalism, expressed through soldiers rather than 

explicitly. For example WC3M09 writes, “…it demonstrates who true Australians are and their 

sacrifice to their country.” While this fits within emotional nationalism, it is mitigated through the 

soldier experience. 

On the other hand, for the Turkish participants, emotional nationalism is inextricably linked to 

expressions of religion. The participants’ use of the term martyrdom (n. 42) does not separate concepts 

of the nation and religion. While although the modern Turkey nation state was created as a secular 

country, the Islamic influence as a national religion remains and is apparent in the participants’ 

responses, especially as the Çanakkale battle is increasingly seen through the lens of a religious war 

against non-Islamic nations. This is exemplified through the intensified language used by Ö12M10 

who writes: “We must read Mevlids [a holy poem about the Prophet], we should read 3 ihlas 1 fatiha 

[subdivisions of the Kur’an]” in responding to the question of how should Gallipoli be remembered 

(Q2). When using the term martyr or martydom, the Turkish participants often used emotive language 

that is at least overt, but frequently, intensified according to Wodak’s questions (Wodak, 2004, 207; 

Wodak & de Cillia, 2006, 717-718). For example, Ö30M10 not only writes of “thousands of martyrs” 

but also to “remember our glorious days”, “victory”, and that there is pride in “remembering again and 

again that Çanakkale is impassable.” 

Other topics raised frequently by Turkish participants include the homeland or motherland, 

Çanakkale as a unifying event, and Corporal Seyit. These three topics as part of the emotional 

discourse are included here. 

On the importance of the emotional idea of a homeland, Ö25F10 writes in response to Q1:  

Yes, it is an important fact to remember. Because if we can live this way today, we are 

hundreds of thousands of soldiers fighting for the homeland in this war. It is important for them to 

fight against thousands of enemies for the sake of their homeland, to ignore their own lives, to 

remember everything for the sake of the homeland.  
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The repetition of the term homeland emphasises the importance Ö25F10 places on linking 

Turkish involvement in the war to protecting the land borders. Her response then carries this idea 

further of the importance of homeland by then linking it to being “martyrs” as she goes on to write in 

response to Q2: “Thousands of our soldiers must be remembered to fight their enemies for the sake of 

their lives, to ignore their lives and to throw themselves in front of the bullets for the sake of the 

homeland, to be martyrs to save their homeland.” Also making connections to the homeland, Ö26M10 

writes in response to Q3 that asks if anything is missing from the sources: “In Canakkale, people 

struggle for homeland in difficult conditions.” 

Unity also featured prominently in participants’ responses, with Ö18M10 writing:  

It's a good thing to remember. Because the Gallipoli War is an unforgettable war. Thousands 

of people are martyred for the homeland and this should not be forgotten. War is a war of unity and 

solidarity. We do not know what they lived, but when we think it is a war that has been won in the 

absence, and we should not forget it. 

Two more examples that typify the type of intensified language used by the Turkish 

participants include Ö11M10 who writes: “...the Çanakkale war is a war that we should take lessons 

and it is very important for the Turkish nation. This is a war of national unity and coexistence.” 

Similarly, Ö18M10 writes: “...the Gallipoli War is an unforgettable war. Thousands of people are 

martyred for the homeland and this should not be forgotten. War is a war of unity and solidarity...” 

Featured strongly (n. 18) was the inclusion of famed soldier, Corporal Seyit who is given hero 

status not only in the general public discourse—there are monuments dedicated to him in Turkey—but 

also by the participants of this project. They hold up Corporal Seyit, full name Seyit Ali Çabuk, as 

representative of all soldier for the attributes he displayed in battle that are symbolic of those that all 

Turkish people should strive to emulate. Corporal Seyit is famous for his physical strength, allegedly 

having carried three artillery shells, weighing in at 275kgs, during the Çanakkale battle to defend the 

Dardanelles. 

Many Turkish participants identified Corporal Seyit as missing from the sources and 

mentioned this in their responses to Q3. Ö24M10 writes in response to Q1: “...Our soldiers who fought 

in Çanakkale have never thought of their own lives for the future of our nationality and think and think 

only of creating a safe and free Turkey for the future.” Then, in response to Q3, he raises the point 

about key people/famous identities missing from the provided sources, extending his response to Q1, 

commenting about the revered Corporal, writing: “Of course it is also missing. Seyit Corporal 

struggled to put his life on his teeth to hit the enemy ships, which was three times heavier than his own 

weight. But unfortunately there is no picture of him here.” Here, Ö24M10 implies that it is remiss not 

to include Corporal Seyit, so embedded is he within the Turkish discourse of WWI; exemplified 

through the statement, “of course it is also missing” and then going on to explain the importance of his 

role and that it is “unfortunate[ly]” that there is no picture of the Corporal. Likewise, other participants 

also note his absence, including for example, Ö26M10 who writes in response to Q1, “Our ancestors 

and victories won in the Gallipoli War and the struggle of Seyit corporal under difficult conditions.” 

While many of the comments connect Corporal Seyit one way or another with nationalism or 

specifically make judgement statements about his exclusion. His frequent inclusion in student 

responses are all positive about Corporal Seyit and many can be explicitly and overtly linked to ideas 

of nationalism. This can be seen, for example, in Ö42M11’s response to Q3: “Seyit corporal should 

not be ignored and also women's nationalism, who sacrificed his life to help the front line in this war, 

must also be narrated from generation to generation.” 

Whereas the Australian participants frequently wrote about soldiers dying for them to enjoy 

freedom 100 years after the fact (a dubious and rather presentist claim), Turkish students viewed it as 

their responsibility to act in ways that honoured the actions of the Turkish soldiers, as pointed out by 

Ö56M11 in response to Q1: “Yes, because thousands of people in Canakkale have been martyred and 

we owe them our future.” So whereas the Australian participants see it as an individual benefit, the 

Turkish students view it as of benefit to the whole nation. 
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Origin narratives: Examples of being Turkish originating with WWI  

Origin narratives constituted a large portion of the discourses identified from participants’ 

responses. Of the 103 Turkish participants, 51—almost 50% of responses—included information 

about Çanakkale being the origin of the Turkey nation. It is understandable that participants feel this 

way when considering Turkish 20th century history. At the end of WWI the Treaty of Sèvres, was 

signed on 10 August 1920. This Treaty dismantled the former Ottoman Empire, but did not create an 

independent Turkish state. It can be reasonably argued that the hostilities that followed—namely the 

Turkish War of Independence led by Atatürk which led to a second treaty, The Treaty of Lausanne 

signed on 24 July 1923 (it came into effect 6 August, 1924)—the modern nation state of Turkey was 

then born from the new national boundaries that were set for a number of countries in the region. 

Students enrolled in Turkish schools are well versed in their nation’s modern history, learning about 

these events systematically from Social Studies in the primary years of schooling through to History in 

secondary school. The origin narratives that students  wrote about in response to the three question 

posed to them frequently referred to independence, matrydom, salvation, linking Atatürk explicity to 

the nation’s origin story (and bestouing much praise onto him), and at times crossed over into 

discourses of emotional nationalism. A selection of student responses are provided here to illustrate 

these points.  

Ö3F10 writes that there is no question that this was the origin of the Turkish nation, and that it 

was the result of soldiers acting as martyrs, writing: “Of course it is an important turning point. It is 

the history of mankind's salvation. Though thousands of soldiers are martyrs, which we have gained 

independence, it is a war that announces the name of the Turks. This should not be forgotten!” 

Independence is seen by Ö36F11 as being “rescued from foreign states.” In an extract of a rather 

lengthy response, she writes, “...it is a very important thing to remember because it is an event that 

every human being should remember because the independence of our country. This is a war in which 

our country was rescued from foreign states and taken with determination and national power on very 

difficult conditions.” She also praises Corporal Seyit and connects him to this independence, writing  

Seyit must have been at the moment when he was alone to lift bullets, which were heavily 

weighted, and the ships of foreign states, his troops poured into the sea and the battle was won. 

The dishes, the clothes, the weapons used, the difficulties of that time, must have been here in 

the fighting tools, which were won in difficult conditions. 

Following the thread of freedom from foreign nation states is also in the mind of Ö55M11 

who responds to Q1, writing: “Yeah. Because if the Turks did not win the Çanakkale war, maybe we 

could be in the shadow of the English today. We could not be independent.” Again the notion of being 

independent from a foreign government is included in a participant’s response. Ö44M11 writes, 

following the lines of one of Atatürk’s most famous phrases, “...if we did not beat that war, we 

wouldn’t be Turkish, we were not free. Who knows who would be a slave? We have won our 

independence, independence through this war. How happy is the one who says I am a Turk…” 

Ö42M11 writes, in response to Q1: “Yes, it was an important one. Our soldiers who fought in 

Çanakkale have protected our country's independence and future, and our cresent-star flag has been 

formed reflecting the blood of our soldiers who were bloodshed in this war.” 

The reverence given to Atatürk’s role in creating the modern Turkey nation state is significant. 

Participants’ responses that included Atatürk were full of praise to the former and inaugural Turkish 

President in a way that could almost be described as deifying. Ö19M10 writes, as an example, “The 

Gallipoli War is an important turning point for the Turkish nation. Mustafa Kemal's foresight and 

military intelligence played an important role in winning the war.” Again typifying the admiration—

some could say devotion to Turkey’s most famous leader—Ö71M11 writes: “Yes, it is a good thing to 

remember because the struggle there is not an unforgettable event. This battle, which our soldiers enter 

into for the homeland, is not an event that can be easily forgotten by us and the Turkish people. The 

struggle that Mustafa Kemal and his troops gave us was our salvation.” The final example comes from 

Ö73F09 who, in response to Q3 asking if there is anything missing from the sources, writes: “I think 
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that the part where the women's bullet carries bullet must be added, and of course Mustafa Kemal 

Atatürk, our leader who pioneered the establishment of this state and we owe our independence.” 

Crossing over between an origin discourse and emotional nationalism is the idea of unity and 

solidarity put forth. Arguably, the response here could be placed in the emotional nationalism 

discourse, however it is relevant here because it discusses not just Turkish history, but also refers to 

the Çanakkale battle in terms of unity. Ö32M11 writes: “Çanakkale war is one of the biggest and most 

lost wars [in terms of casualties] of Turkish history. It has been shown that no one can stand in the 

face of the unity and solidarity of the Turkish nation... So this war should not come out of our mind 

every day every month every year.” 

Ö8F10 relates the origin discourse to a revival of Turkey as a nation, comparing Çanakkale to 

being freed “from captivity.” She writes in response to Q1: “It's definitely a big deal. Because this war 

has cleared the Turkish nation from captivity. It made us free in our thoughts, we made our elections 

free.” Similarly referencing this historical event to revival of sorts Ö18M10’s response is an almost 

Homeric homage to soldiers, that extends beyond an origin of nation narrative, with terms such as 

unity, solidarity, and ancestral epic used to describe how Gallipoli should be remembered today. His 

statement connects the Gallipoli victory with ancestors and reads: “As a result of unity and solidarity, 

it was a battle that finally won. Ancestral epic was written and should not be forgotten.” Ö4M10 

ethuses: “Yes, it is an important thing to remember that the Gallipoli battle was an event of revival of a 

nation. The end of the struggle to revive a depleted and desperate nation is the work of Mustafa Kemal 

Atatürk. For this reason, today Gallipoli should be remembered with great importance to Mustafa 

Kemal Ataturk.“ Taking umbrage at Atatürk not being included in an unnamed memorial ceremony, 

Ö4M10  further writes: “Mustafa Kemal Atatürk had not been featured in the posters organized for the 

last memorial ceremony.” Ö28M10 describes the “struggle for independence” as rebirth, writing: 

“Çanakkale is a nation's enemy struggle for liberation. Both land wars and sea battles in Çanakkale are 

only one of the most important challenges to protect the homeland...A struggle for independence by 

giving a dense presence to a nation. The rebirth of a nation.” 

Gallipoli, or Çanakkale (participants sometimes used the terms interchangeably) was also seen 

as a turning point regarding the success of the Turkish nation. Ö19M10 writes, “The Gallipoli War is 

an important turning point for the Turkish nation. Mustafa Kemal's foresight and military intelligence 

played an important role in winning the war.” 

It appears in participants’ responses, they conflate Gallipoli/Çanakkale and the Turkish War of 

Independence: important events that lead to the establishment of Turkish sovereignty. Demonstrating 

this, is the response of Ö103M09 to Q1: “The Gallipoli war is so important that it is a war of 

independence. But we are so technologically buried that we can forget the war of independence of our 

nationality.” 

These responses show that the language used is not mitigated in any way, they are intensified 

with terms such as blood, martyr, independent, pioneer, freed from captivity. There can be no doubt 

that the 50% of participants who wrote responses that fit within the origin of a nation discourse are 

very clear about the importance they place on this event. 

Origin narratives: Examples of being Australian originating with WWI 

There is much historical folklore surrounding the Gallipoli campaign as being the affective 

origin of Australia as a nation. The Gallipoli campaign was the first major international battle that 

Australia participated in as a nation since its Federation on 1 January, 1901. However despite this, 

only seven of the 82 participants, that is 8.5%, of Australian participants made that link. This could be 

attributed to a turn away from this historical perspective into a more generic emotional nationalism 

whereby to be Australian is to pay homage to soldiers who fought in WWI without giving specific 

reasons why this is the case. In addition, with Federation not being taught in Stage 5 (years 9 and 10) 

of high school, it is possible that these links are no longer being made by school students. Historically, 
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the understanding that Australia as a nation was born at Gallipoli has been supported by school 

textbooks. For example, this extract from a 1932 textbook makes that point, describing: 

It has been said that the Great War made Australia a nation. Before 1914, the majority of 

Australians were inclined to think of themselves as Queenslanders, or Victorians, or 

Tasmanians, and so on, rather than as Australians, the war changed that. (Dunlop & Palfrey, 

1932, p. 159) 

Now, in the 21
st
 century, those connections, on the whole, are not being made by school 

student participants in this study. For those seven participants who did perceive that Australia as a 

nation originated on the shores of Turkey, they describe the event as being the “birth of the Australian 

spirit” (WC34M12); as being “one of the biggest thing we have done since becoming our own nation 

(WC9M09); and as an “event that shows Australian independence with Australian fighting under their 

own flag” (WC39M12). 

Participants sometimes asserted that what it is to be an Australia originated with WWI as well 

as the nation itself being born. This is different to the Turkish students’ responses who saw that from 

WWI, the borders of Turkey were formed and thus the Turkish people’s nation was created, rather 

than the cultural nation, which had already existed. To illustrate the origin of what it is to be 

Australian, WC34M12 writes: “In modern day Australia, Gallipoli is remembered as the birth of the 

Australian spirit, and this should not be changed as the deaths of all the Anzac’s gave birth to the 

nationalism and patriotism of Australia today.” Discussing the birth of Australia as also being a 

separation from the former coloniser, Great Britain, WC52M12 writes (of himself in the third person):  

The significance of the event has spread widely in the past decades, mainly because of the 

historical theory that the events in the Dardanelles saw the birth of Australia as a nation and 

one with a separate identity to Great Britain. This student does not profess to a wide 

knowledge of this theory, but if adhered to, then Anzac day takes on a role more similar to 

national days such as Bastille Day then it does a remembrance day. As the event identified as 

the birth of a nation, Gallipoli is more significant to Australians than the official national day, 

Australia Day, making Gallipoli a very significant event to be remembered by Australians. 

The popularly understood Australian spirit sometimes referred to as an Anzac spirit trope that 

can actually mean whatever the speaker determines, but is usually spoken about along patriotic—and 

more often than not, jingoistic lines—is included in the participants’ responses. WC58M10 writes:  

Gallipoli is a significant event that should be remembered today. It is one of the most 

significant parts of Australia’s military history, it was one of the first major campaigns that 

Australia and New Zealand fought in and is seen by many as the birthplace of the Anzac spirit. 

This spirit is now seen as something to be desired in all Australian people, not just those 

serving in the military. Despite suffering many terrible losses throughout the campaign the 

Anzac’s showed courage and immense willpower whilst fighting a tough enemy in the 

Ottoman Empire. 

Following that same line of thought, WC60M10 asserts: “Australia was seen as a young 

country and the bravery of the ANZACs proved that Australians were tough and resilient. As a result, 

this mental attitude is why Australia is what it is.” 

DISCUSSION 

Participant responses generally fit within the common public discourses surrounding this 

historical conflict in both Turkey and Australia. Given the prominence of the Gallipoli/Çanakkale 

battles this is not altogether surprising outcome. Certainly in terms of commemoration, student ideas 

reflected those that already occur and their reasons for doing so, based largely on matters related to 

emotional nationalism, and is reflective of the public discourses. The analysis of responses show that 

when Australian participants are discussing this historical event, their version of emotional 
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nationalism is one where there is an archetypal and unnamed, or anonymised, soldier who is reflective 

of desired Australian values and is also brave and the very decision to participate as a soldier was 

motived by expressions of sacrifice and to create a freedom that extends to the current day.  Turkish 

participants linked nationalism to specific historical personalities, namely Atatürk and Corporal Seyit 

who were named but also written as though they embody all that is good in the nation and typifies 

what it is to be Turkish. The similarities between the two countries is that both the anonymous The 

Australian Soldier and Atatürk and Corporal Seyit are written as though they embody all that is good 

in the nation: they typify what it is to be Australian or what it is to be Turkish. 

Regarding use of specific terms and language in general, which is of interest when using a 

DHA methodology, Australia students used terms such as “national identity” far more than Turkish 

students who were, overall, more emotive in their language. Australians used defacto words to 

describe what could be referred to as emotional nationalism, as can be seen in the examples illustrated 

throughout this paper. The language of Australian students is dulled compared to their Turkish 

counterparts. For example, Ö14M10 thinks it is “wrong” to even pose the question of whether or not 

Gallipoli should be remembered, writing in response to Q1:  

Absolutely yes, I think it's wrong to ask such a question. If we do not remember the people 

who have accomplished a lot with few possibilities in that day, and do not think about their 

children, their wives, and the father who fought for the homeland, this is a sign that we came 

to naught. On that day there are heroes, valor, and it is an important opportunity to learn some 

things from them. 

Whereas Australian students were included to just write a simple “Yes” in response to Q1. 

Similarly, while Australian students  may write that Australia was “born” at Gallipoli or “became a 

nation” at Gallipoli, the Turkish participants were far more emotive in their description of their origin 

narrative. For example, they would frequently use words such as “salvation”, with Ö3F10 writing: “Of 

course it is an important turning point. It is the history of mankind's salvation. Though thousands of 

soldiers are martyrs, which we have gained independence, it is a war that announces the name of the 

Turks. This should not be forgotten!” Despite the differences in language use, which could also be 

attributed to different cultural traditions around using descriptive language, there were more 

similarities than differences between Australian and Turkish participant responses, including their 

understandings of the military campaign and its purported wide spread impact and that this impact still 

influences everyday citizens still today. 

Some participants wrote about their understanding of Gallipoli or Çanakkale in such precise 

and unproblematised ways as though as described by Fairclough and Wodak, as “try[ing] to pass off as 

assumptions…as mere common sense” (1997, 258). Here, it becomes apparent that “both the 

ideological loading of particular ways of using language and the relations of power which underlie 

them are often unclear to people.” (Fairclough and Wodak, 1997, 258). History teachers, in applying 

the signature pedagogies of their subject can avoid reproducing of the dominant historical values part 

of historical mythology and can instead approach them through the use of primary sources to 

challenge preconceptions. These dominant discourses are often referred to as common sense, an area 

problematized by scholars such as Gitlin who describes it as being “…a catchall phrase that refers to 

dominant discourses, the broad-based circulating value systems that often move across multiple 

contexts and local discourse, the specific contextual normative systems found in a particular locale” 

(2006, 171). This was evidenced in the participants’ responses, particularly when approaching the 

topic in an unproblematic way. 

This paper has demonstrated complexities in students’ understandings of the legacy of 

Gallipoli and Çanakkale and how it is clear, that “viewing history simply as a neutral instrument for 

providing as accurate an account of the past as possible, it is taken to serve other functions as well” 

(Wertsch, 1997, 6), and in the case of this research, to provide an underlying narrative of national 

identity and what it is to be Turkish or Australian through the discourses of commemorations of World 

War I. Student responses have further shown that types of official histories that nation-states produce 

through material artefacts are consistently understood by the students: both those buying in to these 



International Journal of Progressive Education, Volume 16 Number 5, 2020 

© 2020 INASED 

240 

official histories and those reacting against them. It is clear the idea of a “blueprint” (Wertsch, 1997, 

8) and an official history knowledge (Wertsch, 2002) of national identity has a common 

understanding. The notion of student who are fluent or well versed in official narratives, but don’t 

accept, or buy into it, “can demonstrate facility for using and reflecting on it without coming to accept 

it as legitimate and reasonable” (Wertsch, 1997, 16). 

There are many contentious issues and arguments associated with ‘the school’ as an institution 

and that the socially constructed economic and political values it reinforces to students is not a 

“neutral enterprise” (Apple, 2004, 7). It is argued that dominant values are those usually viewed in 

society as being ‘normal’, ‘just’ or ‘right’ and broadly accepted to be ‘true’. In a sense they have been 

repeated so many times, they become naturalized as a way of understanding the way the world is, 

becoming part of the hegemonic practice of schooling students. This was certainly read in participants’ 

responses. Official knowledge, in theorising the way dominant values are communicated to students as 

a type of non-overt way of inculcating students to view the world in particular ways is at various times 

accepted, accepted with condition, rejected with condition, and outright rejected by students 

participating in this project. History curriculum can serve many educative purposes, including attempts 

to teach students history through the exposure to and use of primary sources so that students can be 

acculturated into the work of an historian and to develop historical understanding. However, the 

influence of public discourses and stories students are told through media, family, public events, and 

other informal education sources can be repeated so often and with such influence that sometimes this 

has such a strong impact that the school curriculum cannot overcome some of the national 

mythologies that surround such emotional and passionate topics. Teachers need to continue to be 

aware of the influence popular and public and media discourses has on students prior to them entering 

the classroom, that is, their background knowledge of this universally known event in each respective 

nation. 
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Abstract 

In an increasingly digitalizing world, there are fewer and fewer activities to develop children’s manual 

skills, creativity, and imagination. As children are readily presented toys without letting them to make 

discover discoveries, children become very quickly bored with a toy or the content of a game. There 

are many academic studies confirming the effectiveness of learning by doing and experiencing during 

the learning process. The value of creativity and the imagination that reveals this creativity are also 

evident. Using educational drama activities in music classes through a drama activity called “Music 

Country,” which is based on children’s imagining themselves in a completely different country is the 

focus of this study. Aim of this study is twofold: it aims both to find out whether there is a significant 

difference between the pre-test and post-test results of students who study music through educational 

drama in the 5th grade music classes and to determine their views on the method. The single-group 

pre-test post-test design was applied as the method. The quantitative data were collected with the 

“Music class attitude scale” and calculated by running the SPSS 15.0 program and the results were 

obtained by using the Wilcoxon Signed Rank Test. In addition, a “semi-structured interview” form 

was used to obtain the qualitative data and this dataset was analyzed through content analysis. After 

applying the educational drama method in the music lessons, a significant difference was observed in 

the attitudes of the students in favor of the post-test. Further, the interview form analysis revealed that 

educational drama and music education in the affective and learning categories were interesting, 

motivating, engaging, and triggering the learner interest in the continuation of the course content. 
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INTRODUCTION 

Today's children are keenly interested in digital devices and attach strong meanings to them. 

From the perspective of the positivist epistemology of Durkheim, the French sociologist and founder 

of modern sociology, the critical element in the society-individual dichotomy as a system of values 

and society-individual is the harmony with society and integration with society. The school has an 

important role in the socialization of the individual. Therefore, the purpose of education is to develop 

talents and capacities of individuals according to the needs of the society, to prepare them for the 

environment in which they live, and thus to ensure the development and protection of the community 

(Inal, 1980: 513). As such, there is a need for learning environments in which the contents of the 

courses provide the basis for children to socialize in society through personal experience. 

“Drama can be defined as the enactment of an event, memory, concept, subject and thought by 

using theatrical techniques such as role playing and improvisation in the workshop environment by 

leaders and participants” (Akyol, 2003: 1). The drama method can be successfully used in learning 

environments because it is a method that enables both cognitive, affective and dynamic gains to occur, 

and allows children to learn by living, discussing and expressing themselves freely. Turkish, 

geography, history, psychology and mathematics subjects often use the drama method, but it is also 

used in the teaching of disciplines such as industry, politics, economics and human relations. In 

addition to these, it is a method used in disciplines such as military and police training, teacher 

training, drama teacher training and training in areas that require problem solving (Levent, 1999; 

Fulford et al., 2001). One of the best ways to teach a subject is by presenting a drama with real life 

examples in the classroom (Moore, 2004). Drama has four uses: creative drama, educational drama, 

psychodrama and sociodrama (Hunter Agun, 2012: 20). In music education, educational drama has 

been used the most frequently. However, the type of drama that is necessary for the teaching of any 

phenomenon, concept, and subject is educational drama. The present study focuses on the learning-

teaching process of the educational drama in music education. 

“Educational drama is based on learning by living” (Bagdatlı, 2011: 80). Brian Way, the 

author of “Development through Drama”, helped children through the hardships of World War II with 

drama. He gives the following example in his study called Brain Way: He answers the question “Who 

is blind?” as “A person who cannot see”. However, this question can also be answered as follows: 

“Close your eyes and by keeping your eyes closed, try to get out of this room!” He says that the first 

answer can convince people mentally, but the second answer involves the experiencer directly in the 

event, contributing to their imagination and touching their heart and spirit as well as their brains. 

Therefore, it can be said that in educational drama, the aim is to understand, realize and learn. The 

play is only used as a tool” (Bagdatlı, 2011: 81). Accordingly, educational drama is defined as 

follows: “A verbal and non-verbal, spontaneous, simulated enactment of an action, event, emotion, 

roles, concepts, themes or stories, living or inanimate beings, and even poetry” (Önder, 2000: 32 ). 

Regarding the use of drama in education, Wagner said: “Role play is improvised. There is no 

need for text or memorization when presenting the drama performance. The key point is the deliberate 

use of drama to teach a particular subject.” Regarding the effectiveness of using drama in various 

disciplines, he further underscores that it is particularly effective for students to reenact historical 

events (Wagner, 1976; Wagner, 1998). 

The use of drama and other arts in learning environments also closely ties in with the theory of 

multiple intelligences proposed by Gardner. Visual arts, music, dance, drama and such forms of 

intelligence emerged not only to enable many students to communicate and express themselves, but 

also as effective tools to learn any subject (Dickinson, 2002). 

In the studies using drama as a method in music education (Yağcı, 1995; Öztürk, 1996; Ünal, 

2006; Önder, 2007; Akyüzlüer, 2007; Sever, 2010; Yiğit, 2010; Stephens, 2013; Budak and Erdoğan, 

2018), the term “creative drama” was used instead of “educational drama”. Especially in Turkey, the 

term “creative drama” was often preferred instead of the term “educational drama” until the 2000s. 

Although it is a common method, studies on the use of drama in music education are limited. 
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To teach music to the children today, when the events are unfolding faster and the time is 

flowing faster, it is important to know the characteristics of those children and act accordingly. Having 

been accustomed to skip episodes in the computer games they play, and being very familiar with 

continuous movement and progress, for the learners today the drama method is much desirable in their 

music classes because it allows them to feel the constantly dynamic progress as if they move on the 

next level in a game. This requires music teachers to be prepared for this. In other words, the music 

teacher should know what to do (structure it) and act accordingly. 

What is to be done from the beginning of the lesson to the end is planned in music education 

through educational drama. Within the framework of this plan, the duties of both the teacher and the 

students are clear. In addition, the course content and presentations prepared with real life examples 

enable students to compare their new knowledge with their prior knowledge. This is an important part 

of the system based on constructivism. 

One of the most important reasons for using educational drama in music education is to make 

the music course popular. According to Gifford (1988), music is valuable because it allows people to 

experience insight and enjoy life (p.117). Aiming to teach the importance of such a valuable element 

to the students at an early age, the idea of educational drama supported music education presented 

through structured education has emerged. 

Purpose of the Study 

The primary aim of this study was to determine whether there is a significant difference 

between the pre-test and post-test results of the attitudes of the students who study music through the 

method of educational drama in the 5th grade music lesson, and the secondary aim is to find out their 

views on the course. 

Research Problem 

In what direction and how do the attitudes of the students towards music class change with the 

use of educational drama method in a middle school 5th grade music class? 

Sub Problems 

1. What are the descriptive statistics of the pre-test and post-test results obtained from the 

“Scale of Attitudes towards the Music Class” completed by the participating students? 

2. Is there a significant difference between the pre-test and post-test results obtained from 

the “Scale of Attitudes towards the Music Class” completed by the participating students? 

3. According to the interviews conducted using the semi-structured interview form, what are 

the opinions of middle school 5th grade students about the music class with educational 

drama? 

METHOD 

The first stage of the study was an experimental study in which a pre-test and post-test single 

group experimental design was used. The experimental design is defined as a research design that is 

directly controlled by the researcher to determine the cause and effect relationships and the data to be 

observed is produced. Among the experimental designs, the single-group pretest-posttest experimental 

design is viewed as one of the weakest; however, in the research where a new educational model is 

developed and applied, the preference for a single-group experimental design is inherent (Creswell, 

2012). However, it produces more reliable results due to the minimization of the margins of error 

thanks to participant differentiation. 
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Contents of the Experimental Process 

In the first week of the experimental process, the students were told that guests came from a 

place called "Music Country". First, "one beat" note teaching was carried out. The one beat note was 

played by a drama actor. This process was continued with the teaching of "two-beat" notes in the 

second week, "three-beat" notes in the third week and "four-beat" notes in the fourth week. While the 

teaching was taking place, the drama actors gave some of the students their roles, so the students 

learned by participating in the drama process. At the end of each lesson, students were allowed to chat 

with the hero of that lesson, and in this way, students were given the opportunity to get to know their 

note values better. 

Evaluation of the Experimental Process 

The experimental group was supported with educational drama-supported music education for 

four weeks. “The scale of attitudes towards the music class” was filled out by the experimental group 

before and after the application of the method. 

In the second stage of the research, the “interview” technique was used to obtain the opinions 

of the participant students about the music class using educational drama. According to Kuş (2003), 

interviewing is one of the commonly used data collection techniques and it is a form of purposeful 

interview where pre-prepared questions are asked and answers are given by the respondent (p: 50). 

Since both quantitative and qualitative data collection techniques are used in this study, the 

method is a mixed method. The basic principle of the mixed method is that the researcher can collect 

multiple data by using different methods, strategies and scientific approaches (Johnson and Turner, 

2003). The combination of qualitative and quantitative techniques provides a better understanding of 

research problems than using these two approaches alone, which is the fundamental proposition of the 

mixed approach (Creswell, 2006). 

Universe and Sample 

The universe of the study consists of the 5th grade students in the secondary schools of 

Adıyaman. The sample of the study is composed of 21 fifth grade students at the Altinsehir Milli İrade 

Primary School in the center of Adiyaman province in the first semester of 2019-2020 academic year 

in Turkey. The school and the classroom was randomly designated by the Ministry of National 

Education (MoNE), in which the researcher played no active role. 8 girls and 13 boys participated in 

the study. 

Data collection 

This study aims to measure any changes in the student attitudes towards the music class when 

the learning outcome described in the curriculum of secondary school music course, under the title of 

“Musical Perception and Knowledge” for the 5th grade as “Mü.5.B.2. (The student) Distinguishes the 

length and shortness characteristics of the sounds learned. a) At this grade level, the student 

comprehends the unison, double, quartet and octal note values practically on the staff.” is aimed by the 

teacher to be achieved by applying the educational drama.  “The Scale of Attitudes towards the Music 

Class” developed by Özmenteş in 2006 was used with the permission of Özmenteş. This scale is a 5-

point Likert type scale consisting of 20 items, 12 of which are positive and 8 negative. Cronbach's 

alpha value, which shows the reliability coefficient of the scale is α= .86. The highest score that can be 

achieved on the scale is 100 and the lowest score is 20. The higher the score, the more positive the 

attitude. (Özmenteş, 2006). 

A semi-structured interview form was used to determine the views of the students about the 

educational drama activity. The semi-structured interview form was prepared by the researcher under 
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the guidance of an academic with expertise in scale development. In the interview form, students were 

asked how they liked the activity and how they would rate its educational aspect. The questions are: 

1. How did you like the music lesson with educational drama? 

2. How do you rate its educational aspect? 

The data about the opinions of middle school 5th grade students about the educational drama 

course were obtained from the students' views. The data obtained at this stage of the study were 

collected through face-to-face interviews. Although these two questions were initially used, the 

researcher asked some additional questions depending on how the interview was progressing, and 

encouraged the participants to give clearer opinions. 

Instructional Design Based on Music Education with Educational Drama 

Keller Motivation (ARCS) Instructional Design Model 

This instructional design, designed by Keller as motivation-oriented, has four categories. 

Since these were identified as “Attention,” “Relevance,” “Confidence,” “Satiety,” the first letters of 

the English words of the words were taken and became ARCS model. As the first condition, the 

process of attention, is an element of motivation and is also a prerequisite for learning. In this process, 

motivational concern created is for getting and sustaining attention. Interest as an element of learning, 

the concern is for directing attention to the appropriate stimuli. At a certain level, it is reasonably easy 

to gain attention. A dramatic statement, a sharp noise or sound, a sudden pause and silence and many 

more situations developed devices are used.  In “Relevance”, students often come up with questions 

such as 'Why do I need to learn this?' Or 'Do I have to learn this?'. Students who do not get a 

convincing answer to their questions also arise a problem of interest. In classical education, the result-

oriented perspective remains obsolete at this point. In this model, the process is important and 

therefore it is considered process-oriented. Looking at the “Confidence” category, there are several 

factors that contribute to a person's expectation for success. For example, confident people attribute 

the reasons for success to things like talent and effort rather than luck or the difficulty of the task. 

(Weiner, 1974; Dweck, 1986). These types of personalities enjoy learning, even if it means making 

mistakes. In addition, self-confident people believe that they can achieve their goals effectively 

through their actions (Bandura, 1977; Bandura and Schunk, 1981). In contrast, people who are not 

self-confident often have more ego involvement; They want to influence others and worry about 

failing (Dweck, 1986). Fear of failure is often stronger in students than teachers realize. One challenge 

in generating or maintaining motivation for teachers is to foster the development of trust despite the 

competitiveness and external control that often exists in schools. For this reason, it is provided to 

create an atmosphere of trust and enjoy the work done in the classroom. Thus, it will be ensured that 

they will be successful in the continuation and gain their self-confidence in parallel. The last category 

is “Satiety” includes other research and practices that support the process. It makes people feel good 

about their achievements. According to the reinforcement theory, people can feel more motivated if 

the task and reward are identified and an appropriate reinforcement program is used. In general, this is 

true, but sometimes people can get angry when told what to do and what to give them as a reward. 

What is more interesting is that even if the student knows that there is a reward at the end of his work, 

even when he feels that the teacher has intense control over this award, he may not enjoy the process 

and this will negatively affect the learning process. Establishing external control over even rewarding, 

which is seen as a satisfying behavior in essence, may reduce the student's enjoyment of the activity 

(Lepper & Greene, 1979). For this reason, during the dramatic education process in the research 

process, such disturbing effects on the student were avoided. These four categories consist of three 

sub-categories. First category contains four conceptual categories that subsume many of the specific 

concepts and variables that characterize human motivation. Second category includes sets of strategies 

to use to enhance the motivational appeal of instruction. Finaly third cetagory incorporates a 

systematic design process, called as motivational design (Keller, 1987) Since this model is based on 
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the principle that the student focuses on the subject (Fernandez, 1999), this instructional design model 

was utilized in applying the educational drama in music education. 

Data Analysis 

In the first stage of the data analysis, the SPSS 15.0 program was used to analyze the data 

obtained from the attitude scale. First, the descriptive statistics such as the minimum and maximum 

values, standard deviation, and arithmetic mean values were determined based on the pre- and post-

test results. Then, Wilcoxon signed rank test was used to determine whether there was a significant 

difference between the pre-test and post-test of the attitude scale. 

In the second stage of the study, the content analysis technique was used to analyze the data 

obtained from the interviews. The data regarding the student views were listed by certain codes 

according to their similarities. The codes were then grouped into two categories. Then, the results were 

presented in a descriptive manner and exemplified with direct quotes from the responses of the 

participating students (Yıldırım & Şimşek, 2008). The data were coded by two researchers. The 

reliability = Consensus/Consensus + Disagreement x 100 formula was applied on the codes made by 

both researchers for reliability (Miles and Huberman, 1994). The consensus between the two encoders 

was calculated to be 90%. As the percentage of inter-coder consensus was found to be 70% or more, 

data analysis reliability was achieved. 

RESULTS 

 In this part of the study, the sub-problems are answered by presenting and interpreting the 

results.  

1. What are the descriptive statistics of the pre-test and post-test results obtained on 

the “Scale of Attitudes towards the Music Class” completed by the participating students? 

The descriptive statistics in the form of minimum and maximum values, standard deviation 

and arithmetic mean values of the results obtained from the pre-test and post-tests of the scale are 

given in the table below. 

Table 1: Descriptive statistical values of the data obtained from the Scale of Attitudes towards 

the Music Class 

Measurement 

Tools 

Number of 

Participants 

Mean Standard Deviation Min. Value Max. Value 

Pretest 

 

21 83,0000 14,89631 42,00 100,00 

Posttest 21 98,4762 2,08852 93,00 100,00 

 

Looking at Table 1, it can seen that the pre-test scores of the 21 participants was 83.00, while 

their average in the post-test increased to 98.47.  It is understood from the table that the standard 

deviation values are also distant from each other (Pre-test: 14.89 and Post-test: 2.08). In the pre-test 

results, the lowest value is 42, while the highest value is 100. Likewise, the lowest value was 93 and 

the highest value was 100 in the post-test results. Whether there is a significant difference between 

these values is interpreted according to the values in the table below. 

2- Is there a significant difference between the pre-test and post-test results 

obtained on the “scale of attitudes towards the music class” completed by the participating 

students? 
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Table 2: The results of the Wilcoxon Signed Data test of the data obtained from the Scale of 

Attitudes towards the Music Class 

   Participants Mean rank Rank total Z p 

Posttest - Pretest Negative Rank 1(a) 2,00 2,00 

-3,745 ,000 
  Positive Rank 18(b) 10,44 188,00 

  Equal 2(c)  

 

 

   Total 21 

 

a  Posttest < Pretest 

b  Posttest > Pretest 

c  Posttest = Pretest 

In Table 2, the negative rank, the positive rank, and the numbers, rank averages and rank totals 

of the pre-test and post-test values are given. When we look at the equal part, the number of students 

who received the same score in the pre-test and post-test was 2. The difference between the pre-test 

and post-tests was negative, ie the number of participants whose post-test score was lower than the 

pre-test was 1. However, 18 students scored higher on the post-test than the pre-test. 

With regards to whether the differences between the pre-test and post-test variables are 

significant, as can be seen in Table 2, there is a significant difference between the participants' attitude 

scale scores before and after the music course in favor of post-drama (post-test) (z = -3, 355, p <.05). 

In this respect, it can be said that teaching music through educational drama had a positive effect on 

the music scores of the participating students. 

3- According to the interviews conducted with the semi-structured interview form, what 

are the opinions of middle school 5th grade students about the music class taught through 

educational drama? 

Table 3- Categories, codes and frequencies obtained from the analysis of structured interview 

form data 

Categories Codes f 

Affective impact Finding it as beautiful 12 

Teaching with love 10 

Entertaining 8 

Finding it as nice 6 

Ensuring love for the lesson 4 

Bolstering imagination 2 

Impact on learning Contribution to the class 7 

Being effective in learning 7 

Ensuring easy learning 3 

Ensuring learning retention 2 

Reinforcement 2 

Learning fast 2 

 

When Table 3 is examined, it is seen that 6 codes emerge for the “affective impact”, which are 

finding it as beautiful, teaching with love, entertaining, finding it as nice, ensuring love for the lesson, 

and bolstering imagination. It is seen that the code with the highest frequency belonging to the first 

category is “finding it as beautiful” (f=12), and the following code is “teaching with love” (f=10). 

Some example quotes for these codes are: 

 “I liked the drama activity very much. It was very nice. I wish we always had it. It helped us 

learn the notes. We learned by having fun.” (P12) 
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 “I found it to be very enjoyable. I wish we had it every Wednesday, though. I learned about 

the notes I didn’t know, such as neume, semibrevis, triplex, and a quarter note” (P5) 

 “I thought it was nice. It was even nicer than what our teacher had told us. We reinforced our 

learning. It was nice. We learned in a fun way. Made contribution to our lesson.  (P19) 

“I liked the drama activity. I had fun learning the notes. I mean, I liked it very much” (P16). 

“It was effective in our learning, I liked it. We had fun while learning” K (P3). 

When we look at the other expressions of the students that emerge here as codes, it is clear 

that they display positive attitudes towards the educational drama activity. Thus, it can be said that the 

use of Keller motivational instructional design and the use of level-appropriate content and attractive 

materials as part of the educational drama activity increased the motivation and self-confidence of the 

students, and contributed to their development of positive attitudes towards the music course. Some 

participant views are as follows: 

“I thought it was very nice and fun. I found that it was very educative” (P2). 

“I thought it was good. I thought it was refreshing. I felt like I was dreaming. I wish I had it all 

the time. It affected my learning. I learned the notes of breve, semibreve. I want it to continue” (P8). 

In the same way, it was found that there were 6 more codes under “Impact on learning” that 

included “contribution to the class, being effective in learning, ensuring easy learning, ensuring 

learning retention, reinforcement, and learning fast.” The codes with the highest frequency in this 

second category are “contribution to the lesson” (f=7) and “being effective in learning” (f=7). These 

are followed by the “ensuring easy learning” code (f =3). Some example participant quotes for these 

codes are: 

“I thought the drama activity was nice. I watched it fondly. It also contributed to our class. I 

learned what we didn't know before. I'd love to do it again. It helped me to dream quickly” (P8). 

“I thought it was nice. I think it contributed to our class. It contributed to our music class” 

(P4). 

“I thought the drama activity was good. It contributed to our class. We loved it. Or rather, I 

loved it much” (P15). 

“I thought it was very nice. I wish we always had it. It helped me learn the lesson. I was able 

to memorize the notes” (P10). 

“I liked the drama activity and it taught us in a fun way. We learned a lot. There were a lot of 

activities, I learned a lot of notes I didn’t know about. II want it to happen all the time. It makes a lot 

of contribution. I would appreciate it if there were more of such activities” (P14). 

These statements clearly indicate that the students see educational drama as an effective 

method for teaching the contents in music lesson. The sample interview statements for other codes of 

the second category are as follows: 

 “I thought it was good, they did it beautifully, and it was refreshing. I learned the double 

whole notes and whole notes more quickly…” (P1). 

“It was nice. It contributed to our class. I had fun. It made my learning easier” (P7). 

“It was very nice. We learned the notes. I wish it would continue. ” 

“I thought it was very nice. We both had fun and learned things. It reinforced our lesson. ” 
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 “It was a nice drama activity. We learned with fun. We learned the notes easily. I learned 

what I didn't know before. I wish it always continued” (P 13). 

 “I thought it was nice. It was even nicer than what our teacher had told us. We reinforced our 

knowledge. It was nice. We learned with fun. (It made a) contribution to our lesson” (P19). 

 “It contributed to our class. We learned the notes easily. We want it to continue” (P20). 

 “It was nice. I didn’t use to like music lessons, but I began to like it when it happened. I wish 

they would come again” (P21). 

These opinions of the students clearly show that the use of educational drama in music classes 

is an interesting and engaging factor for the students. The students’ views also show that educational 

drama is an immersive method of teaching and that it triggers the student need for continuation of 

course content. 

CONCLUSION, DISCUSSION AND SUGGESTIONS 

The research question was answered as follows: 

Problem statement: How do the attitudes of the students towards the music class change with 

the use of educational drama method in a 5th grade music class? 

Answer: Based on the scale results and the student opinions, it is possible to say that the 

attitudes of 5th grade students towards the music class have changed positively. 

In the study conducted by Abed (2016), the results of the pre-test and post-test control group 

experimental design of the effect of drama-supported science lesson on students’ learning of science 

lesson concepts and their attitudes towards science lesson were examined. When the experimental 

group of 46 students and the control group of 41 students were compared, it was found that there were 

significant differences between them in both cases. During the teaching process, the same subjects 

were explained to both groups and the experimental group learned the subject by enacting the 

molecules of water. One of the data collection tools was the “science concept test,” and the other was 

“the scale of attitudes towards learning science.” It was found that “drama activities have the power to 

improve students’ learning of science subject concepts” (p. 168). This study demonstrates that 

educational drama is effective in teaching a different disciplines to students. 

In a study by Anderson (2017) on the use of drama in the teaching of social sciences, although 

students generally noticed the benefits of knowing about social sciences/history, they found learning it 

boring, they thought it was the least interesting course, did not think it was much related to their lives, 

and not particularly useful for their future careers. Considering the results of this study, using drama to 

teach social sciences was recommended. Reviewing the studies in the field of social sciences/history, 

Anderson (2017) suggests that the use of drama and theatrical pedagogical techniques can be effective 

in drawing students’ interest in the class and ensuring permanency of what they are taught. Supporting 

the findings of the current study, Anderson’s study demonstrates that educational drama makes the 

lesson interesting and fun fort he students. 

According to the findings of the study titled “The Effect of Creative Drama Method on the 

Attitudes of 6th Grade Primary School Students towards the Turkish Class” conducted by Arslan et al. 

(2011), the attitude of experimental group students who applied the creative drama method to a 

Turkish course was more positive than those applying the traditional method. However, it was also 

observed that there was a great waste of time in creative drama activities and that there was not 

enough time left for the other activities of the course and therefore an important planning was needed 

before applying the drama method. Based on this research findings, it can be said that although the 

drama activities used in a course make the course attractive and offer a more effective teaching 



International Journal of Progressive Education, Volume 16 Number 5, 2020 

© 2020 INASED 

 

251 

environment than that of the traditional courses, they can make achieving the course objectives 

problematic without due planning. 

The study conducted by Erdogan et al. (2018) titled “The Effect of Creative Drama Method on 

the Reading Motivation and Attitudes of 4th Grade Primary School Students” is aimed to determine 

the effect of creative drama method on the motivation and attitudes of primary school 4th grade 

students towards reading. The study was carried out with 16 fourth graders in a primary school in a 

town of Trabzon, Turkey. This single group experimental design study used the “Wilcoxon Signed 

Ranks Test” in the data analysis. The findings of the study revealed that while teaching through the 

creative drama method positively affected students’ reading motivation, it did not show any significant 

effect on reading attitudes. This conclusion conflicting with ours may have resulted from the specific 

way of applying the drama method, the materials used, or some other reasons. 

Some other studies conducted under the name of “creative drama” deal with the educational 

aspect of drama (see Albayrak, 2004; Balıkçı, 2001; Girgin, 1999; Hui and Lau, 2006; Özdemir, 2003; 

Solmaz, 1997). However, since these studies focus on the use of drama in preschool their findings 

were not directly relevant to the present study, and so excluded here. They are still mentioned here 

only because they belong to the “drama” literature, and thus they can inform future research. 

Our study revealed that “music education through educational drama” and the curriculum 

designed by using this education method were positive. Therefore, the dissemination of music 

education with educational drama, the creation of educational drama clubs within each school, and the 

teaching of music and even other subjects in this way and thus teaching through experience is 

recommended. 

Nowadays, since music and art classes are considered unnecessary, they are chosen as the 

classes for immediate budget cuts when a school administration problem is encountered (Garvis, 

Pendergast, 2012). Therefore, it may be suggested that necessary preparations should be made in 

advance to conduct educational drama activities. Although it may seem like an impossible idea to form 

“drama groups” for each school, it can still be made possible by offering the revenues generated by 

selling the waste collected in each school to the drama communities. 

Finally, permanent drama actors/actresses can be recruited by the Ministry of National 

Education to ensure that the lessons in each school are conducted with educational drama activities. 

Educational drama activities should not be considered only for the music classes in schools. 

Just as preschool teachers use various principles of “play” by carrying out various activities in their 

classrooms, musical instrument teachers can teach music lessons by introducing similar activities 

(Addison, 2008). This teaching method can be used for elementary and secondary school students in 

conservatory education. 

Furthermore, music education contributes to the cultural transfer process as well as helping 

students achieve the music class outcomes because it offers students the environment for critical 

thinking and a dynamic cultural narrative space (Mansfield, 2002). If the cultural objectives to be 

achieved by students are included in the drama play performed to explain the subject in the 

educational drama-based music lessons, the students can learn them as well. Thus, multiple purposes 

can be served through a single activity. 
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Abstract 

The purpose of the study was to identify the relationship between the leadership styles of school 

principals, school culture and their organizational change management capacity according to the 

teachers’ perceptions. In the study, a quantitative research design was employed during data collection 

and the analysis phases. The sample of the study comprises randomly selected 382 teachers working in 

North Cyprus, during the 2019-2020 school year. The leadership styles scale of school principals, the 

scale for school culture and the scale of the organisational change management were used as data 

collection tools. Pearson correlation, regression, and path analysis were used for analysing data in 

addition to descriptive statistics. It was found that school principals exhibit transformational leadership 

characteristics, the perception of school culture by the teachers is strong and the perception of the 

organisational change is a medium level. It was also found that there are significant relationships 

between leadership styles, school culture, and organisational change, along with transformational and 

transactional leadership styles of school principals, which significantly predicted school culture, and 

school culture, which significantly predicted all sub-dimensions of organisational change. School 

culture has a mediator effect on both leadership styles and all sub-dimensions of organisational 

change, except that transformational leadership has only fully mediation effect with evaluating stage 

of organizational change. This research reveals the presumptions that transformational leadership 

executed by the principals supports to a greater extent positive effect on the teachers rather than 

transactional leadership and to contribute positive school culture and strengthening of organisational 

change process of the educational institutions. The models suggested in the study show that school 

culture might be effective in reducing negative behaviours of the teachers regarding the organizational 

change. To cope with resistance, prevent or reduce opposite opinions and negative indications of each 

stage of organizational change, strengthening teachers with the help of school culture is required. 
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INTRODUCTION 

Today, contemporary educational organizations are under the pressure of change for 

educational sustainability and international competitiveness. These rapid changes, especially swift 

advancements in information and communication technologies, affect many structures and processes 

of educational organizations from the content and delivery of the education service to the educational 

administration. This new economic reality is the inevitability of organizational change. The lack of 

adaptability to educational changes or to be late in change has the potential to affect negatively on 

many upper systems such as economic and social can have devastating effects on education systems of 

countries. To surviving, overcoming change pressures and, meet the needs of the information age of 

the 21st century, educational organizations have to be more innovative, dynamic and proactive to 

improve core competence in the context of change which force school outcomes. One way to achieve 

these goals depends on the existence of an innovative, open to change, and strong leadership capacity. 

Besides using the human and material resources effectively, for the existence of school institutes and 

their sustainability Yukl (2008) suggests an effective leadership approach and a strong school culture 

which are compatible with the rapid change of the world. In this point, it is suggested that the school 

principals could play a critical role in organizational change based on school improvement.   

Transformational and Transactional Leadership 

The past decades years have witnessed considerable study in the field of leadership styles. In 

this recent period, leadership issue which is vital for today' organizational life and to sustain 

profitability, productivity, and competitive advantage (Lussier & Achua, 2007) has become such an 

overwhelming focus from researchers (Kumar & Kaptan, 2007).  

Leadership is defined as the ability to mobilise a group of followers gathered for specific 

purposes, influence and motivate others to achieve organisational goals performing at a high level of 

commitment and using minimum force (Bass, 1985; Bass, 1999). The leadership can the capacity to 

influence the followers’ perception of change depending on the dynamic role of the leadership styles 

during the whole process of the transformation (Cummings & Worley, 2001). On the other hand, a 

leader has long been perceived as the one who motivates followers to help attain the common goals 

that delivers his/her experiences by composing a synergy, drives organizational learning processes 

improving a shared vision, leads most of time the organization with unusual practices, promotes 

ongoing improvement, ensuring progress towards pre-determined goals, prepares them to all 

dimensions of organizational change by interacting with them, plays a key role and affects and directs 

the behaviours, beliefs and attitudes of the followers (Aydın, 2010; Bass,1985).  

This study is based on Bass’s leadership model. One current approach revealed by Bass 

(1985) is transformational leadership and one other approach transactional leadership which are often 

presented as being at opposing ends of a spectrum. Burns (1978) explains transformational leadership 

as a process which goes beyond the straight forward exchange relationship between leaders and 

followers like as discerned in transactional leadership. Rather than paying attention specifically on 

direct coordination, control, and supervision of curriculum and instruction like transactional 

leadership, transformational leadership grounding in understanding the needs of individual staff, 

focuses on developing the organization’s capacity to innovate, explores to establish the organization’s 

capacity to picks out its goals, creates a sense of purpose that binds teacher together, starts creative 

tension (Senge, 1990) and promotes the development of changes to practices of teaching and learning 

(Hallinger, 2003). A vision which comes out a component of transformational leadership motivating 

people to higher levels of effort and performance plays a key role in the organizational change process 

(Bass, 1985; Fasola, Adeyemi, & Olewe, 2013; Hallinger, 2003). According to Tyssen, Wald, and 

Spieth, (2014), despite both styles of leadership focuses to achieve followers' performance and 

organizational goals, the basic difference between transformational and transactional leadership styles 

lies in goal and motivation approach.  

Transformational leaders focus mainly their followers’ thinking to be more creative and 

innovative, take risks for realising tasks in the organisation (Yukl, 2008), emphasize problem-solving 
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skills to find solutions to difficult problems, motivate and contribute to their followers’ satisfaction by 

giving advice and support revealing an achievable vision emphasizing aspirant goals. They also pay 

attention to each individual’s needs and take heed of actions related to moral values and beliefs 

(Antonakis, Avolio, & Sivasubramaniam, 2003). They often point out cooperation, collective task 

achievement, sharing experiences, control and freedom in decision-making (Liu & DeFrank, 2013) 

and delegation of the authority (Gong, Huang, & Farh, 2009). Several studies support that 

transformational leadership has an impact on teachers’ perceptions of school climate, their 

commitment to change and teachers’ perceptions of progress with implementing stage of 

organizational change (Bogler, 2001; Fullan, 2002; Hallinger, 2003). Evidence from early empirical 

research conducting by Leithwood and Jantzi, (2005) indicates the transformational leadership as a 

major factor influencing organizational learning in the school environments. Similarly, Basu and 

Green (1997), Afsar et al. (2014), and Krause, (2004) are found that transformational leadership is 

related to the followers’ ability, creativity and willingness to innovative work behaviors. Thus, 

considerable evidence is put forward by researchers that transformational leadership have long been 

seen as successful under the same conditions basically as those encountered by schools selected for 

reform and change (Hallinger, 2003; Korkmaz, 2006; Leithwood & Jantzi, 2005). However, 

transactional leaders maintain control, monitor closely the performance of the followers, focus on the 

continuous accumulation of the productivity of employees clarifying followers' role, task requirements 

and expectations to followers providing them with material or rewards and overlap with creativity and 

transformation (Antonakis, Avolio, & Sivasubramaniam, 2003; Rowold & Schlotz, 2009). In the 

literature, research concerning with transactional leadership results is found contradictory. Afsar, 

Yuosre, Saeed, & Hafeez, (2016), and Cheng, Yang, & Sheu, (2014) put forward that transactional 

leadership is positively related to creativity. On the other hand, Öncer (2013) stated that it was no 

association with innovativeness. This may be occurred or explained by the power distance and 

organizational culture.  

School culture 

School organizations are composed of individuals who have different socioeconomic status, 

style of living, rules and values. Today, successful leaders have to care about school culture, pay 

attention to the pressures of change and holistically evaluate their organizations' environment. 

Specifically, the wide-angle view related to the school culture offers leaders a broader framework for a 

deeper understanding of school climate and complex relationships within the school organization. 

Despite lacks a clear definition in the field of education, school culture is defined as a style of 

living organisations which differentiate between the societies and between the organisations (Katz & 

Kahn, 1977), and “deep patterns of values, beliefs, and traditions that have been formed throughout of 

[the school's] history” (Deal & Peterson, 1990; Schein, 2010). The notion of culture is intended to 

explain the character of the school as it reflects deep patterns of values, beliefs and traditions that have 

been composed over time. School culture is similarly defined by Stolp & Smith (1994) as the 

historically rooted and socially transmitted set of deep patterns of meaning including the norms, 

values, beliefs, ceremonies, rituals, traditions, and myths understood by principals, teachers, students 

and other stakeholders of the school community.  

The interplay between leadership and culture which affect all aspects of the school are both 

complex and slippery concept in school environments. School culture shaped within the organization 

often demonstrates what people think, and how they behave. In this context, it is evident that school 

culture is linked with the aims and activities of the organisation and its management. Like many others 

organizations, schools have also their own unique culture that helps us comprehend the complex 

senses that work below the surface and are in the air of human groups and organizations (Deal & 

Peterson, 1990). Leadership style shapes culture and culture affects leaders. This means that school 

culture and leadership have the potential to, directly and indirectly, influence each other. Improving 

learning and teaching environments is part of the job of every school principals. At this point, school 

principals are expected to support and help develop a strong school culture where the students and 

teachers have a high motivation to learn and teach (Karadağ & Özdemir, 2015), sincere and honest 

relationships among school members and the sense of acting together (Kalkan, Altınay, Altınay, 
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Atasoy, & Dağlı, 2020). It is also expected from principals to transform the school into learning 

organisations and managing change.  

Research on school improvement promote innovation, encourage change and take a risk and 

indicate to the main power of the culture in enhancing curriculum, instruction, professional 

development of human resources, and learning process (Smylie, 2009). It is evident that much 

research related school culture has been made within the effective school research literature and it is 

linked with the productivity and performance outcomes such as student achievement, teacher 

motivation, commitment, turnover, and organizational change. Avcı (2016) states that the school 

principal plays a vital role in sharing and growing the organizational culture. Kalkan, et al. (2020) are 

found that school culture has a partial mediator effect on the leadership styles and the organizational 

image. Moslehpour, Altantsetseg, Mou, & Wong (2019) noticed that the organizational climate and 

working style fully mediate the relationship between leadership style and job satisfaction. School 

culture research is meant that school principals have to raise the commitment of the school community 

to meet individual expectations and to create a positive school culture. Besides the challenge is real 

and daunting, school leaders have to take a risk and encourage organizational change building positive 

school culture.  

Organisational change 

Organizational change is inevitable. This is vital for school organizations. Hannan and 

Freeman (1984) accentuated that conducting radical changes in an organization’s strategy and 

structure is crucial for avoiding the threats from surroundings. Due to tackling the challenges of the 

21st century depending external factors such as a rapid change in the technology area and ever more 

dynamic environments, or internal factors, schools like others organizations are constantly confronted 

with the need to implement change in strategy, structure, process and their school climate. It is evident 

that school organizations which manage the organizational change and adapt to changing society 

become more resistant, sustainable and durable.  

Organizational change is defined by Carnall (1986) as an attempt(s) to modify its structure, 

goals, technology, work tasks, activity, interpersonal and social dynamics. Most researchers expressed 

that the organizational change is concerned a transformation of an organization between two points in 

time. Poole and Ven (2004) defines it as a difference in form, quality, or state over time in an 

organizational entity. 

Leadership and change are inextricably intertwined like two parts of a whole, and one is 

nothing without the other. The success of organizational change based on school fundamentally 

depends on school leaders. Today, for many leaders, managing change and changing attitudes or 

behaviour of followers comprising a distinct group of people differentiated according to the power, 

status, rewards and deprivations, is seen difficult like to break a custom or social habit (Lewin, 1947) 

below the surface. There is broad consensus within researchers that building the leadership capacity, 

school communities, learning organizations and sustainable education system based on quality is a 

critical area of action. To overcome and coping with inner resistance to change, it is required to build 

strong leadership and positive school culture. Successful leaders improve a readiness skill which is 

similar to Lewin's concept of unfreezing stage (Armenakis, Harris, & Mossholder, 1993). Readiness 

for change is related to deep understand the members’ values, beliefs, attitudes and intentions towards 

the change approach. According to Lewin’s change model, moving stage should be perceived as the 

process of starting the organizational change by passing a new system; de-freezing should be 

interpreted as the process of institutionalization and applications of the new system (Coban, Ozdemir, 

& J. Pisapia, 2019). The stages of organizational change in schools are revealed based on initiation, 

implementation, and incorporation according to Lewin (1947), Schein (1961) and Giacquinta (1973) in 

this study. Stage of initiation is described by activities such as defining the problem to be solved, 

preparing diverse possible solutions, and picking one of the innovations. Stage of implementation and 

incorporation respectively are characterized by the process such as to be an alteration of member' 

attitudes and behavior to the expectations, stabilization or routinization of the new behavior. It is 

known that the process of organizational change is complex and encircled by the apprehension toward 
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unanticipated results, turbulence barriers, counterproductive and problems, (Boga & Ensari, 2009) 

which are exhibited in the employees’ behavior through aversion to change. At this point, school 

principals have to manage organizational change carefully and well, paying close attention to 

deviations, mistakes, or irregularities, and to intensify to perform corrections strengthen the existing 

structures and strategies. 

It is evident that much research related to organizational change has been made in the 

literature. It is found linked with the leadership (Coban, Ozdemir, & J. Pisapia, 2019), organizational 

development (Tarraco, Hoover, & Knippelmeyer, 2005), school culture (Deal & Peterson, 1990), 

organizational success (Boga & Ensari, 2009), employees’ stress and commitment (Vakola & 

Nikolaou, 2005), and job satisfaction (Yousef, 2016). 

The outcomes related to the bilateral relationships between both leadership styles of research 

indicate that transformational and transactional leadership have an effect on school culture positively 

and there is a close relationship between school culture and an organisational change. Moreover, no 

research has been found that focuses on how the transformational and transactional leadership style 

performed by the school principals affect the school culture and all sub-dimensions of the 

organisational change. Therefore, it is expected that determining the mediator role of school culture 

between transformational and transactional leadership styles and organisational change could reveal 

more holistic results, interpretations and inferences, give new perspectives for educational 

administration area and researchers. The main purpose of this research is to identify the relationships 

between the transformational (TL) and transactional leadership (TSL) styles of principals, school 

culture and determining stage of organisational change (DSOCH), preparing stage of organisational 

change (PSOCH), implementing stage of organisational change (ISOCH), and evaluating stage of 

organisational change (ESOCH) according to the opinions of the teachers. Based on the above 

literature, we can assume that: 

i. Hypothesis 1: School culture mediates the relationship between TL styles of principals 

and DSOCH.  

ii. Hypothesis 2: School culture mediates the relationship between TL styles of principals 

and PSOCH.  

iii. Hypothesis 3: School culture mediates the relationship between TL styles of principals 

and ISOCH.  

iv. Hypothesis 4: School culture mediates the relationship between TL styles of principals 

and ESOCH.  

v. Hypothesis 5: School culture mediates the relationship between TSL styles of 

principals and DSOCH.  

vi. Hypothesis 6: School culture mediates the relationship between TSL styles of 

principals and PSOCH.  

vii. Hypothesis 7: School culture mediates the relationship between TSL styles of 

principals and ISOCH.  

viii. Hypothesis 8: School culture mediates the relationship between TSL styles of 

principals and ESOCH.  

METHOD 

This research, which examined the relationships between the TL and TSL of school 

administrators, school culture and the organizational change is performed in a relational survey model. 

The relational survey model is a model used to determine the presence or level of co-change with two 

or more variables (Karasar, 2009). The mediator role of the school culture in the relationship between 

the TL and TSL of school administrators and the organizational change is tested by forming two 

models based leadership style. The current study focused only as leadership styles on transformational 

and transactional leadership because of it was primarily founded on Bass (1985) formulation of 
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leadership theory, in terms of the distinction of the behaviors patterns, the power of leaders’ 

effectiveness, hierarchical level, and applicability in any organization and numerous situation. In this 

scope, each leadership is designed as an independent variable, each factor of organizational change 

which is determining stage of organizational change, preparing stage of organizational change, 

implementing stage of organizational change and evaluating stage of organizational change is 

designed as a dependent variable and school culture is designed as both an independent and dependent 

variable.  

Participants 

The population of the study consists of 2171 teachers working in secondary schools in 

Northern Cyprus, during the 2019-2020 school year. All the participant teachers have participated 

voluntarily in the research. According to calculations, a sample of 327 is enough to meet the criteria of 

95% of the population. In the selection of the sample, every school in the province of Lefkoşa, 

Gazimagusa, Girne, İskele and Güzelyurt was accepted as a cluster and 408 randomly selected 

teachers were reached with the disproportionate cluster sampling technique. Before carrying out 

analyses, all the questionnaires gathered from the participants were controlled if any of them were 

incomplete or imprecisely filled. Those of which are incomplete or imprecisely filled (left blank, 

patterned, all marked the same option, etc.) were opted out from the analyses.  According to the 

process, 26 of the questionnaires were not taken into consideration because they did not meet the 

assumption (left blank, patterned, all marked the same option, outlier, etc.). Thus, 382 fully completed 

questionnaires were included in the analysis. A sample of 382 teachers comprises 56.3% (n = 215) 

women and 43.7% (n = 167) men. 56.5% (n = 216) of the sample works in middle schools, 43.5% (n = 

166) of it works in secondary schools. Based on the level of education of teachers, 345 of them are 

graduated (% 90.3) and 37 of them postgraduate (% 9.7). 165 of the teachers (% 43.02) have 10 years 

or less professional seniority; 121 of teachers (% 31.7) have 11 – 20 years of professional seniority, 

and 96 of them (% 25.1) have 21 years or more professional seniority.  

Data collecting tools 

Data of the study is collected with three data collection tools: Multifactor leadership 

questionnaire (MLQ), school culture scale (SCS) and organizational change management scale 

(OCMS). The necessary permissions were obtained from the people who developed the scale by e-

mail. Information on these data collection tools is given below. 

MLQ developed by Bass (1985) and adopted by Demir and Okan (2008) which is suitable to 

set Turkish managers' leadership styles consists of 14 items and 2 sub-dimensions and is a 5-point 

Likert-type scale that ranges from strongly disagree to strongly agree. Cronbach's alpha values of the 

sub-dimensions of the 14-item MLQ were as follows: TL styles = .86; TSL styles = .70.2. In the 

adaptation study of the instrument, construct validity was re-established with Confirmatory Factor 

Analysis (CFA) and the goodness of fit values were reported as χ2 / df (160,422/76) = 2.111, GFI = 

.94, AGFI = .92, RMSEA = .054, CFI = .94, IFI = .94 and TLI = .93.  

The SCS (Terzi, 2005) consists of 29 items. In this study, it is selected 10 items by researcher 

including each subscale. CFA was performed to test the construct validity of these 10 items. Factor 

analysis results are supported four sub-dimensions of original scale and sub-dimensions; support-

oriented (3 items), bureaucratic (3 items), task-oriented (2 items) and success-oriented (2 items). The 

goodness of fit values were reported as χ2 / df (41,890/29) = 1,444, GFI = .97, AGFI = .96, RMSEA = 

.035, CFI = .97, IFI = .97 and TLI = .96. Cronbach's alpha values of the 10-items are calculated 

between .73.8 and 76.2 in the scope of the scale. This range is similar to the Cronbach's alpha values 

of the original scale developed by Terzi (2005) and performed by Koşar (2008).  It is a 5-point Likert-

type scale that ranges from strongly disagree and strongly agree.  

The OCMS was developed by Ak (2006) and consists of 67 items and 4 sub-dimensions and is 

a 5-point Likert-type scale that ranges from strongly disagree and strongly agree. The Cronbach’s 
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alpha value of the scale is calculated .78. In this study, it has selected 12 items by researcher including 

each subscale. The Cronbach Alpha internal consistency coefficients of the subscales range between 

.70 and .80. This range is similar to the Cronbach's alpha values of the original scale developed by Ak 

(2006). CFA was also performed to test the construct validity of these 12 items. Factor analysis results 

are supported four sub-dimensions of original scale; determining stage of organizational change 

(DSOCH), (3 items), preparing stage of organizational change (PSOCH), (3 items), implementing 

stage of organizational change (ISOCH), (3 items) and evaluating stage of organizational change 

(ESOCH), (3 items). For this study, the goodness of fit values were reported as χ2 / df (150.573/48) = 

3.137, GFI = .94, AGFI = .91, RMSEA = .070, CFI = .92, IFI = .92 and TLI = .89.  

The data were collected in the fall term of the 2019 – 2020 educational year. The official 

permission from the TRNC Ministry of Education Directorates-General Secondary Education was 

obtained for the implementation of the scales mentioned above in the related schools. The scales were 

applied to the teachers. The data collection process was conducted on a voluntary basis. The scale 

application took 15 minutes on average.  

Analysis of data 

Data were analysed using SPSS for Windows 23 programme and AMOS 22. The data set was 

formed from the 382 data that were transferred to the computer. Frequency and percentage values 

were calculated to determine the demographic characteristics of teachers (gender, education level, 

seniority and tenure at the current school). In the analysis of the data, arithmetic means, standard 

deviation, frequency, Pearson correlation, regression, path analysis, Sobel, Aroian and Goodman test 

for significance were used. The arithmetic means were interpreting for transformational leadership, 

transactional leadership, school culture and organizational change, intervals between 1.00 – 1.79 were 

accepted as lowest, 1.80 – 2.59 were accepted as low, 2.60 – 3.39 were accepted as a medium, 3.40 -

4.19 were accepted as high, and 4.20 – 5.00 were accepted as very high. For the Pearson correlation 

analysis interpretation, the value 0.00 – 0.25 was accepted as a too weak relationship, 0.26 – 0.49 were 

accepted as the weak relationship, 0.50 – 0.69 were accepted as the medium relationship, 0.70 – 0.89 

were accepted as the high relationship and 0.90 – 1.00 were accepted as the very high relationship. 

Before analysing the data set, all data to be used in the research were examined to fix whether 

they met the assumptions of normality, missing values, outlier, multicollinearity problem and variance 

homogeneity. In this context, 4 outliers (z ≥ 3) and 16 missing values, 4 left blank and 2 all marked the 

same option were found and removed from the analysis according to the frequency and Mahalanobis 

distances (Tabachnick & Fidell, 2013). To determine the existence of any multicollinearity problem, 

these questionnaires were examined based on collinearity statistics such as Tolerance, Variance 

Inflation Factor (VIF), Durbin Watson scores and Condition Index (CI). It is determined that Durbin 

Watson scores of all data range between 2.089 and 2.167 and VIF scores were found to be lower than 

3. (1.630-2.550). In addition that, the tolerance values scores of the data range between .550 and .752 

and the CI values were between 1.00, 15.52 according to the linear regression model. In this case, the 

multicollinearity assumptions were met for the independent variables and were found in acceptable 

range according to Kalaycı (2012), and Büyüköztürk (2009). Statistics for assessing the normality of 

the observed variables in all models were in the acceptable according to the Amos 22 program, using 

the normality check method. The analyses realised for the distribution of normality were also checked 

in SPSS 23 programme. Skewness and kurtosis values were found to be less than ± 1.5. However, the 

kurtosis values for some variables (TLB ± 1.5) were found high, but in an acceptable range. The 

histograms, Q-Q graph distributions and scatter plot matrix were found normal. Tabachnick and Fidell 

(2013) considered the skewness and kurtosis values to be within ± 1.5 limits for normal distribution. 

Besides, it was evaluated all analysis above together and was decided the assumption of normal 

distribution (McKillup, 2012; Stevens, 2009).  

AMOS 22 software was used for the structural equation modeling (SEM) analysis of the data. 

The correlations between latent variables were occurred according to Pearson Correlation Coefficients. 

The coefficients were determined to be sufficient, so the measurement and the structural models were 

tested using Maximum Likelihood Estimation technique and covariance matrix. In the mediation 
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effect analysis, the non-recursive causal model for determining a mediating model was used based on 

Baron and Kenny (1986) According to the assumptions of mediation models, first, the independent 

variables (TL and TSL) must affect the dependent variables (determining stage of organizational 

change, preparing stage of organizational change, implementing stage of organizational change, 

ESOCH). Secondly, the mediator (SC) must affect the dependent variable when the independent 

variable is controlled. Thirdly, the direct effect must be non-significant for a full mediated effect. After 

testing the models, it was seen that the basic assumptions for the mediation analysis were met. To 

determine the fit index of the model, Chi-Square/Degrees of Freedom) ratio (χ2 / df ≤ 3) and the fit 

indicators such as RMSEA (≤ .050), NFI, CFI, GFI, AGFI, IFI, TLI (± .85) are also examined (Byrne, 

2010; Kline, 2011; Tabachnick & Fidell, 2013). Therefore, the results of the Sobel, Aroian and 

Goodman tests and critical ratio which were performed for the significance of the mediating were 

used. The reported p-values of all tests such as Sobel, Aroian and Goodman tests were calculated from 

the unit normal distribution under the assumption of a two-tailed z-test of the hypothesis that the 

mediated effect equals zero. The critical values of the test ratio containing the central 95% of the unit 

normal distribution were produced according to the value +/- 1.96. The formulae for Sobel test which 

is z-value = a*b/SQRT(b2*sa2 + a2*sb2), for Aroian test  z-value = a*b/SQRT(b2*sa2 + a2*sb2 + 

sa2*sb2), and for Goodman test  z-value = a*b/SQRT(b2*sa2 + a2*sb2 - sa2*sb2) were drawn 

according to Mackinnon & Dwyer (1993) and from MacKinnon, Warsi, & Dwyer (1995) and were 

calculated using an interactive calculation tool for mediation tests. Finally, direct, indirect and total 

effects amongst latent variables were estimated. 

RESULTS 

Descriptive statistics  

As a descriptive statistics, it is presented the results of latent variables in Table 1. Means, 

standard deviation values and Pearson correlation of latent variables are reported in this part. 

Table 1: Descriptive Statistics and Pearson Correlation Analysis Findings on Research Variables  

   ̅ SD 1 2 3 4 5 6 7 

1. Transformational leadership 3.91 .40 - 
     

 

2. Transactional leadership 3.20 .34 .303** - 
    

 

3. School culture 3.79 .34 .706** .230** - 
   

 

4. Determining stage of organizational 

change 
3.12 .47 .453** .227** .410** - 

  
 

5. Preparing stage of organizational 

change  
3.07 .46 .500** .266** .446** .729** - 

 
 

6. Implementing stage of organizational 

change practice 
2.96 .46 .412** .201** .447** .495** .575** -  

7. Evaluating stage of organizational 

change  
3.01 .45 .391** .219** .384** .496** .601** .680** - 

**Correlation is significant at the 0.01 level (2-tailed). 

 

Table 1 shows us that the perception of the teachers of TL styles (  ̅=3.91; ± .40) and school 

culture ( ̅ =3.79; ± .34) are on a high level. However, their perception of the TSL styles (  ̅=3.20; ± 

.34) and all sub-dimensions of organizational change management (  ̅=3.12; ± .47;   ̅=3.07; ± .46; 

  ̅=2.96; ± .46;   ̅=3.01; ± .45) are on medium level. There are positive correlations between latent 

variables ranging from .20 to .73. There is a high relationship between the TL and school culture (r = 

.70). There is also relationship at medium level between the TL and the sub-dimension of 

organizational change management, such as DSOCH (r = .45), PSOCH (r = .50), ISOCH (r = .41), 

ESOCH (r = .39). Despite that, there are also a low level relationship between the TSL and school 

culture (r = .23) and along with all the other sub-dimensions ranging from .20 to .27. In addition to 

this, it is found that there is relationship at medium level between SC and the sub-dimensions of 

organizational change.  
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Measurement Model 

Before the structural models were tested in the research, a measurement model based TL 

styles and TSL styles were examined including related to all variables in the structural models. In 

Table 2, the χ2, the degree of freedom, and other goodness of fit measures for the measurement model 

(RMSEA, NFI, CFI, GFI, AGFI, IFI, TLI, CMIN/DF) are reported according to the all hypothesises.  

Table 2: Goodness of Fit Indices 

Measurement Model 
The Goodness of Fit Indices 

χ²/df RMSEA NFI CFI GFI AGFI IFI TLI CMIN/DF 

TL→SC→DSOCH* (H1) 313,884/206 ,037 ,871 ,951 ,933 ,917 ,951 ,945 1,524 

TL→SC→PSOCH* (H2) 349,461/206 ,043 ,857 ,935 ,927 ,911 ,936 ,927 1,696 

TL→SC→ISOCH* (H3) 341,645/206 ,035 ,868 ,953 ,936 ,921 ,954 ,948 1,464 

TL→SC→ESOCH* (H4) 302,697/206 ,035 ,868 ,953 ,935 ,920 ,954 ,947 1,469 

TSL→SC→DSOCH (H5) 202,718/132 ,037 ,849 ,941 ,945 ,929 ,942 ,931 1,536 

TSL→SC→PSOCH (H6) 229,406/132 ,044 ,829 ,918 ,940 ,922 ,919 ,905 1,738 

TSL→SC→ISOCH (H7) 190,58/132 ,034 ,842 ,945 ,949 ,933 ,946 ,936 1,440 

TSL→SC→ESOCH (H8) 182,157/132 ,032 ,850 ,953 ,951 ,937 ,954 ,945 1,380 

 

Table 2 shows that all of the structural models analysed were found have good fit values. 

According to the goodness of fit indices for all related measurement models based on the TL styles 

and TSL styles are in the acceptable range. After that process, the structural model suggested in the 

research was tested based on the significance of the coefficients and the results were presented with 

the mediation analysis results in Table 3.  

Table 3: Regression Results of the Models 

 Variables  Models β SE P 

Hypothesis 

1 

TL → DSOCH Model 1 0.492 0.074 0.001** 

SC → DSOCH Model 2 0.557 0.091 0.001** 

TL → SC 

Model 3 

0.694 0.078 0.001** 

SC → DSOCH 0.311 0.132 0.018* 

TL → DSOCH 0.298 0.112 0.08** 

 Hypothesis 

2 

TL → PSOCH Model 1 0.626 0.081 0.001** 

SC → PSOCH Model 2 0.654 0.099 0.001** 

TL → SC 

Model 3 

0.694 0.078 0.001** 

SC → PSOCH 0.309 0.149 0.038* 

TL → PSOCH 0.415 0.127 0.001** 

Hypothesis 

3 

TL → ISOCH Model 1 0.568 0.081 0.001** 

SC → ISOCH Model 2 0.632 0.099 0.001** 

TL → SC 

Model 3 

0.692 0.077 0.001** 

SC → ISOCH 0.414 0.148 0.005** 

TL → ISOCH 0.275 0.123 0.026* 

Hypothesis 

4 

TL → ESOCH Model 1 0.476 0.077 0.001** 

SC → ESOCH Model 2 0.557 0.095 0.001** 

TL → SC 

Model 3 

0.690 0.078 0.001** 

SC → ESOCH 0.392 0.148 0.01** 

TL → ESOCH 0.199 0.122 0.104 

Hypothesis 

5 

TSL → DSOCH Model 1 0.345 0.090 0.001** 

SC → DSOCH Model 2 0.557 0.091 0.001** 

TSL → SC 

Model 3 

0.381 0.092 0.001** 

SC → DSOCH 0.611 0.099 0.001** 

TSL → DSOCH 0.208 0.091 0.022* 

Hypothesis 

6 

TSL → PSOCH Model 1 0.438 0.112 0.001** 

SC → PSOCH Model 2 0.653 0.099 0.001** 

TSL → SC 

Model 3 

0.381 0.092 0.001** 

SC → PSOCH 0.605 0.099 0.001** 

TSL → PSOCH 0.205 0.103 0.047* 

Hypothesis 

7 

TSL → ISOCH Model 1 0.379 0.104 0.001** 

SC → ISOCH Model 2 0.632 0.099 0.001** 

TSL → SC Model 3 0.381 0.091 0.001** 
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SC → ISOCH 0.523 0.093 0.001** 

TSL → ISOCH 0.260 0.094 0.006** 

Hypothesis 

8 

TSL → ESOCH Model 1 0.383 0.099 0.001** 

SC → ESOCH Model 2 0.557 0.095 0.001** 

TSL → SC 

Model 3 

0.378 0.091 0.001** 

SC → ESOCH 0.474 0.091 0.001 

TSL → ESOCH 0.214 0.094 0.023* 

*p < .05, **p < .01; ***All the values in the table are standardized beta coefficients (β). 

 

 

Figure 1: Mediation role of all hypothesis 

***The coefficients in parentheses indicate direct effects before mediator. (*p < .05, **p < .01) 

 

As shown in Table 3 and Figure 1, the direct effects of the TL styles on DSOCH (β = .49, p < 

.01), PSOCH (β = .63, p < .01), ISOCH (β = .57, p < .01), and ESOCH (β = .48, p < .01) are found to 

be statistically significant before mediator variable according to the model 1. Similarly, the direct 

effects of TSL styles on DSOCH (β = .35, p < .01), PSOCH (β = .44, p < .01), ISOCH (β = .38, p < 

.01), and ESOCH (β = .38, p < .01) are found to be statistically significant according to the model 1. 

This means that it is possible to say that the independent variables have some statistically significant 

effects on all sub-dimensions of organizational change dependent variables. Secondly, the direct 

effects of TL styles   (β = .69, p < .01) and TSL styles (β = .38, p < .01) on school culture are found 

statistically significant. Therefore, it can be interpreted that both independent variables have some 

effects on the mediator variable. Thirdly, according to the hypothesis 1, 2, 3 and 4 respectively, the 

direct effects of school culture on DSOCH (β = .56, p < .01), PSOCH (β = .65, p < .01), ISOCH (β = 

.63, p < .01), and ESOCH (β = .56, p < .01) are found to be statistically significant. Similarly, 

according to the hypothesis 5, 6, 7 and 8 respectively, the direct effects of school culture on DSOCH 

(β = .56, p < .01), PSOCH (β = .65, p < .01), ISOCH (β = .63, p < .01), and ESOCH (β = .56, p < .01) 

are found to be statistically significant. Therefore, the mediator school culture has an effects on all 

sub-dimensions of the organizational change without the independent variables of both leadership 

styles. In this context, related findings show that the mediation analysis in the model is suitable. 

Hence, the mediation role of school culture in the relationship between TL styles and TSL styles and 

determining stage of organizational change, preparing stage of organizational change, implementing 

stage of organizational change, and evaluating stage of organizational change are tested in the model. 
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As shown in Figure 1, and Table 3, the relationship between TL styles and DSOCH is 

statistically significant, and medium-level at first (β = .49, p < .01); but when the mediator variable is 

added into the model, the path coefficient is still significant despite the moderate decline (β = .30, p < 

.05). The probability of getting a critical ratio as large as 2,362 in absolute value is .018. In other 

words, the regression weight for TL styles in the prediction of DSOCH was found significantly 

different from zero. This means that school culture in the prediction of DSOCH has a partially 

mediated effect on the relationship between TL styles and DSOCH. Z score obtained from Sobel test 

(z = 2.227; p = .022), z score from Aroian (z = 2.264; p = .023), and z score from Goodman test (z = 

2.291; p = .021) support also this finding.  

As seen in Figure 1, and Table 3, the relationship between TL styles and PSOCH is 

statistically significant, and medium-level at first (β = .63, p < .01); but when the mediator variable is 

added into the model, the path coefficient is still significant despite the moderate decline (β = .42, p < 

.05). The probability of getting a critical ratio as large as 2,073 in absolute value is .038. In other 

words, the regression weight for TL styles in the prediction of PSOCH was found significantly 

different from zero. This means that school culture in the prediction of PSOCH has a partially 

mediated effect on the relationship between TL styles and PSOCH. Sobel test z score (z = 2.09; p = 

.043), Aroian test z score (z = 2.00; p = .044), and Goodman test z score (z = 2.03; p = .042) support 

also this finding.  

As shown in Figure 1, and Table 3, the relationship between TL styles and ISOCH is 

statistically significant, and medium-level at first (β = .57, p < .01); but when the mediator variable is 

added into the model, the path coefficient is still significant despite the moderate decline (β = .28, p < 

.05). The probability of getting a critical ratio as large as 2,796 in absolute value is .005. In other 

words, the regression weight for TL styles in the prediction of ISOCH was found significantly 

different from zero. This means that school culture in the prediction of ISOCH has a partially 

mediated effect on the relationship between TL styles and ISOCH. Z score obtained from Sobel test (z 

= 3.446; p = .007), z score from Aroian (z = 2.655; p = .007), and z score from Goodman test (z = 

2.686; p = .007) support also this finding. 

The relationship between TL styles and ESOCH is statistically significant, and medium-level 

at first (β = .48, p < .01); when the mediator variable is added into the model, the path coefficient 

decreases and it becomes non - significant (β = .20, p > .05). Z score obtained from Sobel test (z = 

3.163; p = .001), z score from Aroian (z = 3.124; p = .001), and z score from Goodman test (z = 3.203; 

p = .001) support also this finding. This means that school culture in the prediction of ESOCH has a 

full mediated effect on the relationship between TL styles and ESOCH.  

As shown in Figure 1, and Table 3, the relationship between TSL styles and DSOCH is 

statistically significant, and medium-level at first (β = .35, p < .01); but when the mediator variable is 

added into the model, the path coefficient is still significant despite the moderate decline (β = .21, p < 

.05). The probability of getting a critical ratio as large as 5,668 in absolute value is .0001. In other 

words, the regression weight for TSL styles in the prediction of DSOCH was found significantly 

different from zero. This means that school culture in the prediction of DSOCH has a partially 

mediated effect on the relationship between TSL styles and DSOCH. Z score obtained from Sobel test 

(z = 3.343; p = .0008), z score from Aroian (z = 3.310; p = .0009), and z score from Goodman test (z = 

3.378; p = .0007) support also this finding.  

As shown in Figure 1, and Table 3, the relationship between TSL styles and PSOCH is 

statistically significant, and medium-level at first (β = .44, p < .01); but when the mediator variable is 

added into the model, the path coefficient is still significant despite the moderate decline (β = .21, p < 

.05). The probability of getting a critical ratio as large as 5,610 in absolute value is .0001. In other 

words, the regression weight for TSL styles in the prediction of PSOCH was found significantly 

different from zero. This means that school culture in the prediction of PSOCH has a partially 

mediated effect on the relationship between TSL styles and PSOCH. Z score obtained from Sobel test 

(z = 3.428; p = .0006), z score from Aroian (z = 3.397; p = .0006), and z score from Goodman test (z = 

3.460; p = .0005) support also this finding.  
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As seen in Figure 1, and Table 3, the relationship between TSL styles and ISOCH is 

statistically significant, and medium-level at first (β = .38, p < .01); but when the mediator variable is 

added into the model, the path coefficient is still significant despite the moderate decline (β = .21, p < 

.05). The probability of getting a critical ratio as large as 5,610 in absolute value is .0001. In other 

words, the regression weight for TSL styles in the prediction of ISOCH was found significantly 

different from zero. This means that school culture in the prediction of ISOCH has a partially 

mediated effect on the relationship between TSL styles and ISOCH. Z score obtained from Sobel test 

(z = 3.358; p = .0007), z score from Aroian (z = 3.324; p = .0008), and z score from Goodman test (z = 

3.392; p = .0006) support also this finding.  

As stated in Figure 1, and Table 3, the relationship between TSL styles and ESOCH is 

statistically significant, and medium-level at first (β = .38, p < .01); but when the mediator variable is 

added into the model, the path coefficient is still significant despite the moderate decline (β = .21, p < 

.05). The probability of getting a critical ratio as large as 5,220 in absolute value is .0001. In other 

words, the regression weight for TSL styles in the prediction of ESOCH was found significantly 

different from zero. This means that school culture in the prediction of ESOCH has a partially 

mediated effect on the relationship between TSL styles and ESOCH. Z score obtained from Sobel test 

(z = 3.161; p = .001), z score from Aroian (z = 3.125; p = .001), and z score from Goodman test (z = 

3.199; p = .001) support also this finding.  

The direct, indirect, total effects and Variance Account For value (VAF) which indicates 

whether there is a mediation effect and determines the extent to which the mediation process explains 

the dependent variable’s variance are also calculated to see the power and level of relationships among 

the variables (Hadi, Abdullah, & Setosa, 2016; MacKinnon, 2008).  

Table 4. Direct, Indirect, and Total Effect Coefficients of the Latent Variables*. 

Dependent  Direct Indirect Total VAF Dependent  Direct Indirect Total VAF 

TL→SC→DSOC .298 .215 .513 .42 TSL→SC→DSOC .208 .232 .440 .53 

TL→SC→PSOC .415 .214 .629 .34 TSL→SC→PSOC .205 .230 .435 .53 

TL→SC→ISOC .275 .286 .561 .51 TSL→SC→ISOCH .260 .199 .459 .43 

TL→SC→ESOC .199 .270 .393 .69 TSL→SC→ESOCH .214 .180 .394 .46 

*All the values of direct, indirect and total effects in the table are standardized beta coefficients. 

 

According to Table 4, TL has a medium direct effect on DSOCH (β = .30, p < .01), PSOCH (β 

= .42, p < .01) and low direct effect on ISOCH (β = .28, p < .01) when the variables are added in the 

model. However, the total mediated effects and VAF values of DSOCH (β = .51, p < .01; VAF = .42), 

PSOCH (β = .63, p < .01; VAF = .34) and ISOCH (β = .56, p < .01; VAF = .51) have a significant 

contribution on TL and show partial mediator roles in the relationship between TL and DSOCH, 

PSOCH and ISOCH. Therefore, TL has a low direct effect on ESOCH (β = .20, p >.01) when the 

independent variables are in the model. The total mediated effect and VAF value of ESOCH (β = .39, 

p < .01; VAF = .69; z = 3.163; p = .001) has a significant contribution on TL and shows fully mediator 

roles in the relationship between TL and ESOCH. As seen in Table 4, TSL has a low direct effect on 

DSOCH (β = .21, p < .01), PSOCH (β = .21, p < .01), ISOCH (β = .26, p < .01) and ESOCH (β = .21, 

p >.01) when the variables are added in the model. However, the total mediated effects and VAF 

values of DSOCH (β = .44, p < .01; VAF = .53), PSOCH (β = .44, p < .01; VAF = .53) and ISOCH (β 

= .46, p < .01; VAF = .43), and ESOCH (β = .39, p < .01; VAF = .46) have a medium significant 

contribution on TSL and show partial mediator roles in the relationship between TSL and DSOCH, 

PSOCH, ISOCH and ESOCH. 

DISCUSSION, CONCLUSION AND SUGGESTIONS 

This study was aimed to determine the mediation effects of school culture on the relationship 

between both leadership styles (TL and TSL) and sub-dimensions of organizational change with 

respect to the perceptions of teachers. According to the results of the study, the transformational 

leadership style of the school administrators and school culture is found high and the level of 
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transactional leadership and determining stage of organizational change, preparing stage of 

organizational change, implementing stage of organizational change, and evaluating stage of 

organizational change is medium. Many previous studies in the literature (Afsar, Badir, Saeed, & 

Hafeez, 2016; Akan & Yalçın, 2015; Avcı, 2016; Buluç, 2009; Cemaloğlu, 2007; Erdem & Dikici, 

2009; Korkmaz, 2006; Kalkan, Altınay, Altınay, Atasoy, & Dağlı, 2020; Mendel, Watson, & 

MacGregor, 2002; Saravo, Netzel, & Kiesewetter, 2017) on transformational and transactional 

leadership styles are similar to these results. It can be said that the perceptions of teachers related to 

these two leadership styles that focus on achieving organizational goals diverged in the context of 

arithmetic averages. So, it is supported the opinions related to the transformational leadership which 

contributes more than transactional leadership on the performances of the followers concerning the 

functionality of the organizational structures and process (Piccola & Colquitt, 2006; Pillai, 

Schriesheim, & William, 1999). Hartog, Muijen, & Koopman (1997) highlighted that the best of 

leaders are both transactional and transformational according to related research conducting since 

1980. Bass (1985) states also that the circumstances did not differ for many situations, these two 

leadership styles consistently represent two opposite poles of a whole and the transactional leader 

works within the constraints of the organization whereas the transformational leader shares common 

goals and focuses more on the organizational change. So, a deeper understanding of the effectiveness 

of transformational - transactional leadership styles depending on changes of economic and social 

paradigm or under specific circumstances looks good on imperative.   

The main starting point of the study is based on the relationships between transformational -

transactional leadership styles and four sub-dimensions of organizational change. The power of 

transactional leadership depends on the reinforcements of the subordinates in terms of rewards or 

resources. Levinson (1980) emphasizes that the transactional leaders are not always successful in 

motivating their followers, the followers may not feel well and their self-worth may be eroded with 

rewards of carrots for compliance or punishments due to non-compliance with the work accepted by 

the followers. This is important for school administrators, who play a key role in all stages of 

organizational change for educational organizations, in creating a positive school climate and 

maintaining a strong school culture and is thought to provide an overview of the leadership style of 

school administrators in order to successfully manage and maintain organizational change. On the 

other hand, besides its benefits, it can be unintended consequences of organizational change such as 

the echelons and polarization depending on the leaders that envision and manage the change, and 

perception of the followers that have to carry out and embrace the change (Boga & Ensari, 2009). At 

this point, it can be said that the transformational leadership is more effective on the school culture and 

all sub-dimensions of organizational change than the transactional leadership in the context of the 

results obtained in this research. Nevertheless, the fact that the relationship between transformational 

leadership style and school culture is higher than the transactional leadership style supports this. As 

Nadler and Tushman (1990), pointed out, one reason to the transformational leadership style 

predicting school culture more strongly than the transactional leadership style is that this might be due 

to the transformative leaders providing psychological and structural empowerment that revitalise the 

motivation, touch the enthusiasm and invigorate organizational commitment of the followers. The 

reality behind the success of organizational change depends on the leadership style put forward, an 

impact positive of this leadership style on followers, a comprehension of the ramifications of when 

and how interventions are planned, communicated, undertaken and, a strong school culture. It is 

thought the interaction between leadership style and school culture are both complex, sometimes 

elusive and incomprehensible and slippery concept in educational environments. Mortimore, (2001) 

stressed that we must intensify the complex interactions between school culture and schooling. In the 

literature, there is considerable evidence to suggest that the school administrators must understand, 

grasp and identify the school’s existing culture before implementing stage of organizational change 

(Bulanch, 2001; Leithwood & Jantzi, 1990; Nomura, 1999). Many research (Angus, Prater, & Busch, 

2009; Aslan, Özer, & Ağıroğlu, 2009; Demirtaş, 2010; Kalkan, et. al, 2020; and Saphier & King, 

1985) are emphasized common purposes regarding a strong or weak aspect of school culture. 

Nevertheless, it must be taken into attention to anticipate that the school climate and teacher turnover 

give distinct nuances to the traits of the leadership from one school environment to another.   



International Journal of Progressive Education, Volume 16 Number 5, 2020 

© 2020 INASED 

 

269 

School culture as a mediator is stated to have positively correlation at a medium level with 

four sub-dimensions of organizational change. This means that school culture is a strong predictor to 

manage organizational change in educational institutions. It is highly expected that higher levels of 

school culture will increase the possibility of organizational change. Hallinger and Heck (1998) state 

that the school administrators’ impact on learning is mediated through the school climate and school 

culture. Kalkan et. al. (2020) were found also strong and significant relationships between school 

culture, leadership styles and organizational image. This finding is important for this research 

supposing that organizational image is considered in the context of an interface reflecting the 

acceptance or support of the organizational change process.  

In this study, school culture has a partial mediator role in the relationship between 

transformational leadership styles and DSOCH, PSOCH and ISOCH. On the other hand, school 

culture has a full mediator role only in the relationship between transformational leadership styles and 

ESOCH. Boga and Ensari (2009) predicted an interaction between organizational change and 

transformational leadership in the context of high changes. Boga and Ensari (2009) state also that the 

transformational leaders being architects of an organizational change will be more approving when 

they communicate, coordinate, and materialize the planned change persuading the followers’ 

perspective about the unpredictability of change, institutionalizing long-term solutions, improving 

problem-solving skills in technology rich environments and sharing common goals and vision (Bass, 

1985) during all stage of organizational change. In addition, school culture has a partial mediator role 

in the relationship between transactional leadership styles and all stages of organizational change. 

These results show us that school culture can play an important role in supporting all stages of 

organizational change, enhancing organizational effectiveness, facilitating change for school 

principals and reducing the possible resiliencies factors of teachers and other relevant school 

stakeholders to change. Investigating direct, indirect and total effects in the mediating role of both 

leadership styles can be important in explaining the role of leadership on organizational change. In this 

study, it can be concluded that direct and total effects between transformational leadership and all 

dimensions of organizational change have higher beta coefficient values than transactional leadership. 

It is concluded that direct and total effects are much stronger especially in the processes of 

determination, preparation and implementation of organizational change. As much, it has been 

observed that the transformational leadership style exhibited full mediation effect over the indirect 

effect of the school culture in the dimension of evaluating stage of organizational change. Although 

the direct and total effects of the transactional leadership behaviours are lower than the 

transformational leadership, it is also reached to conclude that the school culture has a partial 

mediating effect. The relative partial differentiation on the direct and total effects of these two 

leadership behaviours may be related to many internal and external reasons, such as leading with 

pressure or enthusiasm, giving a fillip intrinsic or external motivation, meeting expectations or 

providing gains individually. As a result, this study provides clues that both leadership styles exhibited 

by the principals in school environments have a positive effect on the followers. It is also possible to 

state the existence of a strong school culture here, and it can be said that it plays an important role in 

the effectiveness of organizational change. We not only argue that the greatest importance of 

transformational leadership behaviours exhibited by principals to have a positive school culture, but 

also emphasize to take into account transactional leadership behaviours is evident regarding 

organizational change based on school improvement. The models suggested in the study show that 

school culture might be effective in reducing negative behaviours of teachers regarding the 

organizational change. To prevent or reduce opposite opinions and negative indications of 

organizational change, strengthening teachers with the help of school culture is required.  

It is recommended that the map of leadership, organizational change, and school culture level 

of the principals comparing with school types and regions can be revealed and may plan a training 

program in order to build organizational change management capacity. 
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Abstract 

The aim of this research is to examine whether teacher candidates’ cognitive avoidance and 

intolerance of uncertainty predict alexithymia. The study was designed as correlational design. 254 

senior students in Faculty of Education who were selected by simple random sampling method 

participated in the study. 20-Item Toronto Alexithymia Scale (TAS-20), Cognitive Avoidance Scale, 

and Intolerance of Uncertainty Scale were used to collect data. Pearson product-moment correlation 

coefficient and multiple regression analysis were conducted to analyse data. According to results, 

intolerance of uncertainty and cognitive avoidance explain 20% of total variance for alexithymia. 
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INTRODUCTION  

In his book Metaphysics, Aristoteles (2017) states that: “All men by nature desire to know”. In 

fact, this need to know is directly related to the desire to establish control over themselves, their 

surroundings, and experiences. Hence, they feel anxious when they cannot establish control over 

these, in other words, in cases of uncertainty. Today, not being appointed make teachers stress and 

causes them to feel uncertain about the future and thus, to experience cognitive avoidance. In this 

context, determining the intolerance of uncertainty levels of teacher candidates and accordingly, 

alexithymia levels, revealing the relationships between these concepts, and to propose solutions in 

accordance with the findings constitute the aim of this study. 

Intolerance of Uncertainty 

When the related literature is examined, two different statements can be observed about 

uncertainty. These are intolerance of ambiguity and intolerance of uncertainty (Dugas, Marchand, and 

Ladouceur, 2005). Intolerance of ambiguity is the evaluation of a situation or an incident as black or 

white by the individual (Grenier et al., 2005). Intolerance of uncertainty, on the other hand, is 

evaluated as a negative cognitive bias about the future in emotions and thoughts which negatively 

affects the perceptions and evaluations of individuals (Dugas et al., 2005) which is associated with 

anxiety disorders (Grenier, Barrette, and Ladouceur, 2005). 

Intolerance of uncertainty was first defined as a concept that is associated with reacting 

cognitively, emotionally, and behaviorally against the uncertainty in daily life situations (Dugas, Buhr, 

and Ladouceur, 2004; Freeston, Rhéaume, Letarte, Dugas, and Ladouceur, 1994). At first, this concept 

was discussed within the context of anxiety and general anxiety disorder (Dugas, Gagnon, Ladouceur, 

and Freeston, 1998; Holaway, Heimberg, and Coles, 2006). In the recent studies, on the other hand, 

intolerance of uncertainty is discussed as a critical trans-diagnostic structure in terms of understanding 

neuroticism (Boswell, Thompson-Hollands, Farchione, and Barlow, 2013; Gentes & Ruscio, 2011).  

The uncertainty negatively affects the information processing procedures (Craske et al., 2009). 

Koerner and Dugas (2008) discussed the intolerance of uncertainty as a personality trait. According to 

them, individuals with this personality trait possess cognitive disposition towards uncertainty and have 

negative thoughts and emotions in the case of uncertainty. In other words, they are inclined to be 

pessimists. This type of individuals focus more on their anxiety instead of making an effort to get rid 

of this uncertainty and do not focus on finding ways to come through from these situations (Dugas et 

al., 2004). Hence, there is a number of studies in the literature regarding the relationship between 

intolerance of ambiguity and psychological disorders. There are findings which indicate that 

intolerance of uncertainty is associated with obsessive-compulsive disorder (Steketee, Frost, and 

Cohen, 1998; Tolin, Abramowitz, Brigidi, and Foa, 2003), social anxiety and social fear (Boelen & 

Reijntjes, 2009; Carleton, Collimore, and Asmundson, 2010); depression (Berenbaum, Bredemeier, 

and Thompson, 2008; Miranda, Fontes, and Marroquin, 2008; Yook, Kim, Suh, and Lee, 2010); 

psychosomatic symptoms, general anxiety disorder, and depression (Dugas, Gosselin, and Ladouceur, 

2001; Dugas et al., 2003; Ladouceur, Gosselin, and Dugas, 2000), panic disorder and agoraphobia 

(Buhr & Dugas, 2009; Carleton et al., 2014; McEvoy & Mahoney, 2011), eating disorders (Sternheim, 

Startup, and Schmidt, 2011); anxiety sensitivity (Fergus & Bardeen, 2013; Norr et al., 2013), sleep 

quality, insomnia (Lauriola et al., 2019), cyberchondria (Norr, Albanese, Oglesby, Allan, and Schmidt, 

2015), psychological well-being (Geçgin & Sahranç, 2017), happiness (Sarıçam, 2014), anxiety, 

attachment, positive and negative emotion regulation, (Yüksel, 2014), positive and negative beliefs 

about anxiety (Karataş & Uzun, 2018) and alexithymia (Yıldız & Güllü, 2018). Individuals with high 

levels of intolerance of uncertainty avoid encountering uncertain situations as much as possible, they 

experience disorders in their emotional, behavioral, and cognitive functions when faced with 

uncertainty, and present cognitive bias in their decisions and evaluations (Buhr & Dugas, 2002; Dugas 

et al., 2005). Therefore, it can be possible that the individuals with high levels of intolerance of 

uncertainty have probably have cognitive avoidance as well.  
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Cognitive Avoidance 

Cognitive avoidance which is the other independent variable of the study is defined as a 

method chosen for dealing with stressful incidents and relations (Doron, Thomas-Ollivier, Vachon, 

and Fortes-Bourbousson, 2013). Cognitive avoidance is a concept that includes mental strategies such 

as rumination and intentionally oppressing unsettling urges and thoughts. The avoidance is not only 

observed as cognitively but also observed as behaviorally (Moos & Schaffer, 1993). Behavioral 

avoidance is defined as becoming isolated and drawing away from avoiding stressful situations. 

Behavioral avoidance includes delaying decisions, self-isolation from people, not carrying out the 

assignments and responsibilities, and not seizing the opportunity (Barajas, Garra, and Ros, 2017). 

Cognitive avoidance, on the other hand, is believing and accepting that the problems will never be 

solved, and the conditions will never change instead of struggling with the experienced negativities. 

However, behavioral avoidance can be defined as inclining towards easy alternatives and simple 

solutions instead of confronting (Çakır, 2013). 

In the related literature, cognitive avoidance was studied in relation to rumination, depressive 

rumination, and self-compassion (Esen, 2017; Neziroğlu, 2010), use of alcohol and substance (Ireland, 

McMahon, Malow, and Kouzekanani, 1994; Stewart, Zvolensky, and Eifert, 2002), eating attitudes 

(Çakır, 2013), self-stigma attitudes towards receiving psychological help (Eşkisu, Ağırkan, and 

Haspolat, 2018), depression and anxiety (Blalock & Joiner, 2000; DeGenova, Patton, Jurich, and 

MacDermid, 1994; Hayes, 2016).  

Alexithymia 

The concept of alexithymia which was first used by Sifneos (1972) to define a psychosomatic 

disorder is translated to Turkish as “absence of words for emotions” (Dereboy, 1990; Şaşıoğlu, Gülol, 

and Tosun, 2013). Sifneos (1972) states that alexithymic individuals experience difficulty in 

interpreting their emotions, keep distance with other people, and thus, experience difficulty in human 

relations. Taylor, Bagby, and Parker (1991; 1997) and Epözdemir (2012) state that alexithymic 

individuals tend to find superficial and temporary solutions to the problems they encounter due to their 

mechanic and pragmatic way of thinking instead of thinking thoroughly on the reasons of the 

problems. In the studies conducted after Sifneos, alexithymia is defined as lack of self-confidence, 

difficulty in developing empathy, experiencing difficulty in describing and expressing emotions, lack 

of dreaming, distinguishing emotions from physical senses, making a distinction between cognition 

and emotions, and explaining and transmitting emotions to other people (Montebarocci, Codispoti, 

Baldaro, and Rossi, 2004; Taylor et al., 1997; Timoney & Holder, 2013). According to Schaffer 

(1993), alexithymia is defined as the ability of limited thinking and limited use of emotions in order to 

deal with stressful situations.  

Alexithymia was first discussed to explain the symptoms that emerge in psychosomatic 

disorders (Taylor, Parker, Bagby, and Acklin, 1992). Then findings were obtained on alexithymia 

accompanies psychiatric disorders that it can be observed with several psychiatric disorders such as 

use of substance (Mattila, Salminen, Nummi, and Joukamaa, 2006), depression, post-traumatic stress 

disorder (Kosten, Krystal, Giller, Frank, and Dan, 1992), somatoform disorder, obsessive-compulsive 

disorder (Bankier, Aigner, and Bach, 2001; Sifneos, 1996), emotion regulation is associated with 

alexithymia and psychological symptoms and contribute to the development these factors (Bilge, 

Bilge, Emiral, Özkars, 2018). In addition to the studies in which findings were obtained that 

alexithymia, there are studies in which it was observed that alexithymia could be observed in healthy 

individuals who were not diagnosed with any psychiatric disorder (Batıgün & Büyükşahin, 2008; 

Epözdemir, 2012; Tolmunen et al., 2011). Therefore, it is probable that teacher candidates who have a 

stress of finding a job may have high levels of intolerance of uncertainty. Since they do not know what 

they will encounter with in the future; they will have a job, or they will be unemployed. According to 

statistics more than 400.000 teachers are waiting for a job and this number is getting higher each year 

(Atama Bekleyen Öğretmen Sayısı Gittikçe Artıyor, 2017). This uncertain situation may cause teacher 

candidates have cognitive avoidance, in other words they may accept that the job problems will never 
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be solved, the conditions will never change, and most essentially, they may give up believing and 

struggling. The intolerance of uncertainty and cognitive avoidance situation may cause their 

alexithymia level arisen which means that they can experience difficulty in interpreting their emotions, 

keep distance with other people, and thus, experience difficulty in human relations. Since human 

relations are crucial for teachers, alexithymia level of teacher candidates has a key role in their job. 

Therefore, the aim of this study is to examine to what extent teacher candidates’ intolerance of 

uncertainty and cognitive avoidance predict alexithymia. In the literature, it has been observed that 

there is not any study on the relationship between intolerance of uncertainty, cognitive avoidance and 

alexithymia variables together. In this respect, it is thought that the current research will fill a gap in 

the literature. 

METHOD 

This part of the study consists of research design, participants, data collection instruments, 

process and data analysis. 

Research design 

This study was designed as correlational design. The purpose of the correlational design is to 

determine whether and to what degree a relationship exists between two or more variables or to use 

these relations to make predictions (Gay, Mills, and Airasian, 2009). In this study, correlational design 

was used to examine to what extent teacher candidates’ intolerance of uncertainty and cognitive 

avoidance predict alexithymia. 

Participants  

The universe of the study consists of 863 Faculty of Education senior class students in Afyon 

Kocatepe University. To determine the participants, simple random sampling method was used. As a 

result, 254 senior class students which represent the universe (Krejcie & Morgan, 1970) participated in 

the study. The demographic information of the participants is provided in Table 1. 

Table 1. Demographic features of the sample. 

 1 2 3 4 5 6  Total 

Gender 

 Male Female       

n 78 176      254 

% 30.7 69.3      100 

Department 

 

Teacher 

Training in 

Pre-school 

Teacher 

Training in 

Sciences 

Teacher 

Training in 

Mathematics 

Teacher 

Training in 

Turkish 

Teacher 

Training in 

Computer 

Sciences 

Teacher 

Training 

in Social 

Studies 

Teacher 

Training 

in 

Primary 

School 

 

n 49 39 22 24 41 33 43 251 

%  19.5 15.5 8.8 9.4 16.3 13.1 17.1 100 

Age  
 

Between 

20-24 

25 and above       

n 229 21      250 

%  91,6 8,4      100 

 

Data collection instruments 

The data of the research were collected with three scales: 20-Item Toronto Alexithymia Scale 

(TAS-20) (Bagby, Parker, and Taylor, 1994), which aims to measure alexithymia levels of individuals; 

Cognitive Avoidance Scale (Gosselin et al., 2002) which aims to determine the cognitive avoidance 

strategies that individuals use and Intolerance of Uncertainty Scale (Freeston et al., 1994) which aims 
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to discover emotional, cognitive, and behavioral reactions to ambiguous situations, implications of 

being uncertain, and attempts to control the future. 

20-Item Toronto alexithymia scale (TAS-20) 

TAS-20 which is evaluated in a 5-point Likert type was developed by Bagby et al. (1994). 

Bagby and colleagues conducted scale development study with two sample groups such as university 

students and out-patients. For the university student group, they found that the chi-square goodness-of-

fit was significant [x
2 
(167. N = 401) =502.85, p < 0.0011]. In addition, the GFI (0.886), AGFI (0.856) 

and RMS (0.069) met the criteria. 

According to internal consistency (r=0.81) and test-retest reliability results (r=0.77) (Bagby et 

al., 1994), it can be said that the scale is reliable. In addition, factor analysis results revealed that the 

scale has three factors that explained for 31.0% of the total variance. Three factors are (i) difficulty 

identifying feelings, (ii) difficulty describing feelings and (iii) externally-oriented thinking (Bagby et 

al., 1994).  

TAS-20 was adapted to Turkish by Güleç et al. (2014). The Turkish TAS-20 has three factors, 

as well. It was found that the Cronbach alpha for the Turkish version of TAS-20 was 0.78.  

Cognitive avoidance scale 

Cognitive Avoidance Scale was developed by Gosselin et al. (2002) which aims to determine 

the cognitive avoidance strategies that individuals use.  The 5-point Likert scale was arranged to 

include twenty five (25) items, and based on the confirmatory factor analysis, the five factors – 

namely, (i) suppression, (ii) substitution, (iii) distraction, (iv) avoidance, (v) transformation– were as 

follows: 

i. Suppression: cognitive effort to avoid a disturbing thought. 

ii. Substitution: to replace a disturbing thought with a pleasing or with less disturbing 

ones. 

iii. Distraction: actions to avoid disturbing thoughts. 

iv. Avoidance: avoidance of stimuli (situation, person, action, place, object, etc.) 

triggering disturbing thoughts. 

v. Transformation: replace the thoughts of the threatening images with an inner 

conversation. 

Akyay (2016) adapted the scale to Turkish. The Cronbach alpha for the total scale was 0.81, 

and for the five subscales were between 0.71 and 0.90. Akyay (2016) also showed that test-retest 

reliability (r=.81) within four weeks. In order to determine the construct validity of the scale 

exploratory factor analysis was conducted and five factors that constitute the original scale were 

observed to remain under the factors of the adapted scale. 

Intolerance of uncertainty scale 

Freeston et al. (1994) developed Intolerance of Uncertainty Scale in French version to assess 

emotional, cognitive and behavioral reactions to ambiguous situations, implications of being uncertain, 

and attempts to control the future. For the French version of the scale, internal consistency for the 

retained items was high (.91). According to exploratory factor analysis, 27-item Intolerance of 

Uncertainty scale has five factors and explain 76% of the total variance. Factors of the scales are (i) 
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uncertainty is unacceptable and should be avoided, (ii) being uncertain reflects badly on a person, (iii) 

frustration related to uncertainty, (iv) uncertainty causes stress, (v) uncertainty prevents action. 

Buhr and Dugas (2002) adapted the scale in English. According to the analysis, the internal 

consistency of the scale was excellent (=.94) and test-retest reliability coefficient was r=.74. As a 

result of the factor analysis, four factors were obtained such as (i) uncertainty leads to the inability to 

act, (ii) uncertainty is stressful and upsetting, (iii) unexpected events are negative and should be 

avoided and (iv) being uncertain about the future is unfair. 

The English version of the scale was adapted to Turkish by Sarı and Dağ (2009). Exploratory 

factor analysis was conducted for the factor analysis. Since the fifth factor consisted of one item, it 

was decided to remove it from the scale. Therefore in 26-item final version of the scale there are four 

factors and this factor structure explained the total variance of 51%.  According to the results, test-

retest reliability was r=.66. The factors for Turkish version of the scale were (i) uncertainty is stressful 

and upsetting, (ii) negative self-assessment about uncertainty, (iii) disturbing thoughts about the 

uncertainty of future, (iv) uncertainty keeps someone from acting.   

Data Collecting 

Researchers created the electronic link via Google Forms. The link includes information about 

the purpose of the research, brief information about the researchers, the statement that data will not be 

shared with third parties and will be used only for the purposes of the study, instructions about data 

collection tools and procedures. Researchers visited the students’ classrooms and gave information 

about the research and shared the link with the students who volunteered to participate in the study. 

Students filled the form via their cell phones. It took approximately 15 minutes.   

Data analysis 

SPSS 22 Software Package was used for the analyses of the data. Pearson product-moment 

correlation coefficient analysis was done to determine the correlation between intolerance of 

uncertainty, cognitive avoidance and alexithymia. Later, multiple regression analysis was conducted to 

determine to what extent cognitive avoidance and intolerance of uncertainty predict alexithymia. The 

data were prepared for multiple regression analysis firstly by examining checking kurtosis and 

skewness values and Kolmogorov-Smirnov test which examines single variable normality. The results 

of the tests showed that the data displayed a normal distribution. The presence of multiple correlation 

problems among independent variables is examined through variance inflation factor (VIF), and 

tolerance values. According to Palant (2011) there is not a multiple correlation problem if tolerance 

values are higher than .10 and VIF values are lower than 10. The results of the analysis showed that 

VIF and tolerance values of the variables met the required conditions. In addition, correlation 

coefficient among variables range between .365 and .553 (p<.000). Because of the fact that these 

values are lower than .90, multi collinearity problem does not exist (Palant, 2011). According to these 

conclusions, necessary assumptions were considered to be fulfilled and multiple regression analysis 

was conducted with 254 pieces of data. 

FINDINGS 

Pearson product-moment correlation coefficient analysis was done to determine the 

correlation between intolerance of uncertainty, cognitive avoidance and alexithymia. The results of the 

analysis and descriptive statistics were displayed in Table 2. According to the correlation coefficients 

results, there are positive relationship between alexithymia and intolerance of uncertainty (r=.565, 

p<.000) as well as between alexithymia and cognitive avoidance (r=.420, p<.000). In addition, it was 

found that there is a positive relationship between intolerance of uncertainty and cognitive avoidance 

(r=.553, p<.000). 
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Table 2. The correlational matrix intolerance of uncertainty, cognitive avoidance and 

alexithymia  

Variables M SD 1 2 3 

1.Toronto Alexithymia Scale 59.58 9.76 -   

2.Intolerance of Uncertainty Scale 78.29 21.58 .365* -  

3.Cognitive Avoidance Scale 71.18 20.97 .420* .553* - 

n=254, *p<.000 

 

In order to determine to what extent intolerance of uncertainty and cognitive avoidance predict 

alexithymia, multiple linear regression analysis was applied, and the results were presented in Table 3 

below. 

Table 3. Multiple linear regression analysis results regarding the prediction of alexithymia 

Variables B SE β t p Zero order r Partial r 

Constant 42.391 2.266  18.711 .000   

Intolerance of uncertainty .087 .031 .191 2.828 .005 .365 .176 

Cognitive avoidance .146 .032 .314 4.643 .000 .420 .281 

R=.449; R
2
=.202; F(2, 251)=31.736; p<.00 

 

As seen in Table 3, multiple regression analysis results showed that intolerance of uncertainty 

and cognitive avoidance predicted alexithymia (p<.00). Intolerance of uncertainty and cognitive 

avoidance explain 20% of total variance for alexithymia. According to the standardized regression 

coefficient (β), the relative order of importance of independent variables on alexithymia is as follows: 

cognitive avoidance (.314) and intolerance of uncertainty (.191). 

DISCUSSION 

The challenge in appointment of teachers is one of the most discussed issues in the public in 

recent years. This situation creates anxiety in teachers both who are waiting for the graduation from 

the faculties of education and who are about to graduate. In people exposed to uncertainty, uncertainty 

leads to the emergence of intolerance and this leads to disruption in many systems from cognitive 

structure to emotion-state (Boswell et al., 2013; Hong & Cheung, 2015) and alexithymia (Abbate-

Daga, Quaranta, Marzola, Amianto, and Fassino, 2015; Berrocal, Pennato, and Bernini, 2009; Yıldız 

& Güllü, 2019). Therefore, the aim of this study is to examine to what extent teacher candidates’ 

intolerance of uncertainty and cognitive avoidance predict alexithymia.   

According to the results, it was observed that intolerance to uncertainty and cognitive 

avoidance significantly predicted alexithymia. The intolerance to uncertainty and cognitive avoidance 

together explain 20% of the total variance in alexithymia. As intolerance to uncertainty and cognitive 

avoidance increased, alexithymia levels also increased. These results show that teacher candidates’ 

intolerance to uncertainty and cognitive avoidance cause them to experience alexithymia. According 

to the results, there is a significant and positive relationship between intolerance to uncertainty and 

alexithymia. People who experience intolerance of uncertainty tend to focus on the negative aspects of 

each event (Dugas et al., 2004), and people with a high level of intolerance of uncertainty become a 

pessimistic personality. Information processing processes of pessimistic people are impaired and 

anxiety disorders and depression-like disorders are higher (Chang & Farrehi, 2001). Intolerance to 

uncertainty is related with anxiety and general anxiety disorders (Dugas et al., 1998; Holaway et al., 

2006; Grenier et al., 2005), cognitive avoidance (Bottesi et al., 2016), and alexithymia (Abbate-Daga, 

Quaranta, Marzola, Amianto, and Fassino, 2015; Berrocal et al., 2009; Yıldız & Güllü, 2019). It is 

known that intolerance of uncertainty and alexithymia makes it difficult for people to deal with the 

problems they experience emotionally because of their negative impact on their social and emotional 

information processing skills (Abbate-Daga et al., 2015). 

In addition, it is found that there is a significant positive relationship between cognitive 

avoidance and alexithymia. This result is supported by the literature as well (Barlow, 2000; Gross & 
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John, 2003; John & Gross, 2004). As people are admitting that problems will never be solved, the 

conditions will never change, and giving up struggling, their alexithymia level arisen which means that 

they can experience difficulty in interpreting their emotions.   

Limitations and Directions for Future Research 

Though the results of this research provide essential findings for related literature there are 

some limitations which can be considered for future research. The first limitation is that nearly 70% of 

the participants are females. Due to the fact that intolerance of uncertainty and cognitive avoidance 

level can be changed according to gender, similar research can be designed on a sample which 

includes equally male and female participants. Another limitation is that the intolerance of uncertainty 

predicts alexithymia at a low level. Therefore, similar researches can be conducted with different 

variables such as anxiety disorders, pessimism, self-compassion and etc. on similar sample group. 

Lastly, qualitative researches can be conducted on teacher candidates to provide deep information 

about intolerance of uncertainty, cognitive avoidance, alexithymia and the relationship between these 

variables.     

Alexithymic individuals experience significant failures in recognizing and expressing their 

emotions, in adapting and coping, and in their cognitive capacity. Therefore, cognitive methods and 

techniques are useful in increasing emotional awareness of alexithymic individuals, decreasing their 

instinctual tension, cognitive distortions related to emotions, and recognizing and changing automatic 

thoughts. In terms of cognitive therapy, reflective thinking, verbal communication, sharing emotions 

with others, daydreaming and playing games can be used. Cognitive methods and techniques help the 

alexithymic individual to recognize the alexithymic mindset. Thus, individuals with alexithymia learn 

to distinguish their feelings and thoughts. Having this also facilitates the verbal expression of emotions 

and self-expression (Koçak, 2002). In addition to the cognitive approach, behavioral approach 

(Sifneos, 1996), psychodrama and gestalt approach, self-relaxation training and attachment therapy, 

biofeedback are also recommended in eliminating alexithymic features (Cameron, Ogrodniczuk, and 

Hadjipavlou, 2014; Koçak, 2002). In this context, practitioners working on alexithymia can use these 

approaches and techniques to reduce individuals’ alexithymia levels.  
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INTRODUCTION 

The rise in the importance of practical skills in mathematics education has not only provided 

opportunities to set contextual relationships but also encouraged interdisciplinary studies (Blum, 

2002). In this manner, the process skills in learning and teaching of mathematics has become a 

meaningful part of mathematics, which supports the idea that mathematics is a tool that can be used in 

real life. Moreover, this helps students develop positive attitudes toward mathematics (McCrone & 

Dossey, 2007). One of the areas with which mathematics is intensely related is finance (Lusardi, 

2012). In addition to creating macroeconomic indicators, mathematics plays an important role in the 

basic financial behaviors and decisions of individuals (Lusardi, 2015). Mathematical operations and 

concepts (equations, functions, models, representations, etc.) are used as tools in financial studies 

(Lusardi, 2012). Looking at this situation from the field of education, it can be observed that 

mathematics education is a productive field for the development of individuals’ financial skills. 

Moreover, financial contexts extend the practical area of mathematics education (Ozkale, 2018).  

It is thought that this interaction between mathematical and financial fields can be examined in 

the field of education from the perspective of literacy. Briefly, the concept of literacy states that 

individuals exhibit their knowledge and skills in real-life situations. It is a popular research area with 

many sub-fields, which include mathematical and financial literacies (OECD, 2016a). The concept of 

mathematical literacy (ML), which emphasizes the in-depth analysis of mathematical knowledge and 

skills in particular situations, is an important area in mathematics teaching and has a close relationship 

with other literacy types with its practical structure (OECD, 2016a). In this context, addressing 

financial literacy (FL) in mathematics teaching opens up a wide area for mathematics literacy, and it is 

also valuable for the integration of FL as a 21st-century skill into the education system (Lusardi, 

2015). FL is a new discipline for mathematics education. In this respect, the creation of a model that 

demonstrates the relationships between FL and ML can serve as a guide for both document creation 

and document analysis in both the areas. The aim of this study was to design a conceptual framework 

that deals with both the concepts of mathematical and financial literacies. For this purpose, related 

studies including conceptual approaches and the Program for International Student Assessment (PISA) 

documents considering the fields were examined. Inspired by all the documents, the Interaction Model 

of Mathematical and Financial Literacies (IMMFL) has been developed. The focal point of the model 

is not individual skills but the dimensions of this interaction that should be considered in the 

organization or analysis of an educational or an instructional document (tasks, applications, 

curriculums, etc.). In this respect, this study was expected to guide further studies which consider this 

interaction in both the areas. 

In this paper, in order to better indicate the organization of the model and the need in the field, 

first, we provide information about the concepts of mathematical and financial literacies and their 

theoretical frameworks. Then, we demonstrate their reflections in the area of education and how they 

are handled in PISA. Furthermore, we detail the framework of the model, as well as its visual 

meaning, dimensions, components, subcomponents and the relationships between them. 

AN OVERVIEW ON MATHEMATICAL AND FINANCIAL LITERACIES 

Mathematical literacy 

The main factor that has triggered mathematical development from the past to the present is 

the search for solutions to the problems people face in life. The reason why mathematics education is 

in schools is that mathematical knowledge and skills can be used in real life. ML is about being able to 

use mathematics in real-life situations effectively and meaningfully (Jablonka, 2003). ML emphasizes 

the skills of mathematical understanding, reasoning (Kilpatrick, 2001) and thinking with mathematical 

notation (OECD, 2016a) in real-life situations. On the other hand, it is valuable for ML that the 

contribution of mathematics to the development of the civilization (McCrone & Dossey, 2007) as well 

as an important discipline are understood (OECD, 2016a). ML, which touches different aspects of 

mathematics education, is a valuable research topic in this field (Julie, 2006). Van de Walle, Karp and 
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William (2007) summarize ML as understanding mathematics, doing mathematics and being 

interested in mathematics. In this context, to mathematize a problem, represent it mathematically, 

produce different solutions and choose the most appropriate of them, as well as use communication 

skills in doing mathematics can be evaluated in ML. 

Although the theoretical explanations regarding a concept give an idea of this concept, a 

model that sets out the framework of this concept facilitates its understanding with visuals. One of 

these frameworks developed for the ML is Pugalee’s ML model, which uses two concentric circles to 

depict the components of ML (Pugalee, 1999). The model is shown in Figure 1. 

 

Figure 1. Model of mathematical literacy of Pugalee (Pugalee, 1999) 

According to the model, the larger circle represents the processes of ML, and the inner circle 

is the factors that affect these processes. According to Pugalee (1999), these two concentric circles 

depict the interrelatedness of the enablers and processes in the evolution of ML. Additionally, the 

interaction of these two circles enables the development of ML.  

Representing refers to the transformation of problem cases into mathematical forms (models, 

visuals, notations, etc.). Manipulating refers to the calculations and algorithms necessary for 

identifying the solutions to the problems. Reasoning describes how mathematical ideas and operations 

are supported by arguments and require the questioning of mathematical models and solutions and 

relating them with mathematical concepts. Problem-solving is the main reason for dealing with 

mathematics. Knowledge and skills in problem-solving are recruited from a mathematical perspective. 

Problem-solving is not a result but a mathematical process. Technology can be used for explanations, 

representations, demonstrations, calculations in the processes of ML. In the problem-solving process, 

effective communication skills are required for explanations and thoughts of the individual. For this 

process to be carried out correctly, it is necessary to be interested in and have positive attitudes 

towards mathematics and consider it a necessary tool for the solution of real-life problems.  

Kilpatrick (2001), who has conducted many studies in this field, grounds ML on five basic 

principles: (1) Conceptual understanding refers to the meaning of knowledge and relates knowledge to 

mathematical concepts and having adaptable skills to new situations (Skemp, 1978). (2) Procedural 

fluency describes realizing the mathematical operations necessary for the solution of the problem. (3) 

Strategic competence refers to selecting the most appropriate solution among many. (4) Adaptive 

reasoning refers to the questioning of the logical thinking on which solutions are based in order to 

support and explain it with different mathematical arguments. (5) Productive reasoning refers to the 

emergence of conceptual relationships in mathematical thinking and questioning in order to create 

more than solutions and transfer the processes to other situations (Julie, 2006; Kilpatrick, 2001; 

Pugalee, 1999). 

Mathematics is a science that is related to many areas of life. Accordingly, ML prepares the 

grounds for individuals who handle deep mathematical thinking in the problem-solving processes 

related to many real-life situations (Papanastasiou & Ferdig, 2006; Pugalee, 1999). Nowadays, many 

problems faced by individuals in daily life are also closely related to the financial area. In this context, 
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FL, which is a basic concept in this study and in which mathematics has intense interaction, will be 

explained below in brief. 

Financial literacy  

Everyone has to balance their needs and desires according to their income and assets. From 

this perspective, in the financial circle, there are jobs to earn money, investments and savings that 

constitute their assets, and outgoings related to their desires and needs. In this balancing, economic 

circumstances such as borrowing, risking and gaining may occur. Accordingly, the process of the 

financial decision-making of an individual is an important part of real life. Moreover, gaining proper 

financial behaviors is seen as a literacy skill. FL is about being able to use knowledge and skills to 

make proper financial decisions with confidence (Lusardi & Mitchell, 2011). Within the framework of 

these explanations, FL is recognized as a 21st Century skill (Lusardi, 2015). 

It can be stated that the concept of FL has four basic dimensions. These are financial 

knowledge, skills, behaviors and affecting factors (Lusardi, 2012; Ozkale, 2018). These four 

dimensions have complex relationships and affect each other. In describing financial knowledge, the 

realities of the financial world, basic financial concepts, risk and reward situations, as well as 

mathematical knowledge, can be mentioned (Lusardi, 2012; Shim et al, 2010). Similar to ML, to 

describe financial skills, numeracy, financial reasoning, problem-solving, communicating, and using 

technology can be expressed (OECD, 2014). Furthermore, the dimension of financial behavior 

includes optimum opportunity, financial management and planning, as well as getting proper advice 

and providing financial assurance and security (Financial Literacy and Education Commission 

[FLEC], 2016 ). While the individuals indicate their literacy skills in the financial field, there are 

several factors that direct them. These include the individual’s perceptions and emotional factors as 

well as their social environments such as family, peers and the media (Jorgensen & Savla, 2010; Shim 

et al. 2010). 

FL is essential competency for all the individuals and can be used to make important decisions 

in all the steps in life. FL skills can guide proper financial behaviors in many situations such as when a 

child saves their pocket money for a bicycle, a teenager plans their spending on education or marriage, 

and an adult increases their savings to prepare for retirement. 

Reflections of financial literacy in education 

People’s level of FL affects the society as well. For this reason, FL is involved in educational 

policies. One of the clearest examples of this is that it is one of the topics discussed at the summits of 

the Group of Twenty (G20) (OECD, 2017). It has been seen that everyone needs FL regardless of their 

country, age, gender and occupation. However, the FL ratio is not high around the world (Orton, 2007; 

Klapper, Lusardi and Van Oudheusden, 2014; Lusardi & Mitchell, 2011; OECD, 2014). A number of 

countries in the Organization for Economic Co-operation and Development (OECD) have recognized 

this need and taken initiatives to ensure that their citizens, especially children and adolescents, receive 

education regarding FL (Ontario, 2010). In addition, some organizations, especially OECD, conduct 

researches to measure and improve the FL status of individuals and communities (Atkinson & Messy, 

2012; Lusardi, 2012; Lusardi & Mitchell, 2011). Financial literacy education (FLE) can be seen as an 

auto-control mechanism for a sustainable and healthy financial system in the society. The fact that 

school-age students tend to develop and learn and that their behaviors become more evident at these 

ages have triggered the integration of FLE into their curriculum and other teaching environments 

(Frisancho, 2019). The initiatives of the integration of FL into the education systems have been taken 

in many countries such as Australia, Brazil, Canada, New Zealand, Singapore, South Africa, the 

Netherlands, the United States and the United Kingdom. (Aprea et al., 2016; Ontario, 2010; 

Worhington, 2004).  

There are two approaches for FLE initiatives. The first is designing a separate FL course 

(California Department of Education, 2015; Frühauf & Retzmann, 2016). The second is the integration 
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of FL into related courses such as mathematics. This integration requires the analysis of both the fields 

in detail in terms of theoretical and practical. In the process of designing these initiatives in particular, 

it can be observed that an intensive content preparation phase has been used (Ontario, 2010). It can 

also be observed that these initiatives extend to time, literature reviews, and analysis of the current 

status, pilot implementations, and many studies in related disciplines. Moreover, many resources and 

material support has been provided to stakeholders. Additionally, the developments of students have 

been monitored (OECD, 2014; Ontario, 2010).  

Mathematical and financial literacies in PISA  

PISA, an international test that measures the basic literacy skills of students around the age of 

15, measures how ready the students are for life (OECD, 2016a). PISA exams, as well as ML, are 

presented for the students’ reading and science literacies. Notably, for the PISA exam held in 2012, FL 

skills were included in the program (OECD, 2014). What is essential to PISA is not knowledge but 

literacy. The fact that different qualifications are involved in it shows that PISA is not an ordinary 

qualification exam. PISA aims to determine if individuals have the compact skills that are necessary in 

today’s world. Furthermore, the PISA exams consider the abilities to understand and interpret 

knowledge in real-life problems, not curriculums of countries. Accordingly, PISA is a reference for 

countries’ educational policies and curricula.  

In PISA, problem situations for literacy skills are handled in three dimensions: context (which 

is the grounds for the problem), content (which selects the concepts) and processes (which indicates 

the students’ problem-solving skills). Under this common structure, there are different components for 

each literacy type. The structure of both ML and FL in PISA are described below. 

The framework of mathematical literacy in PISA 

The PISA questions are presented in a real-life problems. For this purpose, questions are 

organized based on a context. In the context, specific contents are enabled that the student can use. 

Then, the students are asked to complete certain processes. For example, a question about price 

options can be organized through the story of being a member of a gym (OECD, 2016b). In this 

example, the pricing can have an algebraic structure. Accordingly, in the question, a mathematical 

principle of change and relationship develops. In order to find out which is the most advantageous 

membership option, the student may be asked to determine the algebraic or graphical modelling, 

perform mathematical reasoning or estimate and calculate the results. The structures of ML conducted 

in PISA, including the dimensions of content, context and process, are shown in Figure 2. 

 

Figure 2. The framework of mathematical literacy in PISA (OECD, 2016a) 

 

The content dimension specified in ML provides a framework for mathematical concepts: 

quantities (numbers and operations), change and relationships (algebraic structures), space and shapes 

(geometric concepts), uncertainty and data (mathematical concepts and topics about probability and 

statistics). In the dimension of context in the ML domain of PISA, environments in which a person 

performs their tasks in real life are considered. With this distinction, individual, occupational and 

scientific activities and problems in social life of a person are taken as a basis. Furthermore, in the 

dimension of process, explanations about mathematical skills are preferred. These abilities can be 
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summarized as understanding the meaning of the problem, developing strategies for solutions, using 

mathematical language (including mathematical notations) and using necessary tools.  

The framework of financial literacy in PISA 

The OECD (2016b) states that social permeability has increased and that families and 

individuals who are forced to establish new order due to immigration or other situations should 

consider their financial circumstances, which also affects the social order (Nam, Lee, Huang & Kim, 

2015; OECD, 2016b). For this reason, OECD has pioneered FLE initiatives since the early 2000s and 

added FL as a separate domain to PISA examinations. The main purpose of the FL domain of PISA is 

to measure the ability of 15-year-old students, which will increase their financial responsibility as well 

as the understanding of financial concepts and financial situations in different areas such as home, 

work, school and social life (OECD, 2016b). The framework of FL domain in PISA is shown in detail 

in Figure 3. 

 

Figure 3. The framework of financial literacy in PISA (OECD, 2016b) 

 

In the content of the FL domain in PISA, the concepts of monetary transactions, financial 

management and planning, risk and reward as well as financial landscape have been remarked upon. 

The components in the dimension of content are formed nested financial situations. For example, in 

the context of travelling to a different country, different tasks are asked in the components of content, 

such as exchange money (money and transactions), spreading of expenditures (financial management 

and planning) and understanding the value scales of money (financial landscape) (OECD, 2014). In 

the dimension of context, similar to other literacy types, different environments in which the person is 

located are indicated. In the dimension of process, the meaning of financial concepts, data analysis, 

and evaluation of financial situations and use of obtained information are expressed. 

TOWARD AN INTERACTION MODEL 

OECD (2014) stated that ML is a prerequisite for FL. However, in the 2015 report, the 

relationship between ML and FL was discussed in terms of content, and it was stated that the two 

literacy intersected only in the arithmetic field (OECD, 2016b). However, considering the conceptual 

grounds and criteria of competency, it is seen that there is a wide set of interactions between ML and 

FL (Cole, Paulson, Shastry, 2014; Jayaraman, Jambunathan, & Counselman, 2018). From this point of 

view, we are of the view that this set of interaction can be handled in two aspects. First, the abilities of 

both ML and FL are similar and in support of each other. Processes such as reasoning, problem-

solving, effective communication, and using technology are the abilities discussed in both the literacy 

areas (Lusardi, 2015; OECD, 2016a; Pugalee, 1999). Second, the relationships in the conceptual 

grounds of FL and ML are intense and complex (Dituri, Davidson, Marley-Payne, 2019). The two 

have many common concepts, processes and skills. Mathematical knowledge and skills are needed in 

many financial situations such as interest transactions, budgeting, exchange money, rental options, 

evaluating investments, estimating prices, pension processes and conscious shopping. For example, in 

order for a person to regulate and pay their taxes, they have to first make and balance their budget 

accordingly. For this process, the concept of percentage may be used intensively. Furthermore, many 

processes such as presenting data, estimating of budget balance and reasoning for payment options 

may be benefited by this. 

Besides, it has been stated that FLE and mathematical literacy support each other and 

contribute to each other’s conceptual development (Ontario, 2011; Sole, 2017). FL skills have been 

integrated into the mathematics curricula of many countries, including Canada (Ontario), Singapore, 
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and the United States (California). This integration requires both expertise in these areas and 

pedagogical perspectives. Therefore, reflecting this interaction into the curriculum, conceptual 

relationships and common skills should be done properly (Ontario, 2010). 

It can be stated that in PISA, the content and context components of the dimensions of both 

the domains do not have much similarity, and both the domains focus on their fields. However, in real-

life problems, many financial contexts can be designed, which are the basis of mathematical content 

and processes. On the other hand, PISA demonstrates similar skills in the dimension of the process of 

both the domains. First, it can be said that common processes such as meaning problems and thinking 

deeply, producing reasonable solutions, evaluating results and expressing thoughts get remarked upon 

in both the domains. In this study, after considering the literature of both literacies and their structures 

in PISA, we wished to design a common model for the interaction between them. The three 

dimensions of content, process and context are similar in the domains of PISA. Therefore, the 

components of the dimensions of the new model were organized with the perspective of FL, using the 

FL framework and mathematical contents and processes. 

Financial context 

The main idea in the generation of IMMFL is to deal with the mathematical knowledge and 

skills which can be evaluated within the framework of FL. Therefore, we focused only on financial 

contexts. In PISA, the dimensions of the context of both the domains address different roles of 

individuals in real life around their areas. In ML, the personal, occupational and societal contexts are 

stated (OECD, 2016b). Similarly, FL uses the components of education and work, home and family as 

well as individual and societal context (OECD, 2016b). Considering that these components are noted 

similarly, it can be said that the contexts are formed based on the different roles of individuals in real-

life situations. In designing the dimension of context of IMMFL, it is thought to limit the dimension 

with financial situations. The components of the dimension of financial context are based on the FL 

literature. 

It is thought that the method, which is based on roles of people in PISA, may cause confusion 

because a concept may be used in more than one role. Therefore, in the designing of financial 

contexts, the intensity of the contexts in the FL literature and the framework of the top contexts which 

provides integrant role are more effective. In addition, the reports of some countries or states, which 

integrate FL into mathematics education, are also considered for the financial contexts. The notions 

determined from the resources are shown in Figure 4. 
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Figure 4. The resources for the components of the dimension of financial context 

 

The components discussed in Figure 4 are financial notions and cases in the general literature. 

The resources are studies which discuss the definition and framework of FL as a concept and present 

ideas and data regarding FLE. In this context, the components of investing and saving and financial 

management and planning exist in the all sources. Besides, income (salary), interest, credit and 

retirement are key concepts in all the sources. The components of the financial contexts can be used 

together to explain the same financial situations. For example, the purchase of a computer is a 

spending situation, but it may also necessitate looking at financial management and plans to check the 

budget. 

The frameworks regarding the contexts in the literature reveal four main components of the 

dimension of financial context of IMMFL. These are (1) earning, (2) investing and saving, (3) 

spending and (4) financial management and planning. These components have a wider representation 

of the contextual notions in the literature. They also represent the financial experiences that 

individuals face in their financial processes. 

Furthermore, the notions can be evaluated under more than one component of the dimension. 

For example, the concept of interest may be considered in the components of investing and saving, 

spending as well as financial management and planning. In the case of buying a home, if the interest 

rate of the loan is mentioned, it can be mentioned in the component of financial management and 

planning, after considering the payment process of the loan. Similarly, the concept of interest, which is 

used to evaluate existing savings in the bank, can be mentioned in the component of investing and 

saving. Accordingly, it can be said that the notions mentioned in the components are not stable. 

Content 

The dimension of mathematical content mentioned in PISA consists of four components, 

which are also considered in ML studies (Van de Walle, Karp, & Williams, 2007; OECD, 2016a). 

These components are included in IMMFL as well. However, the component of financial content is 

added in the dimension. Many financial concepts may be placed in mathematical contents. For 

example, the concept of interest may be placed in the component of change and relationships or the 

concept of the percentage may be placed in the component of quantity. However, in order to be aware 

of financial matters such as banking transactions, financial institutions and credit ratings, some 

specific financial concepts cannot be related to mathematical concepts. Therefore, the component of 

financial content is added to the dimension of content. 

Processes 

In the processes of the domains of FL presented in PISA, Bloom’s taxonomy is taken into 

consideration and the steps of understanding, analyzing, evaluating and applying are placed in a non-

hierarchical order (OECD, 2016b). ML processes in PISA follow the skills which focus on using 
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mathematical concepts in different contexts. Therefore, while the financial circle is considered more in 

terms of the contexts in the interaction between both the literacy types, mathematical processes are 

considered more in terms of the dimension of processes. This indicates that the components of the 

dimension of processes of IMMFL are similar to ML processes (Pugalee, 1999). In the process skills 

of IMMFL, how to approach a problem situation is considered. Accordingly, in a financial situation, 

the skills of meaning (thinking), decision-making and acting (applying) can be considered (OECD, 

2016b). IMMFL has process skills which are appropriate for this sequence. In the process, 

mathematical knowledge and skills, as well as financial environment and situations, are taken into 

account. It would be wrong to consider only the financial or the mathematical process. These 

processes are composed using financial and mathematical literacies studies, the framework of PISA 

and the mathematics education literature. 

THE INTERACTION MODEL OF MATHEMATICAL AND FINANCIAL 

LITERACIES (IMMFL) 

In this study, the basic knowledge, skills and dynamics of both the fields were considered. 

IMMFL includes the relationships of the circle and explains its editing. IMMFL looks like the shape 

of an enzyme structure. The model of IMMFL is shown in Figure 6. Accordingly, the contents and 

financial contexts are integrated with the processes with the intention to reveal the proper behaviors. 

Financial context 

In the dimension of the financial context, different behaviors of individuals are considered 

which, unlike PISA, do not edit the context as locations where people are in. In this section, the 

explanations of the dimensions of IMMFL are provided and their positions in the model are 

determined. 

Earning In the literature, considering the context of earning, working, income (salary), 

financial support, scholarship, part-time working, overtime and legacy are mentioned. A person must 

work to earn permanent income. According to the agreement of the work, overtime pay, payment by 

work hours or a bonus system may be used. Except them, a person may be supported financially by 

their family or someone else. In addition, legacies from the family are also considered as an income 

(Aprea et al., 2016; Lusardi, 2015). The profit individuals make from investment items are also 

considered as earnings. 

 

Figure 5. The interaction model of mathematical and financial literacies (IMMFL) 
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Investing and saving Individuals may save a certain amount of their earnings for other 

expenditures or investments. The use of a money box from an early age is one of the important marks 

in FL, and piggy bank is one of the symbols in this field. The habit of moneybox can contribute to the 

balancing of individuals’ expenditures and their saving. Regarding investment items, individuals may 

wish to evaluate their savings as deposits, foreign currency, precious metals, real estate, stock 

exchange, bonds, trade or any other field and provide additional earnings. 

Spending Individuals spend money to satisfy their needs. In the circle of spending, daily 

needs such as food and clothing, periodical needs such as holidays and long-term needs such as house 

or vehicle can be expressed. On the other hand, it is also important to determine whether the wishes of 

the individuals are needs. In today’s world, expenditures go beyond people’s earnings. For this reason, 

the usage of credit and credit card is common. In this manner, individuals can divide and delay their 

payments. However, this situation leads them to get used to using money easily and fasten the 

borrowings. 

Financial management and planning Considering financial situations, financial 

management and planning is a requirement for the balance of earning-spending-savings and investing. 

Accordingly, the outgoings must be determined according to the income. Some aspects of the 

component of financial management and planning are selecting the right financial options, saving 

money for proper investments and preparing for the expected and unexpected situations such as 

education, unemployment, accident, retirement and the future. 

Content 

Mathematical contents 

-Quantity Numbers, operations, and clusters are considered in the component of quantity. 

-Change and relationships Proportion relations, algebra and patterns, functions, equations, 

series and sequences are considered in the component of change and relationships. 

-Space and shape Geometry and all the measurements are considered in the component of 

space and shape. 

-Uncertainty and data Possibility, statistics, analyses and management of data are considered 

in the component of uncertainty and data 

Financial content The component consists of some financial situations that are not interested 

in mathematics, such as the usage of credit and credit card, credit rating and banking transactions. 

First, the specific financial situations in the financial context need to be defined. Therefore, students 

should also be provided with financial contents to make sense of the financial contexts. Looking at 

IMMFL from the perspective of mathematics education, it can be said that it, although possibly 

smaller than the mathematical contents, is needed. Particularly, the contents included in the FL domain 

of PISA regarding financial management and financial landscape can be considered in this component. 

Processes 

In the organization of the components of the processes of IMMFL, the FL perspective 

provides a new meaning to the definitions of the components. However, some components seem to be 

close to each other, and their differences and main points are noticeable in their definitions. 

Identifying financial situation As regards the organization of the dimensions of IMMFL, the 

financial situation first needs to be understood in order to run mathematical skills in the financial 

contexts. The spectrum of financial concepts is broad and complex. In order to make sense of a 

specific financial problem, it is necessary to figure out the situation before interpreting it 
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mathematically. For this, financial concepts are discussed rather than mathematical concepts and 

skills. For example, in a problem created in the context of house loan, the sub-concepts and 

information such as credit, interest, compound interest, payment schedule, and delay should be 

organized. Moreover, before the process of calculating the compound interest mathematically, it is 

necessary to make sense of the concepts such as principal (capital), interest and monthly payment. 

Reasoning Understanding the differences of the processes is important to figure out the 

organization of IMMFL. However, the scope of the skills in the process of reasoning makes this 

difficult. Reasoning skills are seen in all the processes of thinking, decision-making and acting. 

Reasoning is the mathematical meaning of a situation and the handling of objects and thoughts with 

mathematical notations (Schoenfeld, 1992). Reasoning includes mathematical processes such as 

relating, comparing, evaluating, proving and conceptual as well as procedural understandings. In the 

setting of reasoning skills, the use of these processes in the financial area are considered. Moreover, 

the kind of reasoning in the literature (Russel, 1999; NCTM, 2000; English, 1997; Van de Walle, 

Karp, & Williams, 2007; Martin & Kasmer, 2009) and processes of PISA are handled in IMMFL as 

sub-components (OECD, 2016a). 

-Relating In general it refers to connecting new knowledge with existing schemes (Piaget & 

Ebrary, 2002). In IMMFL, relating refers to connecting the conceptual and procedural schemes created 

for the existing mathematical concepts to financial concepts and situations, and they are put together 

for the solution. The relationship between compound interest and the concept of exponential function 

can be given as an example. The compound interest calculations are within an exponential function 

structure. In the calculation of the compound interest, the increase of the total amount is not linear due 

to the exponential function structure. The scheme of students about the exponential functions can be 

useful for the compound interest calculations. This scheme can be a stimulus for revealing the features 

of compound interest. The structure of function  is similar the function . The 

elements of the compound interest calculation, n: time, r: the rate, P: principal and S: amount, can be 

related to the logic of the basic exponential. 

-Comparing It is the evaluation of several situations, such as two similar or more options with 

their positive and negative aspects. Many examples can be given to explain this, such as the 

comparison of two cars with different criteria and the economic comparison of monthly and annual 

subscriptions. Comparing is a type of reasoning used commonly in financial situations. In order to 

choose the optimal one, the existing options must be compared. The criteria or aspects which are used 

in the comparison should be determined. For example, when deciding which investment item to 

choose, different criteria such as profit margin, reliability, risk-reward situations and continuity can be 

determined. 

-Evaluating This refers to deciding on a situation. As an example, in order to decide the limit 

of a credit card, many details such as the amount of monthly spending, installment options, frequency 

of cash usage, travel, traffic insurance and school expenses should be evaluated. 

-Conceptual understanding and procedural understanding Conceptual understanding refers 

to the establishment of meaningful relationships between concepts, while procedural understanding 

refers to running processing steps, algorithms and mathematical language (Hiebert & Leferve, 1986; 

Star, 2005). In the process of problem-solving, the relationships between concepts should be made 

meaningful and the process skills should be run. In the processes, both the skills support each other 

and are necessary for permanent learning. As an example, in the case of an investment of deposits in a 

bank, the correct calculations and correct algorithms regarding the profit, time and rate are procedural 

understandings, while the understanding of relationships between profit and the rate and the effect of 

time on the amount and the interpretation of it all is conceptual understanding. 

The process of reasoning is an umbrella term for a wide range of mathematical thinking. 

Therefore, the types of reasoning can be expanded as follows: algebraic and geometric reasoning, 

proportional reasoning, spatial sense, quantitative reasoning and interpreting skills (NCTM, 2000). 
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Problem-solving and modelling Problem-solving is an important component of mathematical 

processes. Problem posing, designing and solving can be expressed as successive parts of this process. 

The need for intensive and systematic reasoning for financial situations and unclear solutions are 

regarded as a problem (Torp & Sage, 2002; Lesh & Zawojewski, 2007). Moreover, while balancing 

and visualizing the monthly budget can be considered a problem, the calculation of kitchen 

expenditures in the budget is not one. Similarly, selecting a loan according to different criteria and 

determining payment terms are problems, while the calculation of compound interest maybe not be 

one. Even though modeling is included in the problem-solving process in different sources, it is stated 

that algebraic and graphical models are used extensively in financial contexts, and these models have 

positive effects in understanding and explaining the financial situations (Worthington, 2004; Ontario, 

2010). Blum (1993) states that mathematical modeling should be considered as a separate process skill 

that contributes to the problem-solving process. Algebraic and graphical modeling can be used to 

mathematize and interpret the financial situation in a problem (Lesh & Doerr, 2003). The main 

purpose of modeling is to help reveal the mathematical meaning in a context. Accordingly, the 

modeling process can be built within an equation, a graph or a drawing. In addition to being a 

cognitive process, modeling can be used as a visual which facilitate solutions. For example, the 

question of how many different choices can be possible in a probability can be illustrated with visual 

modeling. This situation is not regarded as mathematical modeling. However, visual modeling is 

useful, especially concerning the meaning and solution of financial situations (Ontario, 2010). 

Manipulating and estimating Manipulating refers to computational skills, algorithm use, 

measurement conversion, data manipulation, and the meaning of these processes. Data manipulation 

can be described as controlled monitoring of the change of data and its properties (Pugalee, 1999). 

Computational strategies and the process of trial and error learning can also be considered within the 

manipulation. Within the framework of FL and ML, manipulating is expressed as trying a large 

number of data, monitoring the changes and their effects on the data, calculating and analyzing 

algorithms (OECD, 2016b; Ontario, 2010; Pugalee, 1999). Moreover, manipulating is inherent in 

mathematics, and financial arguments are very convenient for this manipulation. The meaning of 

changing a large number of data using financial instruments can be revealed by manipulating (Aprea 

et al., 2016). Furthermore, manipulating can be useful in the processes where people should select the 

best of the many available options. For example, manipulating can be a convenient process for 

clarifying the effects of the multivariate situation in the calculation of a loan. Numerous manipulations 

can be performed through technology in order to examine the changing principal amount, total amount 

or interest amount and monthly payments because of the changing interest rate and time. Additionally, 

manipulations help in the conceptual understanding of changes, and, therefore, manipulating is a 

necessary process for finding out the optimum choice as well. As can be seen, the components of the 

processes of IMMFL progress together and feed each other. 

Estimating is also an important process in financial solutions (Ackermann & Eberle, 2016). 

Posing and testing hypotheses for the solutions and making estimations by calculating allows for the 

development of mathematical abilities. Both estimation and computational strategies are commonly 

used skills in mathematical processes (Jablonka, 2003; Ontario, 2010). For example, in the case of a 

restaurant business, many situations such as the total capacity, amount of daily food, frequency of 

using of required equipment and policy on pricing can be estimated.  

It is important to note that estimating can be used with other processes such as manipulating, 

evaluating or using technology. Manipulating and estimating are skills that feed each other in financial 

situations. Being familiar with financial situations, making many calculations regarding them, 

encountering many financial problems and dealing with familiar algebraic expressions strengthens 

estimating skills. Besides, using estimates and manipulations together with modelling enriches the 

understanding of the structure of financial problems. For this reason, IMMFL separates the 

components of manipulating and estimating from the components of reasoning and problem-solving. 

Reflecting and transferring Mathematics is the main tool for finance. Reflecting (which is 

related to different disciplines) is shown in mathematical approaches as the calling of knowledge 

(Wheatley, 1992). In order to activate knowledge, it should be transferred to a new context and used 
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there. This cognitively renews the concept enriches its meaning. In this way, the usability of 

knowledge is increased and the effect of literacy skills is expanded. Reflecting and transferring refers 

to the transfer of mathematical knowledge and skills to the financial environment as well as the 

enrichment of mathematical knowledge and skills by use in the financial field. Transferring knowledge 

to the new field is a common skill of both the literacy areas and is one of the processes of IMMFL. For 

calculating the membership fee, manipulation is performed according to many variables such as the 

time of payment, the number of installments or the type of services evaluated within the membership. 

Furthermore, algebraic skills are used in the context of pricing. This effort in the situation also leads to 

the development of algebraic skills. To provide another example, a person who wants to calculate the 

salary they will receive in the new year can calculate it by using the concept of percentage with the 

declared increase and inflation rates. Thus, the person reflects their mathematical skills in order to 

figure out a financial situation. Besides, a person in the financial area who works on stock market 

graphs can improve their reading and interpretation skills on data. Accordingly, financial and 

mathematical skills can be mutually reflected in the other field. 

Representing It is important to use both mathematical and financial language in order to 

understand and solve a financial problem. In this process, symbols, graphs, tables, equations, algebraic 

expressions, geometric shapes and financial representations can be observed. Representing refers to a 

system that can replace the mathematical object and mathematical thinking. In IMMFL, representation 

classification developed by Nakahara (2008) benefited from the model proposed by Lesh and Doer 

(2003). Accordingly, in IMMFL, mathematical notations, numbers and symbols are given as as 

symbolic representation, conceptual explanations are given as linguistic representation, shapes, tables 

and graphs are given as visual representation, instructional tools are given as manipulative 

representation and concrete materials and situations are given as realistic representation. 

Using technology When organizing IMMFL, it is thought that the component of technology 

can be especially of use in problem-solving, communication and computation skills as a supporter and 

a tool. The component of using technology in IMMFL refers to the use of calculators, computers and 

related applications for the processes of calculating, manipulating and communicating. 

Communicating Communicating refers to understanding the financial status, calculations and 

conditions and explaining them to oneself as well as others while working together. Accordingly, an 

individual should first perceive the financial situation verbally, and be able to explain their thoughts, 

evaluations and calculations on a situation clearly and comprehensibly by using the correct language 

around them. For example, if a family buys a television for their home, the members of the family 

should be able to explain their expectations and financial status to each other. However, for this to 

occur, each of them should know the concepts, conditions and calculations. They can evaluate this 

situation together as well. 

CONCLUSION 

IMMFL was created as a model to examine the relationship between both kinds of literacies 

from the perspective of mathematics education. The main purpose of the organization of this model 

was to present a framework for the researchers who study the two areas together. In particular, 

IMMFL intends to help the integration of FL into mathematics education. In IMMFL, there are 

components that should be considered in the typology of a task and not in the literacy characteristics 

that the students should have. The components and sub-components within these dimensions can be 

increased and developed. IMMFL has a structure that provides the grounds for relational learning. 

Therefore, besides having FLE as a separate course, its integration into related courses such as 

mathematics may indicate the usability of knowledge in real-life contexts. In this respect, it is thought 

that IMMFL can be used in the design and analysis of tasks, book reviews and curriculum studies, and 

especially in the studies yet to be carried out regarding the integration of FL into mathematics 

education. 

In the window of FLE, IMMFL is seen as an important tool to determine the relationship 

between the content, financial context and processes because this structure is not only valid for 
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mathematics but also each literacy field. Therefore, the structure of IMMFL may be used for separate 

FL courses and their documents as well. From this perspective, the relationships between each 

component and each dimension are valuable subjects of study. This is also useful because it shows the 

wide spectrum of mathematics to the students. 
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Abstract 

Observed frequently within higher education settings, student incivility need to be dealt with since 

they affect teaching-learning process adversely. The aim of this study is to determine the frequency of 

student incivility in higher education and coping techniques employed by academics. Both qualitative 

and quantitative data were collected together with a measurement tool developed by the researchers. 

The method of the research is a mixed method and qualitative and quantitative data were collected at 

the same time. A total of 250 academics working at universities in Turkey have voluntarily 

participated in the study. During the analysis process, construct validity concerning the quantitative 

data obtained from the data collection tool has been established through DFA, and parametric test 

statistics have been applied for data analysis. The results obtained from the study have indicated that 

not studying, playing with the cell phone, and not listening to the lecture are among the most frequent 

students’ uncivil behaviors the academic witness. A significant difference has been identified between 

the two independent variables of the research –“seniority & working period at the current university”- 

and student incivility. The academics think that as seniority and working period at the same workplace 

increase, students show less of uncivil behaviors. “Verbal warning” has been noted as the most 

frequent method used by academics to deal with these kinds of behaviors. The implications of these 

findings for intervention design and development and further research are discussed. 
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INTRODUCTION  

The word “incivility” in modern higher education is generally associated with discourtesy, 

disrespect, and violation of common manners. These uncivil behaviors that can be observed mutually 

during faculty-student interaction are specified as “incivility”, and they influence teaching-learning 

process negatively by surfacing in various forms (Freyy-Knepp, 2012; Luparell, 2005; Miller, Katt, 

Brown & Sivo, 2014; Rehling & Bjorklund, 2010). Clark and Springer (2007) define these behaviors 

as “a speech or action that is disrespectful or rude and that ranges from insulting remarks and verbal 

abuse to explosive and violent behaviors”. The definitions of the concept reveal that a wide range of 

uncivil student behaviors should be addressed. 

There are many studies showing which behaviors are uncivil student behaviors. In recent 

years, among the ever-increasing and most frequently observed students’ uncivil behaviors - seen as a 

discomfort both by students and instructors within the higher education settings - are talking to others 

during the class, using cell phones during the lecture, being late to class or leaving early, sleeping, 

making sarcastic comments, and packing before the class is over (Ballard et al., 2018; Clark & 

Springer, 2007; Freyy-Knepp, 2012; Nordstrom, Bartels & Bucy, 2009). On the other hand; it is stated 

that behaviors like being unprepared, bored or indifferent (Survey Research at Indiana University, 

2000) don’t constitute serious flaws in classroom management, but they cause students to steer away 

from the learning environment when used repeatedly or by a great number of students (Nawraz & 

Makhdoom, 2019). Among other uncivil student behaviors lie class terrorism (namely, being self-

absorbed and missing in-class instructions), intimidation, (e.g. bully, abuse) and threat or violence 

(Burke, Karl, Peluchette, & Evans, 2014). However; it should be noted that these forms occur less than 

others (Alberts, Hazen & Theobald, 2010; Bjorklund & Rehling, 2010). Research conducted to figure 

out the causes of such behaviors focus more on the reasons related to students and faculties. 

Kuhlenschmidt and Layne (1999) conclude that these behaviors stem from emotional (like divorce, 

dissension, and loss), physical, and cognitive (attention problems, seeing/hearing impairment, health 

issues, addiction, stress etc.) difficulties students go through. According to Alberts et.al. (2010), many 

students advancing to university from high school have false expectations and ideas about the nature 

of studying at a university. Besides, Alberts et.al. (2010) have stated that due to relatively tolerative 

parents, excessively flexible school environment and being momentary pleasure/satisfaction/fun 

driven, modern university student generation - graduates of the year 2000 or later – gives the 

instructors incomparable hard time while teaching. Among the reasons stemming from faculties are 

physical settings and qualifications of instructors. For instance, Berger (2000) states that uncivil 

student behaviors are seen more within classes where instructors do not display social behaviors 

(making eye-contact, showing interest, establishing intimacy etc.). Results of the research have shown 

that the causes of the incivility originate from faculty as well as students. 

The most significant mission of higher education is to help students improve a sense of 

communal and social responsibility by enhancing their knowledge and manners. Student incivility 

cause a change in the teaching-learning environment by transforming the dynamics of the environment 

and diverting students’ attention away from studying (Hirschy & Braxton, 2004). Researches on 

uncivil student behaviors have been discussed in the Turkish literature mostly at primary, secondary 

and high school level from the perspective of classroom management (Elma, 2018; Tuncay, İnce & 

Sahin, 2019; Yıldırım & Aydın, 2019). There are limited researches as to student incivility in higher 

education (Gulec, 2013; Kocyigit & Erdem, 2019; Sapancı & Kuyumcu Vardar, 2018). On the other 

hand, Ustunluoglu (2013) investigated the perceptions and coping strategies of American-Turkish 

lecturers in relation to student misbehaviors comparatively, and the results showed similarities in both 

cultures. The problems encountered were cell phone use, inappropriate talking, inattentiveness, lack of 

participation and tardiness. In general, verbal warnings and the outlining of expectations were 

identified as the main coping strategies by both groups. This study also reveals similar problems in 

different cultures. Considering the potential for incivility and responses to affect higher education, in 

order to develop coping strategies more studies are needed at this level. Therefore, it’s thought that 

identifying uncivil student behaviors in Turkish higher education and learning about the practice that 

instructors apply in order to solve these kinds of behaviors would contribute to the relevant body of 

literature. Based on these needs, the aim of this study is to determine the frequency of uncivil student 
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behaviors in higher education and to identify the coping methods used by academics for these 

behaviors. Accordingly, answers have been sought for the following research questions: 

1. What are the most and least frequent uncivil student behaviors in higher education?  

2. Do uncivil student behaviors vary significantly according to independent variables 

(gender, seniority, title etc.)? 

3. What are the most annoying uncivil student behaviors for academics and what are the 

methods to cope with these behaviors? 

METHOD 

This section consists of information regarding research method, participants, data collection 

tool, and analysis of data obtained from the study.  

Research Design 

This research has a “mixed method” design where qualitative and quantitative methods are 

utilized together. Teddlie and Tashakkori (2003) state that mixed type design studies can be seen as a 

third methodological move posing an alternative to quantitative and qualitative research designs. 

Creswell (2009) defines mixed method studies as a research design where both quantitative and 

qualitative data collection and analysis methods are combined together in a single study for the same 

purpose.  Considered separately in terms of quantitative and qualitative methods, the research has a 

‘descriptive survey’ model quantitatively, and a phenomenological design qualitatively. In descriptive 

survey, current conditions of the variables are specified (Karasar, 2017). This study has been 

conducted to determine the frequency and types of uncivil behaviors displayed by higher education 

learners across various variables. Phenomena manifest in various forms such as incidents, experiences, 

perceptions, tendencies, notions, and situations in the world we live in. They may need a 

comprehensive and elaborate examination (Yıldırım & Simsek, 2006). Treating “incivility” as a 

phenomenon that needs to be analyzed, this study was conducted to determine the types of uncivil 

student behaviors that academics have observed and to identify the methods they have been applying 

to tackle these misbehaviors.  

Participants  

Being one of the purposeful sampling methods, convenience sampling was used as the 

sampling method in this research.  After granting research ethics committee approval(s), researchers 

talked to academics in person and handed in the data collection form to voluntary ones to be taken 

back in due course. Due to some difficulties within this process, adequate amount of data was not 

attained, thus forms were digitalized in order to reach out more academics. The aim was to reach a 

great number of participants by resending the forms at certain intervals. The data of the research were 

collected between 2018 and 2019 years, a total of 250 academics participated in the study. 

Demographic information concerning participants are shown in Table 1.   

Table 1. Descriptive Statistics Concerning the Participants  

Variables   n 

Gender 
Female 143 

Male 109 

Seniority  

1-5 30 

6-10 55 

11-15 46 

16-20 41 

20 and more 80 
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Years of affiliation with the 

current university 

1-5 81 

6-10 70 

11-15 22 

16-20 36 

20 and above 43 

Academic unit 

Faculty 186 

Academy 39 

Vocational school 27 

Title 

Instructor 28 

Academic 59 

Assistant Professor 108 

Associate Professor 39 

Full Professor 18 

 

Table 1 indicates that participants are mostly female academics. A closer examination of the 

table shows that the participants are mostly assistant professors with a 10-year of seniority at the same 

faculty.   

Data collection  

The qualitative and quantitative data were collected at the same time in the research. In order 

to collect data quantitatively, a measuring tool developed by the researchers was used. In this sense, an 

extensive literature scanning was done to form the items of the data collection tool, and studies 

concerning the notion of “incivility” in international literature were analyzed. According to the study 

results, types of uncivil student behaviors were determined. Each of these behaviors was reified as a 

proposition and added to the item pool.  After examining the item pool, some items were eliminated 

while others were edited into 61 propositions forming 3 sub-factors. Consisting of 17 items, the first 

sub-factor regards student misbehaviors towards instructors; composed of 31 items, the second sub-

factor concerns incivility student behaviors within the class environment; consisting of 13 items, the 

third sub-factor is about behaviors concerning personal state of students. Data distilled from these 

factors composed the quantitative aspect of the research. On the other hand, to collect to the qualitative 

data, the academics were asked the following 2 open-ended questions in the scale: (1) What are the 

uncivil student behaviors that he most frequently encountered? (2) What kind of methods do you use 

to deal with these behaviors? (3) Do you need any support to cope with uncivil student behaviors? 

Content validity of the scale developed by the researchers was established by consulting experts each 

working for different programs in the department of educational sciences. The scale was finalized 

based on these experts’ opinions. Being a 5-point-likert-type scale, it scores the frequency of behaviors 

as (1) Never, (2) Rarely, (3) Sometimes, (4) Usually and (5) Always”. Moreover, construct validity of 

the scale was established through confirmative factor analyses (CFA). Amos 16.0 statistics program 

was used for CFA. During confirmatory analysis, fit indices of the scale were checked to see whether 

they had relevant values. According to the data set, chi square value was calculated to be (χ
2
) 

=4503.78 after DFA. The ratio between chi square and degree of freedom was found to be (χ
2
/d) 

=2.55. This ratio is advised to be smaller than 3 indicating good fit. Within this scope, the values 

obtained from CFA and their acceptance boundaries are shown in Table 2.  

Table 2. Adaptive Values of the Scale and Their Acceptance Boundaries 

Observed fit indices  Adaptive values Boundary values* Explanation 

χ2/d 2.55 ≤3 Good fit 

RMSEA 0.8 ≤0.08 Good fit 

SRMR .000 ≤0.10 Good fit 

CFI .731 ≥0.85 Outside the acceptable boundary 

GFI .553 ≥0.80 Outside the acceptable boundary 

AIC 
4753.78 < saturated model 

< independence model 

Outside the acceptable boundary 

Good fit 

CAIC 
5314.38 < saturated model 

< independence model 

Good fit 

Good fit 
* 
Source: Buyukozturk, et.al. (2004), and Simsek, O. F. (2007). 
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As depicted in Table 2, among the adaptive values, especially the scores of GFI and CFI are 

outside the acceptable boundaries. The fact that especially χ
2
/d ratio produced a good value with 

respect to the model to be affirmed is a significant sign to confirm the construct validity of the scale. 

Simsek (2007) states that a full consensus hasn’t been reached about which goodness of fit statistics is 

to be used in literature, and he emphasizes that there are warnings underpinning that different values 

should be accentuated and considered. Internal consistency coefficients were checked for the 

reliability of the scale. The internal consistency coefficient of the entire scale is .975 whereas it is 

.913, .959, and .932 for the first, second, and third factors respectively. When the internal consistency 

coefficients are .70 or more, reliability values can be considered good (Akbulut, 2010). The results of 

reliability and validity analyses show that data obtained from the scale is valid and reliable.    

Data Analysis 

During quantitative data analysis, SPSS statistics package software was used for scale items. 

Within this scope, primarily the scale was checked whether it showed normal distribution or not. The 

distribution obtained from the scale was within the normal distribution standards of skewness and 

kurtosis values – (skewness=-.50, kurtosis=.034). Along with skewness and kurtosis values, 

Kolmogorov-Smirnov and Shapiro-Wilk values of the scale were reviewed for normal distribution. 

Though both values must be more than .05 for normal distribution, their values were less than .05 

(Kolmogorov-Smirnov=.022; Shapiro-Wilk= .001). Akbulut (2010) stated that while skewness and 

kurtosis values are within the fixed boundaries, Kolmogorov-Smirnov and Shapiro-Wilk values can 

have different values compared to the normal ones, which doesn’t cloud the normal distribution. 

Therefore, applying parametric method of analysis was deemed suitable since the distribution was 

considered normal during data analysis.  

A high score acquired from sub-factors and the total of the scale indicates low levels of uncivil 

student behaviors while a low score underlines high levels of frequency. On the other hand, for 

qualitative data analysis, data compromised by a validity committee composed of scholars from the 

department of educational sciences were included, and themes whose observation points were 5 or 

more were evaluated as research findings. 

Results 

This section presents data analysis conducted in accordance with research questions and 

interpretations based on data analyses. 

Research question 1: What are the least and most frequent uncivil student behaviors based on 

the total score from the scale and from the sub-factors?  

Table 3 shows primarily the data acquired from the entire scale, and then uncivil student 

behaviors stated to be the most and least frequent are given under different sub- factors based on 

academics’ opinions.  For this purpose, arithmetic mean for each item was calculated, and the least 

and most frequent five uncivil student behaviors according to the total score were listed together with 

3 uncivil student behaviors from each sub-factor.   

Table 3. The least and most frequent uncivil student behaviors according to the total scores from 

the scale.  

 Scale item Average 

M
o

st
 

fr
eq

u
en

t 
 

46. Not studying (f3) 2.40 

45. Playing with the cell phone in the lecture (f3) 2.43 

19. Not listening to the lecture (f2) 2.72 

60. Taking the easy way out perpetually (f3) 2.73 

24. Being late for class (f2) 2.74 

T
h

e 
le

a
st

 

17. Harassing academics sexually (f1) 4.88 

6. Threatening academics (f1) 4.81 

58. Bringing alcohol or drugs to school (f3) 4.75 

3. Insulting academics (f1) 4.72 

9. Casting aspersions on academics (f1) 4.68 
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Table 3 indicates that the most frequent uncivil behaviors are related to those listed in the 2
nd

 

and 3
rd

 factors. Playing with the cell phone in the lecture, not studying, and not listening to the lecture 

are the ones that academics mentioned the most. Besides, the least uncivil behaviors belong with those 

in factor 1.  Sexual harassment, threat, and insult are the least displayed behaviors.  The most and least 

civil student behaviors according to the sub-factors are presented in the table below. 

Table 4. The most and least uncivil student behaviors according to sub-factors 

  Scale item Average 

U
n

ci
v

il
 

b
eh

a
v

io
rs

 

to
w

a
rd

s 

a
ca

d
em

ic
s 

 

T
h

e 

m
o

st
 

1. Keeping the academics busy in their offices unduly 3.64 

10. Gossiping about the academics 3.83 

13. Putting the academics under psychological pressure 3.89 

T
h

e 

le
a

st
 

17. Harassing the academics sexually 4.88 

6. Threatening the academics 4.81 

3. Insulting the academics 4.72 

U
n

ci
v

il
 

b
eh

a
v

io
rs

 i
n

 

cl
a

ss
 

T
h

e 

m
o

st
 

46. Not studying 2.40 

45. Playing with the cell phone in the lecture 2.43 

19. Not listening to the lecture 2.72 

T
h

e 

le
a

st
 

35. Making political propaganda in class 4.57 

20. Using foul language in class 4.54 

36. Damaging school equipment  4.39 

U
n

ci
v

il
 

b
eh

a
v

io
rs

 

re
g

a
rd

in
g

 t
h

e 

st
u

d
en

ts
’ 

p
er

so
n

a
l 

st
a

te
 

T
h

e 

m
o

st
 

60. Taking the easy way out perpetually 2.73 

49. Being distracted 2.82 

55. Stolidity 3.00 

T
h

e 

le
a

st
 

58. Bringing alcohol or drugs to school 4.75 

50. Littering 3.62 

52. Lying 3.53 

 

As shown in Table 4, uncivil behaviors that students display the least are the ones towards 

academics. The most frequent uncivil student behaviors in this factor are keeping the academics busy 

in their offices unduly, gossiping about the academics, and putting the academics under psychological 

pressure. The most frequently observed uncivil behaviors towards the lecture were reported as not 

studying, playing with the cell phone etc. in the lesson, and not listening to the lecture. These 

behaviors are also among the most frequent uncivil student behaviors on the entire scale. In addition to 

this, when behaviors stemming from students’ personal states are analyzed, they are similar to 

behaviors observed within the teaching process. Taking the easy way out perpetually, being distracted, 

and stolidity in the educational environment are the most frequent uncivil behaviors of this factor.  

Research question 2: Do uncivil student behaviors show significant differences based on 

independent variables? 

In accordance with this sub problem, uncivil behaviors were examined to see if they varied 

significantly across gender, seniority, workplace, working period, title, and class size. Significant 

differences based on these variables were evaluated separately for both the entire scale and sub-

factors.  In this sense, no significant difference was found between uncivil student behaviors based on 

gender, workplace, title, and class size.  However, there is a significant difference between the 

frequency of uncivil student behaviors and seniority of academics and their working period. Results 

regarding the difference seen in uncivil behaviors as for professional seniority are given in the table 

below.   
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Table 5. ANOVA results regarding incivility student behaviors as for professional seniority. 

Factors  Source of variance 
Sum of 

squares 
SD Mean squares F p 

Factor 1 

Intergroup 2.61 4 .655   

In-group  73.23 237 .309 2.11 .079 

Total 75.85 241    

Factor 2 

Intergroup 5.72 4 1.432  .013 

6-10 years / 20 

and above 

In-group  104.62 237 .441 3.24 

Total 110.34 241   

Factor 3 

Intergroup 8.751 4 2,188  .003 

6-10 years / 20 

and above 

In-group  126.79 237 .535 4.09 

Total 135.54 241   

General average 

Intergroup 5.24 4 1,311 
3.61 

.007 

6-10 years/ 20 

and above 

In-group  85.84 237 .362 

Total 91.09 241   

 

Table 5 shows that uncivil behaviors within the sub-factors of teaching process and personal 

state of students vary significantly in terms of professional seniority. The same significant difference 

is also observed across the entire scale. There is a significant difference between the opinions of 

academics with a seniority of 20 years and above and the ones with a seniority of 6-10 years about 

uncivil student behaviors.  A closer examination of means indicates that this difference militates in 

favor of academics with a seniority of 20 years and above. Namely, academics think that students 

display uncivil behaviors less as seniority grows. The same difference is also observed for the working 

periods of academics at their current universities. What can be distilled from the data set of the entire 

scale and sub-factors is that academics with long working experience (16-20 or 20 years and above) 

encounter uncivil student behaviors less compared to academics who have 1 to 5 years of experience 

at the same working place. Both results indicate that academics improving their academic knowledge 

and experience within years, gain competence over “teaching”, “class management”, and 

“communication”.  

Research question 3: What are the most annoying incivility student behaviors for academics 

and what are their coping strategies? 

Findings regarding the third research question were obtained across qualitative data analysis. 

Table 6 and 7 display the results of content analysis conducted for the answers given by the academics 

regarding the open-ended questions at the end of the scale.  

Table 6. Uncivil student behaviors that bother academics the most  

Incivility  behavior f 

Playing with the cell phone 97 

Talking to friends loudly and disturbing others 75 

Apathy and lack of motivation 62 

Being late for class 45 

Negligence and stolidity 30 

Disrespect, audaciousness and scornfulness 27 

Sleeping during the lecture 26 

Not studying 26 

Coming unprepared to the lecture 23 

Being busy with different things during the lecture 17 

Absence and forged signature 15 

Asking for extra marks 14 

Cheating on exams/tests 13 

Unqualified assignments 13 

Lying and constantly making up excuses  7 

Considering the lecture unnecessary 7 

Studying only exam-oriented  5 

Gossiping about other academics 5 
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Table 6 shows that uncivil student behaviors vary, however, the most annoying ones are; 

playing with the cell phone during the lecture, making noise in the lesson, apathy and lack of 

motivation, and being late for class. The views of some participants on this subject are as follows: 

K12: “Distraction of students and sincerity with their technological tools, tendency to distrupt 

the lesson, being hopeless and aimless” 

K74: “Almost half of the class of students keep busy with the cell phone in hand. When I asked 

the question about the topic to the student who not listen to the lesson; he/she gives an answer 

irrelevant, nonchalantly like “oh yeah or exactly teacher I think .." and so on.” 

K123: “Chatting with friends in class, busy with mobile phone, sloppy task or fail to do 

homework.”  

 When analyzed in general, these behaviors show parallelism with findings from quantitative 

data. In the data obtained from the scale items, it can be said that behaviors having the highest average 

in uncivil behaviors are similar to the findings obtained from qualitative data. The coping strategies of 

academics with these kinds of behaviors are given in Table 7.  

Table 7. The methods and practices academics employ in order to cope with uncivil student 

behaviors  

Coping method/practice  f 

Verbal warning 90 

Employing attention grabbing materials and methods  32 

Trying to motivate 32 

Warning, and banning cell phones in class 30 

Engaging students through questions 24 

Not tolerating late comers 21 

Sending the students out 18 

Giving awards or extra marks for the industrious ones  15 

Giving assignments and responsibilities  14 

Individual interview 13 

Reminding responsibilities 11 

Turning a blind eye  9 

Clarifying the aims and objectives of the lesson 9 

Using silent time outs during lectures  7 

Giving constructive feedback 6 

Bringing humor in class 5 

 

Table 7 reveals that “verbal warning” is the most frequently employed method by academics 

followed by using attention grabbing materials and methods, motivating, warning, and banning use of 

cell phone in class. The views of some academics are as follows:  

K7: “I warn you the student privately at break time, but if it still goes on, I warn him/her in 

class.” 

K34: “At the beginning of the semester, I express my rules about course attendance clearly. I 

give additional points to the student attending the course.” 

K143: “I try to share interesting topics and examples related to the course in order to attract 

the student's attention. Also, creating an office hours to communicate with them. Lastly, warn to 

student.” 

K150: “I try to define the cause of the problem in the course and to develop the solution, and 

to talk one to one.” 

91.3% (n=221) of the academics answered the question “Do you need any support to cope 

with uncivil student behaviors?” with “No” while 8.7 % of them said “Yes”, underlying that there is 



International Journal of Progressive Education, Volume 16 Number 5, 2020 

© 2020 INASED 

 

313 

no need for support. The academics reported that they did not need any support despite the discomfort 

about the uncivil behaviors of the students. 

DISCUSSION AND CONCLUSION 

In this study, not studying, being busy with the cell phone, and not listening to the lecture are 

the most frequently observed uncivil student behaviors by academics. Besides, harassment, threat, and 

insult are the least encountered behaviors. Another research result is that the longer the working period 

is, the lesser the chances for academics to witness incivility student behaviors. In this regard, Clark 

and Springer (2007), Erdem and Kocyigit    (2019), Kaya, Sungurtekin and Deniz (2017), McKinne 

and Martin (2010), Phelps and Beneke (2008) found similar results.  Sapanci and Kuyumcu-Vardar 

(2018) found that using mobile phone or tablet, entering and leaving the class without permission, not 

giving attention to the lesson, not bringing homework on time, plagiarism in projects and research, and 

coming to the class without preparation were the most common distruptive behaviors faced by 

academics. Though students are held responsible for uncivil behaviors as a general opinion, some 

research findings they are not the only reason at all. For instance; faculty-driven issues, as well, such 

as crowded classes (Bozpolat, Ugurlu, Usta & Simsek, 2016b; Knepp, 2012), lack of precaution and 

intervention policies for uncivil student behaviors on behalf of universities/faculties (Braxton, Bayer, 

& Noseworthy, 2004; Irwin & Cederblad, 2017),  and inefficient or incorrect teaching techniques 

employed by academics (Bozpolat, Uğurlu, Usta, & Simsek, 2016a), communication problems (Kaya, 

Sungurtekin & Deniz, 2016), applying more of the traditional classroom management techniques 

(Twale & DeLuca, 2008). Incivility is often a reciprocal process; both students and faculty may 

contribute to a climate of disrespect for one another or the learning process. Among student-driven 

reasons are student’s personal traits, characteristics of a course, university/faculty attitudes and 

environment, family, and surrounding. It is possible to conclude that incivility student behaviors are 

driven by a more complicated reason surfacing as a result of interaction between variables concerning 

the university/faculty and students’ personality traits, features of their developmental period, 

adaptation to university, habits, physical, cognitive, and sentimental issues. All these results show that 

there is a need for policies formed through faculty-student cooperation to tackle these problems. 

Qualitative findings of the research showed that playing with the cell phone, making noise in 

the lesson, apathy, lack of motivation, and being late for class were reported by academics as the most 

annoying behaviors. These findings support also the quantitative results of the study. Although the 

coping methods to overcome these problems vary over a broad range from traditional attitude to 

modernist attitude, the most frequently employed method is “verbal warning”. Newton (2012) 

indicates that the most frequently employed coping strategies by academics for incivility student 

behaviors are insulting, turning a blind eye, refusing, threatening, and verbal warning. In a study by 

Albert et.al. (2010), the researchers ascertained that 86.2 of the academics use friendly verbal 

warnings, and 70% of them turn a blind eye for incivility  behaviors.  The study where Erdem and 

Kocyigit (2019) interviewed 19 academics revealed that the coping strategies employed by academics 

are verbal warning, turning a blind eye, and punishing. It is interesting to note that most academics do 

not think that they need any support to cope with these kinds of behaviors. This can be interpreted in 

two ways; either they find it pointless to get support on such an issue or they are concerned that it will 

be insufficient. Yet, research and teaching are two different concepts. Higher education goals should 

encompass conducting in-service training programs aiming to improve pedagogic competence of 

academics, and should enhance functionality of Guidance and Research Centers for both students and 

academics just as in Primary Education. Clearly, incivilities have a negative impact on the academe 

and overshadow the teaching-learning process. Decision-makers for higher education might make an 

arrangement to decrease uncivil student behaviors and increase faculty civility. It is vital that higher 

education institutions be aware of the situation, acknowledge incivility behaviors and their 

psychological and social impacts, and generate solutions.   

This research has several limitations. Since the study group is composed of academics, but 

conducting studies with a higher number of academics and associate professor titles will contribute to 

the solution of uncivil behaviors. Carrying out studies conducive to comparisons with an effort to 
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determine the opinions of both faculty and students regarding uncivil behaviors will foster prevention 

and intervention policies.  
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Abstract 

The aim of this research is to determine the metaphoric perceptions of the teacher candidates regarding 

the concept of reinforcement, hint, feedback-correction, active participation and punishment used in 

the teaching-learning process. The study group of this research consisted of students of Education 

Faculty who studying at Kafkas University in the 2018-2019 academic year. A semi-structured 

interview form used to determine teacher candidates’ perceptions of the concepts in the teaching-

learning processes such as "reinforcement, hint, feedback-correction, active participation and 

punishment”. Content analysis was used for the data analysis in the research. As a result of the 

findings obtained from the research, it could be said the most metaphors produced by prospective 

teachers; metaphor of chocolate in the concept of reinforcement, metaphor of puzzle in the concept of 

hint, the most metaphors of easer in the concept of feedback-correction, the most metaphors of 

amusement park and game in the concept of active participation, the most metaphors of hot pepper in 

the concept of punishment.  
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INTRODUCTION 

There are some differences in the learning of learners. Some of these differences may be due 

to the individual characteristics of the students, while others may be due to activities in the teaching-

learning process. The reasons for the learning differences between the following individuals include 

"students' pre-learning of the course, their interest in the course, attitude towards the course, belief 

towards academic self-design/success and quality of teaching service" (Akınoğlu, 2013, p. 141). Hint 

(sign-comments), reinforcement, (student) active-efficient participation and feedback correction 

(Akınoğlu, 2013; Can, 2005; Özçelik, 2014; Saracaloğlu, Evin Gencel & Çengel, 2011) are the factors 

that affect the nature of the teaching service defined as "management of student-teaching status 

interaction" (Özçelik, 2014, p. 117) in the teaching-learning process. These four elements should be 

used effectively in all methods and techniques used in teaching-learning processes (Sünbül, 2014). In 

addition, these elements can be "placed in very different ranks in the learning-teaching processes, as 

well as simultaneously being employed" (Saracaloğlu, Evin Gencel & Çengel, 2011, p. 79). In 

addition to these four elements, the punishments used in the teaching-learning process can affect the 

learning of individuals at different levels.  

Reinforcement used in the reinforcement process is the stimulant stimulating the possibility of 

a behavior in the future (Erden & Akman, 2017; Göl, 2003 and Sönmez, 2014). The concept of 

reinforcement, which is often used in education, can be defined as "stimulants that are introduced or 

removed from the environment at the end of a behavior" (Kendirci, 1999, p. 7). In this context, if a 

stimulant is added to the environment to increase the likelihood of behavior, positive reinforcement 

occurs, and negative reinforcement occurs if a stimulant is withdrawn from the environment (Sönmez, 

2014). The primary positive reinforcements are "which serve the continuation of the biological 

existence of the organism" (Hamarta, Arslan&Yılmaz, 2014, p. 137), while secondary (conditional) 

are "the positive association of any neutral stimulant with positive primary reinforcements 

consolidating stimulants" (Senemoğlu, 2018, p. 157). Teachers can shape student behavior using 

different reinforcements in the courses (Göl, 2003). However, they should be careful when using 

reinforcements and be assured of the right behavior (Erden & Akman, 2017).  

Signs (explanations-hints), which are one of the main elements of the teaching service, are a 

set of messages, signs, traces and messages that show the learner what they need to learn, why and 

how in the teaching-learning process (Akınoğlu, 2013; Can, 2005; Özçelik, 2014; Senemoğlu, 2018). 

Hints "oral signs and explanations, written signs and explanations, picture, diagram, example of 

goods, status, gesture, mimic, dramatic or real event, etc. or may be in the form of compositions 

containing a few of them" (Özçelik, 2014, p. 119). According to Bloom (1976, p. 62-86), the hints 

should be used in "attracting attention and perpetuation, informing the student of the target, presenting 

preliminary learning about target behaviors, ensuring student participation, facilitating learning" (as 

cited in Sönmez, 2014, p. 275-276).  

Feedback is an important concept that has a role in student success (Çetinkaya &Köğce, 

2014). It is most generally that "feedback is information provided by an agent (e.g., teacher, peer, 

book, parent, experience) regarding aspects of one's performance or understanding" (Hattie 

&Timperley, 2007, p. 102).  The correction may be defined as "verifying wrongs, completing 

incomplete and half-baked learning" (Sönmez, 2014, p. 272). Feedback used by teachers as external 

stimuli in the teaching-learning process (Beydoğan, 2018), should also be put to work in addressing 

the learning deficiencies and difficulties that occur in the learning process (Akınoğlu, 2013). 

According to Senemoğlu (1987, p. 29), "the most important factor determining the quality of teaching 

service and the level of learning is feedback and correction". In addition, different classifications can 

be made in the feedback given to the individuals who are learning. Oral (2013, p. 416), for example, 

groups feedback as "intended for information and motivation", while Tunstall and Gipps (1996) 

“divide into two groups as evaluator and descriptive. The evaluator feedback has been divided into 4 

types as rewards, punishment, approval and disapproval; and descriptive feedback as specifying 

success, specifying development, explaining about success and guiding it towards development" (as 

cited in Odabaşı Çimer, Bütüner & Yiğit, 2010, p. 519).  
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Active participation can be defined as "the degree to which students participate in the 

learning-teaching process, either explicitly or implicitly" (Sönmez, 2014, p. 276). "The participation 

element, which is the best indicator of the quality of the teaching service, is to interact with the hints 

provided to the student in order to gain the desired behavior." (Senemoğlu,1987, p. 29). However, not 

all participations need to be open (Bloom, 2016). It can also be said that the learning of students who 

are actively participating in the course is faster and more resistant to forgetting than the learning of 

students who are passive participating in the course (Akınoğlu, 2013). Consequently, it may be said 

that "learning cannot take place without participation" (Güven, 2013, p. 16).  

The punishment is the inclusion of a stimulant that the individual does not want or dislike, or 

the removal of a stimulant that he or she likes (Ersanlı, 2014; Senemoğlu, 2018). The first type 

punishment is to give an unpleasant or negative stimulant that disliking by the individual after a 

behavior, while the second type punishment is the withdrawal of a positive or pleasant stimulant that 

liking by the individual (Erden & Akman, 2017). As a matter of fact, Pehlivan, Köseoğlu & Şen 

(2018) mentions that the punishments in adversely affect individuals both directly and indirectly. The 

punishments given to the students cause "coldness, apathy towards the teacher, the lecture, the school, 

and a sense of inferiority, anger, and anger towards his friends may develop" (Hatunoğlu & 

Hatunoğlu, 2005, p. 106). The same undesirable behavior may be observed again after the release of 

the penal environment (Senemoğlu, 2018).  

Consequently, teachers' directions and guidance to students in the teaching-learning process 

are among the important roles in the process. They can perform these roles by giving hints and 

reinforcements to students according to their time and place in the courses, by giving feedback and 

corrections and by providing their active participation in the course (Saracaloğlu, Evin Gencel 

&Çengel, 2011). Because of the use of reinforcement, hints, feedback-correction, punishment and the 

active participation of students in the lesson directly or indirectly affect the teaching-learning process, 

how these concepts are perceived by students is an important issue. 

The metaphor used to determine perceptions for any concept (Budak & Kula, 2017; Kaya, 

2018), is to express a concept with a different notion that resembles (Girmen, 2007). "Metaphors are 

one of the most powerful mental tools that structure, direct and control our thoughts about the 

formation and functioning of events" (Saban, 2004, p. 1). In this study, the aim is to make clear how 

reinforcement, hints, feedback-correction, active participation and punishment which are concepts that 

affect learning in the teaching-learning process through metaphors are perceived by the teacher 

candidates. In the literature on these concepts, there are studies such as 4th class students' perceptions 

of punishment (Akar &Öğretir, 2017), teachers and students' perceptions of metaphors related to 

reward, punishment concepts (Turhan & Yaraş, 2013), the teacher candidates’ views on reward and 

punishment concepts implemented in their learning environments (Pehlivan, Köseoğlu &Şen, 2018), 

prospective biology teachers’ perspectives of reward and punishment in education (Pehlivan ve 

Köseoğlu, 2017), the role of hints and reinforcements in teaching-learning (Can, 2005), the place of 

reward and punishment in education and alternative approaches to these (Gündüz & Balyer, 2011), 

physical punishment practices in secondary schools (Mahiroğlu & Buluç, 2003) awards and 

punishments, an important concept that affects the motivation level of students (Yaman & Güven, 

2014). How the teacher candidates who will be the teachers of the future perceive the concepts of 

reinforcement, hint, feedback and correction, active participation and punishment used in the teaching-

learning processes is an important issue that needs to be examined. Therefore, this study will 

contribute to the literature of the field.  

Purpose of the Research  

The aim of this research is to determine the perceptions of the teacher candidates regarding the 

concept of reinforcement, hint, feedback-correction, active participation and punishment used in the 

teaching-learning process. Accordingly, the problem sentence of the research is "What are the 

perceptions of the teacher candidates regarding the concepts of reinforcement, hint, feedback-

correction, active participation and punishment?" 
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Sub-Problems of the Research 

What are the metaphors developed by the teacher candidates regarding the concepts of 

reinforcement, hint, feedback-correction, active participation and punishment?  

Which conceptual categories are the teacher candidates' metaphors related to the concepts of 

reinforcement, hint, feedback-correction, active participation and punishment when their common 

characteristics are taken into consideration? 

METHOD 

In this part of the research, the model of the research, the working group, the data collection 

tool and the data collection and analysis of the data are included in the sub-headings respectively. 

Model of the Research 

Phenomenology pattern, which is one of the qualitative research models in the research, is 

used in order to reveal the perceptions of the teacher candidates for the concept of reinforcement, hint, 

feedback-correction, active participation and punishment used in teaching-learning processes. 

"Phenomenology is a research design based on philosophical and psychological perspective” (Ersoy, 

2017: 82).  Also, phenomenology "focuses on facts that we are aware of but do not have an in-depth 

and detailed understanding" (Yıldırım &Şimşek, 2018, p. 69). In phenomenology, "metaphors and 

conceptual connections can be used as an analytical tool" (Kabakçı Yurdakul, 2016, p. 5).   

Workgroup  

One of the important considerations when selecting participants in the study is the group to be 

included in the sampling. Qualitative research is essentially " it is to purposeful choosing participants 

or workplaces for purposes to help the researcher understand the research problem and research 

questions in the best way" (Creswell, 2013, p.189). For this reason, convenience sampling method was 

used from purposeful sampling methods when selecting participants in the study (Yıldırım &Şimşek, 

2018). This research was carried out in the 2018-2019 academic year with the voluntary participation 

of students from 3 different programs who had taken the "Teaching Principles and Methods" course of 

Kafkas University Faculty of Education. Demographic information of the working group is presented 

in Table1.  

Table 1 Demographic Information of Students in the Study Group of the Research 

 Concepts Reinforcement Hint Feedback-

correction 

Active 

participation 

Punishment 

 Variable N % N % N % N % N % 

Gender Female 56 61.54 32 55.17 30 55.56 28 54.90 49 62.82 

Male 35 38.46 26 44.83 24 44.44 23 45.10 29 37.18 

The 

program 

studied 

Social Sciences 30 32.96 19 32.76 16 29.63 16 31.37 29 37.18 

Turkish 37 40.65 22 37.93 18 33.33 20 39.22 28 35.90 

Primary School 

Mathematics 

24 26.37 17 29.31 20 37.04 15 29.41 21 26.92 

Total  91 100 58 100 54 100 51 100 78 100 
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Data Collection Tool and Collection of Data  

In the research, a two-part form was used by the researcher in collecting the data obtained 

from the teacher candidates. In the first part of the form, personal information containing variables of 

the program and gender for the teacher candidates is given. In the second part of the form, there 

appears a semi-structured interview form with sentences in the form of  "Reinforcement... is 

similar/like.......; because ...";" Hint... is similar/like.......; because ...";" Feedback-correction... is 

similar/like.......; because ...";"Active participation... is similar/like.......; because ..." and 

“Punishment... is similar/like.......; because ...". The teacher candidates are asked to complete the gaps 

left in the sentences according to their own perceptions.  

Analysis of Data 

Content analysis is used in the analysis of the collected data. The main thing done in this 

analysis process is to "bring together similar data within the framework of specific concepts and 

themes and interpret them in a way that the reader can understand" (Yıldırım & Şimşek, 2018, p. 242). 

In this context, according to Altheide (1987, p. 68), content analysis is "a keyword of events, venues, 

styles, images, meanings and nuances” (as cited in Merriam, 2013, p. 196).  

In the research, the analysis stages determined by Saban (2008, p. 464) are used: "(1) coding 

and extraction, (2) compiling sample metaphor imagery, (3) category development, (4) ensuring 

validity and reliability, and (5) the process of transferring data to SPSS for quantitative data analysis”  

1."Coding and Extraction Phase" 

The metaphor forms filled out by the teacher candidates involved in the study are carefully 

examined. At this stage, the metaphors created by the students are encoded individually and 

incompletely filled out, empty left, and unspecified forms are extracted and not included in the study. 

As a result of this extraction, temporary metaphors (metaphors, justifications and reasons for 

similarity) and category lists have been prepared. Developed metaphors and the reasons specified, the 

gender and order of the teacher candidates are encoded in letters and numbers "the first row letter is 

the teacher candidates (PST); the second row letter is the gender of the students (F: Female; M: Male); 

the third row letter is the program in which they are studying (S: Social Sciences, T: Turkish and PM: 

Primary School Mathematics Teaching); the number is the pre-service teacher's turn in the research". 

In the study, for female teacher candidates PSTFS5, PSTFPM6,...., for male teacher candidates, 

PSTMT1, PSTMS2, ....codes were used respectively. 

2."Sample Metaphor Image Compilation Phase" 

At this stage, a sample metaphor image compilation is implemented with the aim of "(a) using 

metaphors as a reference source in the collection of them under a certain category and (b) to validate 

the data analysis process and interpretations of this research" (Saban, 2008, p. 465). After the 

extraction stage, a new list is obtained by reorganizing the remaining metaphors for each concept that 

is the subject of research. Thus, the data has been reviewed again a second time. Consequently, 

"Sample metaphor list" was arranged by examining the participatory forms assuming to best represent 

student metaphor images individually for each of the metaphors produced by the teacher candidates.   

3."Category Development Phase" 

Metaphors developed by the teacher candidates are examined in terms of the subject matter of 

the metaphor, its origin and the relationship between them (Saban, 2008). During the category 

development phase, the relationships between the metaphors stated by the teacher candidates and the 

reasons they have written are examined firstly. Taking into account their common features, a category 
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list has been arranged for each concept.  During this review, the reasons for the metaphors were 

examined and different conceptual categories were formed.  

4."The Stage of Ensuring Validity and Reliability" 

The validity and reliability of measuring tools in both quantitative and qualitative research are 

among the important issues that need to be examined. According to Krefting (1991), "it is more 

accurate to talk about statements such as credibility, accuracy of results and competence of the 

researcher in qualitative research, rather than the expressions of validity and reliability used in the 

quantitative research" (as cited in Başkale, 2016, p. 23). In this context, according to Gibbs (2007), 

"validity in qualitative research refers to researcher control for the accuracy of findings through 

specific processes, while qualitative reliability indicates the consistency of the researcher's approach 

for different researchers" (as cited in Creswell, 2013, p. 201). Therefore, "the detailed reporting of the 

collected data and researcher's explanation of how his or her reached the conclusions are among the 

important criteria of validity in a qualitative study" (Yıldırım & Şimşek, 2018, p. 270). 

Therefore, to ensure the results of the research are both valid and reliable, respectively. 

1. It is explained in detail by the process of data analysis. 

2. In the process of analysing the data obtained in the research, direct excerpts were given 

from the statements created by the teacher candidates.  

3. Metaphor (metaphor, justification, category name) and category lists were edited for each 

metaphor created by the teacher candidates for each concept, and this category lists were 

presented in a detailed way under each title in the findings section.  

4. In order to increase the reliability of the research, metaphors and category lists are 

presented to the opinion of two experts and these experts are asked to re-categorize the 

metaphors and justifications of concepts. After the incoming opinions, consensus is 

reached for each concept.  

5."The Process of Transferring Data to the SPSS Package Program for Quantitative Data 

Analysis" 

Data collected from the teacher candidates are entered into the SPSS statistics program and the 

number of students (f) and percentage (%) representing each metaphor and category for each concept 

are calculated.  

FINDINGS 

In this section of the research, the findings of the metaphors of the teacher candidates for the 

concepts of "reinforcement, hint, feedback-correction, active participation and punishment" used in the 

teaching-learning process are given in order respectively.  

Metaphors Produced for the Concept of Reinforcement  

Metaphors which have been created for the concept of "Reinforcement" of the teacher 

candidates, categories of these metaphors and the findings of the frequency of each metaphor in these 

categories are presented in Table2.  
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Table2 Distribution of Metaphors Created by the Teacher Candidates for the Concept of 

"Reinforcement" by Categories 

Categories Metaphors N f % 

Happy-Motivating  Candy (3), Soft Candy (1), Chocolate (21), Chocolate Milk (1), Chocolate 

and Tea (1), Cake (2), Ice Cream (1), Honey (1), Baklava (3), Jellybeans 

(1), Sweet (2), Tea (1), Turkish Delight (1), Döner Kebab (1), Coffee (1), 

Alcohol (1), Souffle (1), Toy (2), Flower (2), Gift (2), Ornament (1), 

Newly Purchased Shoes (1), Ribbon (1), Book (1), Toy Panda (1), Playing 

Games (1), Shopping (1), Discount on Sale (1), Winning the Lottery (2), 

Playing Football (1), Gaining profits (1), Laughing (1), Food (1), Treasure 

(1), Sun (1), Candle (1), Power (1), Drug (1), Power Supply (1), Blood (1), 

Father (1), Happiness (1), Hope (1), Love (3), Appreciation (1), Feast (1), 

Loving the Cat (1) 

47 79 86.81 

Labor-Required  Success (1), Memorization (1), Money (2), Cup (1) 4 5 5.50 

Indispensible Finding water in the desert (1), Gasoline (1), Water (2) 3 4 4.40 

Harmful in 

excessive usage 

Confectionery (1), Kadayıf (1), Water given to plant (1) 3 3 3.30 

 Total 57 91 100 

 

When Table2 is examined, it is observed that metaphors created by the teacher candidates for 

the concept of "reinforcement" are; Chocolate"(f=21), "Candy"(f=3), "Baklava"(f=3), "Love"(f=3), 

"Cake"(f=2), "Sweet"(f=2), "Toy"(f=2), "Flower"(f=2), "Gift"(f=2), "Winning the lottery"(f=2), 

"Money"(f=2), "Water"(f=2) and the remaining 45 metaphors are created by only one teacher 

candidate. Also, when the metaphors and justifications of the teacher candidates for the concept of 

"Reinforcement" are examined, they are divided into four different conceptual categories. Below are 

presented some of the statements of the teacher candidates in these categories:  

Category 1: Happy-Motivating Reinforcements 

"Reinforcement is like chocolate. Because as you eat, it dissipates in the mouth and it makes 

you happy." (PSTFS15) 

"Reinforcement is like book because the more I read, the happier I'll be. I'll be more positive 

about life and avoid stress." (PSTFT56) 

Category 2: Labor-required Reinforcement 

"Reinforcement is like money because when there's money, people try to get to it." (PSTFT70) 

"Reinforcement is like success because it's a situation that everybody wants and it takes 

effort." (PSTMT81) 

Category 3: Indispensible Reinforcement 

"Reinforcement is like water because it's essential to live." (PSTMPM86) 

"Reinforcement is like water because it relaxes you and is essential" (PSTMT84) 

Category 4: Harmful in Excessive Usage Reinforcement 

"Reinforcement is like confectionery because the excessive is harmful although it is good and 

beautiful." (PSTMS88) 

"Reinforcement is like kadayıf because it gives pleasure as you eat, but more makes you 

nauseous" (PSTMS89) 

Metaphors Produced for the Concept of Hint  
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Metaphors which have been created for the concept of "Hint" of the teacher candidates, 

categories of these metaphors and the findings of the frequency of each metaphor in these 

categories are presented in Table3. 

Table3 Distribution of Metaphors Created by the Teacher Candidates for the Concept of “Hint" 

by Categories 

Categories Metaphors N f % 

Guiding-

enlightening  

The first piece of a puzzle (2), First step (1), Road sign (2), Paint book (1), 

Teacher (1), Credit card (1), Reminder (1), Example (1), Dark cloud (1), Light (2), 

Candlelight (1), Light Bulb (3), Google (1), Cheating (2), Moon at night (1), 

Human (1), Sky (1), Lantern (1), Food Scent (2), Flower (1), Puzzle (4), Trailer 

(2), Compass (2), Map (2), Reminder (2), Assistant (1), Lighthouse (1), Music (1), 

Pillow (1), Friend (1) 

30 44 75.86 

Concluding Vitamins (1), Food (1), Key (2), Sock rip (1), Pieces of the Puzzle (1) 5 6 10.34 

Facilitating Leverage (1), Stairs (1), Cologne (1), Elevator (1) 4 4 6.90 

Motivating Gift (1), Sweet (1), Hope (1), Assistant (1) 4 4 6.90 

 Total 43 58 100 

When Table3 is examined, it is observed that metaphors created by the teacher candidates for the concept of 

"hint" are; “Puzzle” (f = 4), “Light Bulb” (f = 3), "The First Piece of a Puzzle”(f = 2), “Road Sign ”(f = 2), 

“Light ”(f = 2) , “Cheating” (f = 2), “Trailer” (f = 2), “Compass” (f = 2), “Map” (f = 2), “Reminder” (f = 2), 

"Food Scent" (f=2), “Key” (f = 2) and the remaining 31 metaphors are formed by only one teacher candidates. 

Also, when the metaphors and justifications of the teacher candidates for the concept of "hint" are examined, 

they are divided into four different conceptual categories. Below are presented some of the statements of the 

teacher candidates in these categories: 

 

Category 1: Guiding-Enlightening Hint 

"The hint is like food scent because after that smell, you know what food to eat." (PSTFT21) 

"The hint is like trailer because we get a little bit of information about the film. We'll have an 

idea." (PSTMPM26) 

Category 2: The Concluding Hint 

"The hint is like key because it opens our way and allows us to reach the treasure." (pstmt47) 

"The hint is like vitamins because it makes us strong and it allows us to reach conclusions." 

(PSTMS45) 

Category 3: Facilitating Hint 

"The hint is like an elevator.  Because, it makes our tasks easier for us instead of making it 

harder for us." (PSTFPM55) 

"The hint is like leverage.  Because, it makes our lives easier." (PSTMPM52) 

Category 4: Motivating Hint 

"The hint is like a sweet. Because it gives pleasure, desires, encourages." (PSTMPM57) 

"The hint is like hope.  Because every time we're at an impasse, it helps to find a solution and 

gives us hope along the way." (PSTMT58) 

Metaphors Produced for the Concept of Feedback - Correction  
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Metaphors which have been created for the concept of "Feedback - Correction" of the teacher 

candidates, categories of these metaphors and the findings of the frequency of each metaphor in these 

categories are presented in Table4. 

Table 4 Distribution of Metaphors Created by Teacher Candidates for the Concept of 

"Feedback-Correction" by Categories 

Categories Metaphors N  f % 

Directing- 

Revising 

Teacher (6), Family (2), Parents (2), Slap of Life (1), Smile (1), Taste of Food (1), 

Mother (2), Labyrinth (1), Shopping (1), Holy Books (1), Mother's Word (1), 

Advice (1), Examination (1), Compass (1), Eraser (10), Restoration (2), Hope (1), 

Medicine (1), Slap ( 1), Message (SMS)(1), Warning (1), Correction Fluid (1), 

Filter (1), Call Center (1), Washing Machine (1), Dictionary (1), Gossip (1) 

27 45 83.33 

The needed one Wi-Fi (1), Recycling (1), Band-Aid (1), Seat Belt (1), Sugar (1) 5 5 9.26 

The Mutual 

One 
Sandbag (1), Boomerang (2), Phone Call (1) 

3 4 7.41 

 Total 35 54 100 

When Table 4 is examined, metaphors created by the candidates for "feedback-correction" are; “Eraser"(f=10), 

"Teacher"(f=6), "Restoration"(f=2), "Family"(f=2), "Parents"(f=2), "Mother"(f=2), "Boomerang"(f=2) and the 

remaining 28 metaphors were created by only one teacher candidate. Also, when the metaphors and justifications 

of the teacher candidates for the concept of " feedback-correction" are examined, they are divided into three 

different conceptual categories. Below are some of the statements of the teacher candidates in the category of 

these categories:  

 

Category 1: Feedback-Correction for Directing-Revising 

"Feedback-correction is like an eraser.  Because it erases and corrects the wrong ones." 

(PSTMS2) 

"Feedback-correction is like a slap.  Because when we are slapped, we recognize our mistakes 

and correct ourselves." (PSTMS9) 

Category 2: Feedback-Correction as a Need 

"The feedback-correction is like a seat belt.  Because feedback-corrections where necessary 

prevents many mistakes, hazards (misinformation, ignorance). It is an important necessity, just like a 

seat belt." (PSTFPM50) 

"Feedback-correction is like recycling.  Because when it is recycled, it is for the benefit of 

nature and it is a need for nature. Feedback-correction has a similar effect." (PSTFT47) 

Category 3: The Mutual Feedback Correction 

"Feedback-correction is like a sand bag.  Because how fast you hit, it will come back to you 

with that force. (PSTFPM51) 

"Feedback-correction is like boomerang.  Because when you throw it away, it comes back. 

(PSTFPM52) 

Metaphors Produced for the Concept of Active Participation  

Valid metaphors which have been created for the concept of "Active Participation" of the 

teacher candidates, categories of these metaphors and the findings of the frequency of each metaphor 

in these categories are presented in Table5. 

Table 5 Distribution of Metaphors Created by Teacher Candidates for the Concept of "Active 

Participation" by Categories 
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Categories Metaphors N  f % 

The Situation 

Required by the 

Process 

Debate (1), Dancing (1), Station Approach (1), Fight (2), Wedding (2), Chat 

(1), Fans (1), Clown (1), Eating Hall (1), Footballer (1), Football Match (1), 

11 13 25.49 

The Inevitable-

Necessary One  

Petroleum (1), Rummikub (1), Book (1), Tree (1) 4 4 7.84 

The One Requiring 

Unity 

Forest (1), Football (1), Wheel (1), Halay (1), Cut common sacrificing animal 

in the feast of sacrifice (1), Body metabolism (1), construction worker (1), 

Big family dinner (1), Team play (1), Family (1) 

10 10 19.61 

The one which 

makes contented 

Amusement Park (3), Playing game (2), Sports (1), Disco party (1), Joy party 

(1), New Year's Lottery (1), Tea (1), Success (1), Concert (1), Doing the job 

that one loves (1), Itching (1), Game (3), Theatre (1), Laugh (1), Course (1), 

Food (1), Picnic area (1), Sun (1), Meeting (1) 

19 24 47.06 

 Total 44 51 100 

When Table 5 is examined, metaphors created by teacher candidates for the concept of active participation; 

"Amusement Park"(f=3), "Game"(f=3), "Fight"(f=2), "Wedding"(f=2), "Playing Games"(f=2) and the remaining 

39 metaphors were created by only one teacher candidate.  The metaphors and their reasons created by teacher 

candidates for the concept of "active participation" are divided into 4 different conceptual categories. Below are 

presented some of the statements of the teacher candidates in these categories:  

 

Category 1: Active Participation, the situation required by the process 

"Active participation is like a wedding.  Because they both have the same process. Everyone 

participates in the process" (PSTFPM9) 

"Active participation is like a fan.  Because the fans are always active throughout the match" 

(PSTMT7) 

Category 2: Inevitable-Necessary Active Participation 

"Active participation is like rummikub.  Because if you don't play in both, you lose." 

(PSTMS15) 

"Active participation is like a tree.  Because the tree yields fruit when it's watered. For more 

fruit, irrigation is essential. It is more permanent if you participate actively in active participation in 

the same way and this is needed." (PSTMPM16) 

Category 3: Active Participation Requiring Unity 

"Active participation is like halay.  Because the more people who join the halay, the more 

effective and eye-catching the halay will be." (PSTFT21) 

"Active participation is like football.  Because the more assistance there is, such as active 

participation in halay, the more effective it is" (PSTMS19) 

Category 4: Active Participation which makes one contented 

"Active participation is like a game.  Because it is fun and it's going well" (PSTFPM4) 

"Active participation is like itching.  Because if you itch, it will continue to itch sweeter" 

(PSTMPM40) 

 

Metaphors Produced for the Concept of Punishment  
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Valid metaphors which have been created for the concept of "Punishment" of the teacher 

candidates, categories of these metaphors and the findings of the frequency of each metaphor in these 

categories are presented in Table6. 

Table 6 Distribution of Metaphors Created by Teacher Candidates for the Concept of 

"Punishment" by Categories 

Categories Metaphors N  f % 

The food that is 

bitter or makes you 

unhappy 

Hot pepper (7), Spinach (1), A dish which I like is salty (1), Onion (1), 

Unripen dates (1), Milk (1) 

6 12 15.38 

A Depriving 

situation  

A toy’s being broken (1), Deprivation (1), Accident (1), Sleep (1), Being 

Restricted (2), Staying at home in sunny weather (1), Lesson (1), Being 

without money (1). 

8 9 11.54 

Persuasive-stimulant Bitter (1), Liver roasting (1), Court (1), Scold (1), Red Light in Traffic (1), 

Fear (1), Stove (1). 

7 7 8.97 

A negative element Cold Weather in Kars City (2), Last minute goal (1), Mathematics (2), Poison 

(3), Dark (4), Fire (4), Bad Smell (1), School (2), Beating (4), Long lesson 

(2), Cold (1), Torture (2), Distressed Friend (1), Hate (1), Insult (1), Platonic 

love (1), Friend You Don't Like (1), A Broken Thing (1), Disrespect (1), Nail 

(1), Cliff (1), Wild Animal (1), Silence (1), Black (1), Eating A Lot of 

Chocolate (1), Last Minute lesson (1). 

26 42 53.85 

The Punishment with 

Positive Results 

Electric shock (1), painful treatment process (1), Sword (1), Pencil sharpener 

(1), Death (1) 

5 5 6.41 

Reflection Relegation (1), Mirror (1), Gaining Weight Gain (1). 3 3 3.85 

 Total 55 78 100 

When table 6 is examined, metaphors created by teacher candidates for the concept of "punishment” were; "Hot 

Pepper"(f=7), "Dark"(f=4), "Fire"(f=4), "Beating"(f=4), "Poison"(f=3), "Restricted"(f=2), "Cold weather in Kars 

city"(f=2), "Mathematics"(f=2), "School"(f=2), "Long Lesson"(f=2), "torture"(f=2) and the remaining 44 

metaphors were created by only one teacher candidate. Also, when the metaphors and justifications of the 

teacher candidates for the concept of "Punishment " are examined, they are divided into four different conceptual 

categories. Below are presented some of the statements of the teacher candidates in these categories: 

 

Category 1: Punishment as food that is bitter or makes you unhappy 

"Punishment is like hot pepper. Because it's just as bitter as it is. Every punishment is like a 

pepper that leaves bitterness in the mouth. Pepper ends but its bitterness is unforgettable" (PSTMS4) 

"Punishment is like a dish which I like is salty. Because if you don't eat it, it stays in you. If 

you eat it, it creates a bitter feeling in your throat and you can't eat it" (PSTFPM8) 

Category 2: Punishment as a Depriving situation  

"Punishment is like an accident. Because its result is bad. There is a deprivation of 

something" (PSTFS15) 

"Punishment is like staying at home in sunny weather. Because everybody wants to go out 

and walk around. But if you stay at home, you'll be unhappy" (PSTFPM19) 

Category 3: Persuasive-Stimulating Punishment 

 “Punishment is like a court. Because it is a deterrent (PSTFS22) 

Punishment is like a stove. Because it's hot, it hurts when we touch it and we don't want to do 

it again" (PSTFT25) 

Category 4: Punishment as a negative element 

 “Punishment is like a fire. Because they both hurt you" (PSTMS35) 
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“Punishment is like a dark. Because a dark environment scares and upsets you" (PSTMS41) 

“Punishment is like beating. Because they both make you feel bad" (PSTFS39) 

"Punishment is like a friend you don't like.  Because when he comes to you, you're restless 

and unhappy. You'd be uncomfortable with his presence. That's the punishment. It makes you unhappy 

and uneasy " (PSTFPM57) 

Category 5: The Punishment with Positive Results 

“Punishment is like a pencil sharpener. Because it can be used to fix something when it's 

necessary. For example, the tip of the pencil disturbs us and we want to thin it" (PSTFPM74) 

"Punishment is like a painful treatment process.  Because sometimes it's needed and should 

be taken. Even if there is improvement as a result, that process can cause distress" (PSTMPM72) 

Category 6: Punishment as Reflection   

"Punishment is like being relegated.  Because in both, you pay the price for failure" 

(PSTMT76) 

“Punishment is like a mirror. Because when we look in the mirror, we see reflection. 

Punishment is a reflection of our bad behavior" (PSTFPM77) 

DISCUSSIONS AND CONCLUSIONS  

The aim of the research is to identify the metaphors created by the teacher candidates for the 

concepts of "reinforcement, hint, feedback-correction, active participation and punishment" used in the 

teaching-learning process. The metaphors of the teacher candidates for this concepts used in the 

teaching-learning process are given below. 

A total of 57 different metaphors were found for 91 teacher candidates for the concept of 

"reinforcement" used in the teaching-learning process. The concept of reinforcement is categorized by 

taking into account the relationship between the metaphor created by teacher candidates and the stated 

justification of the metaphor. These categories are "reinforcement making happy-motivating, labor-

intensive reinforcement, indispensable reinforcement and reinforcement which is harmful when 

excessive". In addition, the teacher candidates for the concept of reinforcement most created the 

metaphors of Chocolate"(f=21), "Candy"(f=3), "Baklava"(f=3), "Love"(f=3), "Cake"(f=2), 

"Sweet"(f=2), "Toy"(f=2), "Flower"(f=2), "Gift"(f=2), "Winning the lottery"(f=2), "Money"(f=2), 

"Water"(f=2). In the study, it can be said that teacher candidates generally view the concept of 

reinforcement positively. In a study in which the reward is investigated as an important variable 

affecting the motivation level of the students (Yaman & Güven, 2014), students perceive the reward as 

a symbol of happiness, ambition/desire and success in line with the results of this research.  In 

addition, some of the students believe that the rewards are deserved and that the award is satisfactory, 

while some students stated that rewards are given to those who do not deserve. In addition, in a study 

conducted with teacher candidates (Pehlivan, Köseoğlu and Şen, 2018), participants stated that 

teachers were mostly rewarding students' academic behaviors and that they used financial, 

psychological and social rewards.  Furthermore, in the study conducted by Turhan & Yaraş (2013), it 

was observed that teachers and students perceived the concept of reward as reinforcement, while 

metaphors produced by students were sweet and sweet foods such as chocolate.Also, in the study 

conducted by Pehlivan ve Köseoğlu (2017), biology pre-service teachers perceived the reinforcements 

as positive element. 

A total of 43 different metaphors were developed by 58 teacher candidates for the concept of 

"hint" used in the teaching-learning process. The concept of hint is categorized by taking into account 
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the relationship between the metaphor created by teacher candidates and the stated justification of the 

metaphor. These categories are "guiding-enlightening, concluding, facilitating, motivating" hints. In 

addition, teacher candidates most developed the metaphors the concept of "hints” as; "Puzzle"(f=4), 

"Light Bulb"(f=3), "the First Piece of a Puzzle"(f=2), "Road Sign"(f=2), "Light"(f=2), 

"Cheating"(f=2), "Food Scent"(f=2), "Trailer"(f=2), "Compass"(f=2), "Map"(f=2), "Reminder"(f=2), 

"Key"(f=2). It can be said in this that the teacher candidates perceive the concept of hint as auxiliary 

elements in the teaching-learning process. 

A total of 35 different metaphors were developed by 54 teacher candidates for the concept of 

"feedback-correction” used in the teaching-learning process. The relationship between the metaphors 

created by teacher candidates and their stated justifications of the metaphors for the concept of 

"feedback-correction” was taken into consideration and categorizations were made. These categories 

were feedback-correction as “Directing- Revising, the needed one, the mutual one".  In addition, 

teacher candidates most produced the metaphors for the concept of “feedback-correction” as; “Eraser” 

(f=10), “Teacher” (f=6), “Restoration” (f=2), “Family” (f=2), “Parents” (f=2), “Mother” (f=2), 

“Boomerang” (f=2).  

A total of 44 different metaphors were developed by 51 teacher candidates for the concept of 

"active participation" used in the teaching-learning process. The categorizations for the concept of 

“active participation” were made by taking the relationship between the metaphors created by teacher 

candidates and their stated justifications of these metaphors. These categories for the concept of 

“active participation” are “the situation required by the process, the inevitable-necessary one, the one 

requiring unity, the one which makes contented”. Additionally, the teacher candidates most developed 

the metaphors for the concept of “active participation” as; “amusement 

park"(f=3),"Game"(f=3),"Fight"(f=2),"Wedding"(f=2),"Playing Games"(f=2).  

A total of 55 different metaphors were found for the concept of "punishment" used in the 

teaching-learning process by 78 teacher candidates. The concept of punishment is categorized by 

taking into account the relationship between the metaphor created by the teacher candidates and the 

stated justification of the metaphor. These categories are "A Food That Makes bitter or make you 

unhappy, Depriving Situation, Persuasive-Stimulating, Negative Element, Positive Results and 

Reflection" punishment. In addition, teacher candidates m most developed the metaphors for the 

concept of “punishment” as; "Hot Pepper"(f=7), "Dark"(f=4), "Fire"(f=4), "Beating"(f=4), 

"Poison"(f=3), "Restricted"(f=2), "Cold weather in Kars city"(f=2), "Mathematics"(f=2), 

"School"(f=2), "Long Lesson"(f=2), "Torture"(f=2). In the study, it can be said that the teacher 

candidates generally view the concept of punishment negatively.  In connection with this result of the 

study, in the study of Akar & Öğretir (2017), when the metaphors of the 4th class students for the 

concept of punishment were examined, it was determined that they mostly developed the metaphors 

such as obstruction (prison), balloon, hot pepper, sports and bad. In addition, in the study which 

investigated the punishment as an important concept affecting the motivation level of the students 

(Yaman & Güven, 2014), it has been identified that students who generally have negative judgments 

about punishment are perceived as beating, leaving them in class, scolding, insulting, throwing them 

out of the class, and perceiving as practices that alienate the students from the school climate and 

student identity. These results are in parallel with the results of the study. In addition, Pehlivan, 

Köseoğlu & Şen (2018) mentioned that physical, psychological and social punishments are most 

commonly applied in the classroom environment. Also, in the study conducted by Turhan & Yaraş 

(2013), they concluded that teachers and students viewed punishment as a negative factor.  

Consequently, the teacher candidates who participated in the study perceived the 

reinforcements as positive element. In addition, the majority of the participants (86.81%) stated that 

the reinforcements make them happy and motivated, while others stated that it requires labor and that 

more is harmful. For the concept of hints, the majority of the teacher candidates (75.76%) who 

participated in the study mentioned that the hint leads-illuminates, while others said that it brings 

results, facilitates and motivates them. For the concept of feedback-correction, the majority of 

respondents (83.33%) mentioned that feedback-corrections are directed-revised, while others 

mentioned that they are needed and reciprocal. For the concept of active participation, about half of 
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the participants (47.06%) said that they were satisfied with them, while others mentioned that it was 

inevitable because the process required it, because it requires unity. The teacher candidates who 

participated in the study perceived the punishment as negative element. About half of the teacher 

candidates (53.85%) who participated in the study said that the concept of punishment was a negative 

element, while others had a food that made it painful or unhappy, depriving it of its persuasive-

stimulating side, and sometimes the results of the punishment were positive.  
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Abstract 

The purpose of this research is to identify the attitudes of physical education teachers regarding the 

education of gifted students. Physical education teachers working in Kırşehir province participated in 

the research on a voluntary basis. Sample selection is not made. Measurement tools were delivered to 

all teachers, but data collected from 91 teachers were processed. Relational screening method was 

used in this research. "Personal Information Form" and "Attitude Scale for Teachers on Gifted 

Education" were used in the data collection process of the research. Testing of the research data was 

performed at 0.05 significance level. In the analysis of the data, the items pertaining to the sub-

problem were grouped and independent t-test and ANOVA techniques were used together with 

descriptive statistics such as frequency (f), percentage (%), weighted average (  ) and standard 

deviation (SD). Cohen's d and eta-square (η
2
) were used to calculate the effect size of the significant 

difference. Research results showed that the attitudes of physical education teachers towards gifted 

education are highly positive in general. The attitudes of physical education teachers towards gifted 

education significantly differ according to the variables of department of graduation and years of 

service in the dimension of resistance to objections. However it was determined that there was 

statistically no significant difference concerning the variables of gender, type of school served and 

years of service. 
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INTRODUCTION 

Throughout history, gifted individuals have pioneered the development of societies, 

innovations and inventions that shaped the world (Akar, 2004). This process predicts the fact that 

gifted individuals will affect societies and the world in the future as they did before. It is very 

important for societies to discover, educate and increase their potential by meeting their education 

needs at the highest level in order for bringing inventions and innovations for the benefit of humanity 

(Şenol, 2011). Numerous factors are important in the creation of these trainings (Bildiren and Kargın, 

2019). An important basis for these factors is special education (Bildiren and Kargın, 2019). For these 

reasons, Stuart and Beste (2008), reported that meeting the education needs of gifted individuals 

through special education is indispensable for the development of countries and the world. 

Along with the individual characteristics of gifted individuals, having a knowledge about their 

background has been instrumental in the formation of special education programs (Öznacar and Bilan, 

2012). From this point of view, the origin of the definition of gifted and talented ability is based on the 

definition and categorization of intelligence. In his study categorizing intelligence conducted in early 

19
th
 century, Terman described individuals with an IQ above 140 as genius (Terman, 1916). There are 

numerous definitions and classifications in the literature (Sak, 2009), but these definitions have 

differences. However, the characteristics of gifted individuals are similar to each other in all 

intelligence definitions (Kurnaz, Tüybek, Taşkesen, 2009). In our country, Turkish Ministry of 

National Education [MEB] defined gifted individuals as individuals with IQ level above 130 along 

with intelligence, creativity and leadership capacity (MEB, 2017). Sak (2011) stated that gifted 

individuals exhibit more sophisticated behaviors as compared to their peers. Discovering the talents of 

gifted individuals and directing them in the right way can only be achieved through the education 

provided to gifted students. It is only through education that the abilities of gifted individuals are 

explored and they are accurately guided, which ultimately develops their characteristics and increase 

their skills. 

Maker and Nelson (1996) emphasized that the education provided to gifted individuals should 

be systematic and orderly, and that the gifted individuals, who exist in a limited number among 

societies, should not be lost and raised efficiently. The most important element of such education is 

teachers. In addition to developing programs of gifted individuals, teachers, who are the practitioners 

of the program, play an important role also in the achievement of the goals and desired behaviors 

(Shaughnessy ve Sak, 2009). 

Lewis (1982) emphasized that teachers employed in gifted education should also be talented 

and open-minded individuals. In addition to being talented, teachers should be experienced, have 

subject matter knowledge on gifted individuals and have a positive attitude to deliver this body of 

knowledge (Tortop and Kunt, 2013). 

Attitude is the mental, cognitive, affective and behavioral predisposition that a person 

develops based on his/her feelings and motivations towards himself/herself and the happenings in 

his/her external world (İnceoğlu, 2011). Teachers have an essential role in acquiring the attitude, 

which is the mood that directs the behavior of individuals. The most important element that stands out 

in terms of the quality of the gifted education is the quality of the teacher. There are multiple studies in 

the literature indicating the significance of the teacher in gifted students’ displaying their talents in a 

correct way (Gerow, Bordens and Blanche-Payne, 2007; Neumeister, Adams, Pierce and Cassidy, 

2007; Dağlıoğlu, 2010; Güneş, 2015; Metin, Şenol and İnce, 2017). 

Along with other lessons, physical education lessons are important as well in educating gifted 

and talented individuals in accordance with their abilities. Physical education helps the individual to 

be mentally and physically healthy through physical movement (Tamer and Pulur, 2001). Today, not 

only muscular and physiological development, but also cognitive, affective and psychomotor 

development of the individual are considered within the scope of physical education (Demirhan, 

2002). Because physical education lessons help the individual to enhance self-confidence, cope with 

stress, and get rid of anxiety and depression (Morgan, Saunders and Lubans, 2012). This aspect of the 
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physical education course, which addresses the cognitive characteristics of students, is important for 

gifted students to become aware of their own abilities and to use their abilities effectively. Physical 

education teachers help gifted and talented students discover their talents and use them correctly 

through the education they provide. In this education process, the attitudes of physical education 

teachers towards gifted individuals are important. Therefore, the level of attitudes of teachers involved 

in the education of gifted students should be determined (Davis and Rimm, 2004). 

In Turkey, there are a limited number of studies researching teachers’ attitudes regarding 

gifted education. An attitude scale adaptation study on the education of gifted students was carried out 

by Tortop (2012). The data obtained as a result of this study was considered appropriate to measure 

the attitudes of Turkish teachers towards the education of gifted students. Several studies investigating 

the attitudes of preservice teachers towards gifted education have been found in the literature (Metin, 

Şenol and İnce, 2017; Yıldırım and Öz, 2018; Uçar, Yıldızer, Özböke, Yılmaz and Kocaekşi, 2019; 

Ergun and Çetin, 2019). In addition, it is seen that there are studies examining the attitudes of primary 

school teachers (Tortop & Kunt, 2013; Sönmez, 2017) and classroom teachers (Güneş, 2015; Kaya, 

2019) towards gifted education. Examining the studies conducted abroad, it was observed that Begin 

and Gagne (1994) identified 50 different variables that affect the attitudes of gifted individuals. In a 

different study, Michener (1980) examined the relationship between the educational program for 

gifted individuals and the attitude. In another study, Gagne and Nadeu (1985), examined the 

relationship between different artistic activities and the attitude. 

When the literature is explored, it is seen that studies on attitudes towards physical education 

and sports mostly consist of studies on attitudes of teachers and preservice teachers towards physical 

education, attitudes of students at sports departments towards sports, and attitudes of middle and high 

school students towards physical education (Toprak and Saraç, 2014; Keskin , Öncü and Kılıç, 2016; 

Kılıç, Uğurlu and Cenik, 2018; Yavuz and Yücel, 2019; Caz, Bıçakçı and Nakipoğlu, 2019; İnan, 

Varol, Çolakoğlu and Çolakoğlu, 2019). Examining general results of these studies, it is observed that 

the attitudes of the gifted students differ and are affected by different variables.  

In addition to the limited number of studies on physical education teachers' attitudes towards 

gifted individuals, this study is expected to contribute to the literature with its results and suggestions 

to be made based on those results. 

In this context, it was aimed to describe the attitudes of physical education teachers towards 

the gifted students. In line with this aim, answers were sought for the following questions. 

How are the attitudes of the physical education teachers towards the gifted students? 

Are there any significant differences among the attitudes of physical education teachers 

concerning certain variables such as gender, school type, professional experience, and branch of 

graduation? 

METHOD 

Relational screening method was used in this research. Relational research is defined as a 

research model that aims to determine the likelihood and the level of the relationship between two or 

more variables as they are, without manipulating the variables (Fraenkel, Wallen & Hyun, 2015; 

Büyüköztürk, Çakmak, Akgün, Karadeniz and Demirel, 2016). Screening model studies are a research 

approach that aims to describe a past or a present situation as is (Karasar, 2005). Relational screening 

model enables to observe the effects of independent variables that are considered to be effectual on the 

variables identified. In this context, it is aimed to identify the attitudes of physical education teachers 

towards gifted education in the first part of this study. In the second part of the study, the effects of the 

variables of gender, type of school served, years of service and the department of graduation, which 

are considered to affect the attitudes of physical education teachers towards gifted education, were 

examined. 
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Sample of the Study  

Physical education teachers working in Kırşehir province participated in the research on a 

voluntary basis. Sample selection is not made. Measurement tools were delivered to all teachers, but 

data collected from 95 teachers were processed.  

The number of physical education teachers working in Kırşehir province and its districts in 

2019-2020 academic year is 120. The final state of the demographic information of the physical 

education teachers who took part in the study sample is as follows; 26.3% (n=25) of the study sample 

are female and 73.7% (n=70) are male teachers. 57.9% (n=55) of teachers work at secondary schools 

and 42.1% (n=40) work at high schools. 27.4% of the teachers (n=26) have 1-5 years, 38.9% (n=37) 

have 6-10 years, and 33.7% (n=32) have more than 11 years of service. 86.3% (n=82) of the teachers 

graduated from the department of physical education, 13.7% (n=13) graduated from other 

departments. 

Data Collection Instruments 

In the research, two measurement instruments were used in the data collection process. In the 

first stage, the personal information form (PIF) developed by the researcher was used to specify the 

personal information of physical education teachers. In the second stage, "Attitude Scale for Teachers 

on Gifted Education" scale for teachers, developed by Gagne and Nadeau (1985) and adapted to 

Turkish by Tortop (2014), were used to identify the attitudes of physical education teachers towards 

the education of gifted students. 

Personal Information Form (PIF). In this form prepared by the researcher, there are several 

independent variables that are considered to be effective on the attitudes of physical education teachers 

towards gifted education. These variables addressed demographic information (gender, school type, 

years of service, and department of graduation) of physical education teachers in general and the data 

were included in PIF as classifying questions. 

Attitude Scale for Teachers on Gifted Education. It was developed by Gagne and Nadeau 

(1985) in order to measure teachers' attitudes towards gifted education. The scale, adapted to Turkish 

by Tortop (2014), consists of 3 dimensions, 14 items and includes a 5-point Likert scale ("1" 

Completely Disagree, "2" Moderately disagree, "3" Undecided "4" Moderately agree, "5" Completely 

agree). Need and Support Dimension consists of 7 items (items 5, 6, 7, 8, 9, 13, and 14), Resistance to 

Objections Dimension consists of 3 items (items 2, 3, and 12) and Ability Grouping Dimension 

consists of 4 items (items 1, 4, 10, and 11)  

Considering the meaning and language validity, the scale was translated from English to 

Turkish by 10 linguists. All of the linguists examined the translation texts in detail and the Turkish text 

was prepared that best represents each item. During the scale adaptation studies, in order to determine 

whether the items in the translated version are equivalent with the original form, 5 specialists, who are 

experts in the field of gifted education with a good command of English, were asked to review. The 

original scale and the translation version were given to the specialists, and they were asked to score 

between 0 and 10 (0= not suitable at all, 10 = completely suitable) to assess the suitability of the items 

of the scale. There was a 91% harmony among the opinions of experts. Subsequently, the Turkish 

form was translated back into English by two linguists, who know both languages well, and it was 

evaluated whether this translation was similar to the original scale. Since there was no negative 

feedback after expert assessments, the scale was applied to 347 teachers for validity and reliability 

tests. AMOS program was used for confirmatory factor analysis. Covariance matrices were used for 

the tested model, and compliance statistics and modification results were examined in the CFA. For 

the model obtained in the study, it was determined that χ2=235.7, DF=74, p=0.000; χ2/DF=3.19; 

NFI=0.802; CFI=0.853; GFI=0.911; RMSEA=0.079; PCLOSE=0.000. The Cronbach Alpha internal 

consistency coefficient was examined to investigate whether the scale was reliable. The Cronbach 
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alpha reliability coefficient of the scale was found to be 0.801, dimension of needs and support of the 

gifted: 0.724, the dimension of resistance to objection:0.614, and ability grouping:0.749. 

Collection and Analysis of the Data 

Measurement instruments were delivered to all teachers via social media and/or mail 

addresses as part of the research. 2 of the measurement instruments were not evaluated due to 

improper coding, empty form etc., and 23 of the teachers did not provide feedback at all. The data 

obtained from a total of 95 physical education teachers were evaluated. The measurement instruments 

were filled out on a voluntary basis. The data obtained was uploaded to SPSS 20.0 (Statistical Package 

for Social Sciences) software for analysis. The research data was tested at 0.05 significance level. The 

parameters used in the analysis of the descriptive data obtained are frequency (f), percentage (%), 

weighted average (  ) and standard deviation (SD). Ultimate checks were made on the data prior to 

applying relational statistics methods, the homogeneity of the data was reviewed with respect to 

whether it displayed normal distribution or not. The findings regarding the normal distribution of the 

data are given in Table 1. 

Table 1 Normal Distribution Findings 

   X  Median Mode Skewness Kurtosis 

Attitude 

Scale for 

Teachers on 

Gifted 

Education 

GENERAL 
Statistics 3.50 3.42 3.00 -.207 .577 

Standard error 0.073   .247 .490 

Need and Support 

Dimension 

Statistics 3.51 3.57 3.71 -.502 -.141 

Standard error 0.088   .247 .490 

Resistance to 

Objections 

Dimension 

Statistics 3.60 3.66 4.00 -.638 .240 

Standard error 
0.099   .247 .490 

Ability Grouping 

Dimension 

Statistics 3.40 3.50 4.00 -.225 -.569 

Standard error .097   .247 .490 

 

According to Büyüköztürk (2014: 40), the essential point in the analysis is that the scores do 

not deviate excessively from normal. The skewness coefficient ranging within the limits of -1 and +1 

can be interpreted as the lack of a significant deviation from the normal distribution. According to 

George and Mallery (2010) and Blest (2003), however, the skewness and kurtosis values remaining 

between +2 and -2 are sufficient for the normal distribution of the data. Considering the skewness (-

.207) and kurtosis (.577) values of the attitude scale for teachers on gifted education, it is seen that the 

data displays normal distribution. 

In line with this results, parametric tests were used in the analysis of the research data. In this 

context, independent t-test was used to analyze the attitudes of physical education teachers towards 

gifted education according to paired observable variables, and one-way analysis of variance 

(ANOVA) was used to analyze according to three and more porous variables. Another statistic used in 

the interpretation of test results is the effect size. The two most frequently used effect size statistics are 

eta-square (η
2
) and Cohen’s d statistics. The values that are interpreted as small, medium and large 

effect sizes are 01, .06 and .14 for eta-square; and .2, .5 and .8 for Cohen’s d, respectively 

(Büyüköztürk, 2014: 44). Cohen's d coefficient was used to calculate the effect size of the significant 

difference in independent t-test results; while the eta-square correlation coefficient was used to 

calculate the effect size of the significant difference in the ANOVA results. 

The answers given by the physical education teachers for the questionnaire items were on a 

five-point Likert scale, and the formula used to determine the group value ranges for the assessment 

scale was “a = Range / Number of Groups to be Formed” (Taşdemir, 2003). Accordingly, the 

assessment scale is as follows; 
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Table 2 Scale Scores - Assigned Weights - Qualification Groups 

 Attitude Scale for Teachers on Gifted Education  

Assigned Weight Qualification Groups Range 

5 Completely Agree 4.20-5.00 

4 Moderately Agree 3.40-4.19 

3 Undecided 2.60-3.39 

2 Moderately Disagree 1.80-2.59 

1 Completely Disagree 1-1.79 

 

FINDINGS 

Findings on Attitudes of Physical Education Teachers on Gifted Education 

Table 3 Attitudes of Physical Education Teachers on Gifted Education 

 X  SD Level 

GENERAL 3.50 .712 Moderately Agree 

Need and Support Dimension 3.51 .866 Moderately Agree 

Resistance to Objections Dimension 3.60 .967 Moderately Agree 

Ability Grouping Dimension 3.40 .946 Moderately Agree 

 

When Table 3 is analyzed, the att tudes of phys cal educat on teachers towards g fted 

educat on are generally h gh (Moderately agree) (  =3.50). Cons der ng the sub-d mens ons;  t  s seen 

that teachers' att tudes are also h gh  n terms of the d mens ons of need and support (  =3,51), 

resistance to object on (  =3.60), and ab l ty group ng (  =3.40). Th s shows that phys cal educat on 

teachers have a positive attitude towards gifted education. 

Relational Findings on Attitudes of Physical Education Teachers on Gifted Education 

Table 4 T-Test Results of Findings on Attitudes of Physical Education Teachers on Gifted 

Education According to Gender 

 Gender N X  SD t p 

GENERAL 
Female 25 3.62 .752 

.950 .345 
Male 70 3.46 .698 

Need and Support Dimension 
Female 25 3.52 .992 

.046 .963 
Male 70 3.51 .825 

Resistance to Objections Dimension 
Female 25 3.88 .912 

1.703 .092 
Male 70 3.50 .972 

Ability Grouping Dimension 
Female 25 3.59 .935 

1.139 .258 
Male 70 3.33 .947 

 

When Table 4 is examined, it is seen that the average for female teachers in general (   = 3.62) 

is higher than the average for male teachers (  =3.46). Looking at the sub-dimensions, it is seen that 

the averages for female teachers in all sub-dimensions are higher than the averages for male teachers 

as well. 

In consequence of the independent samples t-test conducted to determine whether the attitudes 

of physical education teachers towards gifted education differ significantly according to their gender, 

it turns out that the mean differences among groups are not statistically significant both across the 

scale in general and in sub-dimensions (p>.05). Consequently, it can be said that gender is not a 

variable that affects the attitudes of physical education teachers towards gifted education. 
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Table 5 T-Test Results of Findings on Attitudes of Physical Education Teachers on Gifted 

Education According to Type of School Served 

 
Type of School 

Served 
N X  SD t p 

GENERAL 
Secondary School 55 3.47 .720 

-.454 .651 
High School 40 3.54 .709 

Need and Support Dimension 
Secondary School 55 3.54 .871 

.350 .727 
High School 40 3.48 .870 

Resistance to Objections Dimension 
Secondary School 55 3.46 1.029 

-1.588 .116 
High School 40 3.78 .852 

Ability Grouping Dimension 
Secondary School 55 3.35 .957 

-.556 .580 
High School 40 3.46 .939 

 

When Table 5 is examined, it is seen that the average for teachers working at high schools in 

general (   = 3.54) is higher than the average for teachers working at secondary schools (  =3.47). 

Looking at the sub-dimensions, it is seen that; in need and support dimension, the average for 

teachers working at secondary schools (  =3.54) is higher than the average for teachers working at 

high schools (  =3.48); while 

 in resistance to objections and ability grouping dimensions, the averages for teachers working 

at high schools are higher than the averages for teachers working at secondary schools. 

In consequence of the independent samples t-test conducted to determine whether the attitudes 

of physical education teachers towards gifted education differ significantly according to the types of 

school they worked at, it turns out that the mean differences among groups are not statistically 

significant both across the scale in general and in sub-dimensions (p>.05). Consequently, it can be said 

that type of school served is not a variable that affects the attitudes of physical education teachers 

towards gifted education. 

Table 6 Means and Standard Deviations of the Attitudes of Physical Education Teachers on 

Gifted Education According to Years of Service 

 Years of Service N    SD 

GENERAL 

1-5 Years 26 3.38 .707 

6-10 Years 37 3.70 .606 

11 years and more 32 3.36 .794 

Need and Support Dimension 

1-5 Years 26 3.42 .870 

6-10 Years 37 3.66 .837 

11 years and more 32 3.42 .901 

Resistance to Objections Dimension 

1-5 Years 26 3.50 1.038 

6-10 Years 37 3.93 .845 

11 years and more 32 3.29 .945 

Ability Grouping Dimension 

1-5 Years 26 3.23 1.067 

6-10 Years 37 3.59 .902 

11 years and more 32 3.32 .880 

 

When Table 6 is examined, in general, physical education teachers with 6-10 years of service 

have the highest average (  =3.70), where those with 11 and more service years have the lowest 

(  =3.36). Looking at the sub-dimensions, teachers with 6-10 years of service have the highest average 

at all sub-dimensions. It is seen that the averages for teachers with 1-5 years and teachers with 11 

years and more are equal (  =3.42) at need and support dimension; teachers with 11 and more service 

years have the lowest average (  =3.29) at resistance to objections dimension; and the teachers with 1-

5 years of service have the lowest average (  =3.23) at ability grouping dimension. 
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One-way analysis of variance (ANOVA) was used to determine whether the difference 

between the averages of teachers’ attitudes towards gifted education according to the years of service 

is significant and the results are given in Table 7. 

Table 7 ANOVA Results on the Attitudes of Physical Education Teachers on Gifted Education 

According to Years of Service  

 Source of Variance SD df MS F p Effect Size 

GENERAL 

Between groups 2.404 2 1.202 2.439 .093  

Within groups 45.335 92 .493    

Total 47.738 94     

Need and Support 

Dimension 

Between groups 1.280 2 .640 .848 .431  

Within groups 69.376 92 .754    

Total 70.655 94     

Resistance to Objections 

Dimension 

Between groups 7.503 2 3.751 4.292 .017 .08 

Within groups 80.408 92 .874    

Total 87.911 94     

Ability Grouping Dimension 

Between groups 2.308 2 1.154 1.297 .278  

Within groups 81.839 92 .890    

Total 84.147 94     

 

As a result of the single factor ANOVA performed to determine whether the teachers’ 

attitudes towards gifted education vary significantly according to the years of service, it is seen that 

general averages between groups are not statistically significantly different (F = 2.439, p>.05). 

Looking at the sub-dimensions, it is seen that differences of the averages among groups in the 

dimensions of need and support (F=.848, p>.05) and ability grouping (F=1.297, p>.05) are not 

statistically significant, where averages in resistance to objections dimension among groups differ in a 

statistically significant  (F=4.292, p<.05). The significant difference in the resistance to objections 

dimension is medium in size (η2=0.8) and explains the 8& of the total variance. 

This result indicates that years of service is not an effective variable on the attitudes of 

physical education teachers towards gifted education in general, whereas it is effective in the 

resistance to objections dimension of the scale.  

Table 8 Averages of the Attitudes of Physical Education Teachers on Gifted Education 

According to Years of Service and Levels of Significance  

  

Variable ((J) Years of Service 

Difference of 

Means (I-J) SE p 

Resistance to 

Objections 

1.00  1-5 years 

  

2.00  6-10 years -.43694 .23924 .194 

3.00  11 years and more .20833 .24684 .701 

2.00  6-10 years 

  

1.00  1-5 years .43694 .23924 .194 

3.00  11 years and more .64527(*) .22569 .020 

3.00  11 years and 

more 

1.00  1-5 years -.20833 .24684 .701 

2.00  6-10 years -.64527(*) .22569 .020 

 

When the averages among groups in Table 8 are analyzed; the significance difference in 

resistance to objections dimension between the teachers with 6-10 years of service and the teachers 

with 11 and more service years occur in favor of the teachers with 6-10 years of service (p<.05). 
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Table 9 T-Test Results on Attitudes of Physical Education Teachers on Gifted Education 

According to Department of Graduation  

 
Department of 

Graduation 
N X  SD t p Effect Size 

GENERAL 

Department of 

Physical Education 
82 3.56 .722 

2.092 .039 0.6 

Other 13 3.12 .522 

Need and Support Dimension 

Department of 

Physical Education 
82 3.53 .886 

.549 .584 

 

Other 13 3.39 .747 

Resistance to Objections 

Dimension 

Department of 

Physical Education 
82 3.71 .915 

2.931 .004 0.8 

Other 13 2.89 1.021 

Ability Grouping  

Department of 

Physical Education 
82 3.49 .956 

2.434 .017 0.8 

Other 13 2.82 .648 

 

When Table 9 is analyzed, it is seen that the average for the teachers graduated from the 

department of physical education (  =3.56) is higher than the average for the teachers graduated from 

other departments (  =3.12). Looking at the sub-dimensions, it is seen that the averages for the 

teachers graduated from the department of physical education are higher than the averages for teachers 

graduated from other departments in dimensions of need and support (  =3.53), resistance to 

objections (  =3.71) and ability grouping (  =3.49). 

In consequence of the independent samples t-test conducted to determine whether the attitudes 

of physical education teachers towards gifted education differ significantly according to the 

department of graduation, it turns out that the mean differences among groups are statistically 

significant across the scale in general and in resistance to objections and ability grouping dimensions 

(p>.05). This significant difference observed in general across the scale is medium in size (Cohen’s 

d=0.6). The significant differences in resistance to objections and ability grouping dimensions are 

large in size (Cohen’s d=0.8) 

Consequently, it can be said that department of graduation is a variable that affects the 

attitudes of physical education teachers towards gifted education. 

CONCLUSIONS AND DISCUSSION 

Attitudes of physical education teachers towards gifted education are generally at a high level. 

Teachers' attitudes are also positive in the sub-dimensions of the scale. Supporting the results of the 

research, there are previous studies that reached the conclusion that teachers' attitudes towards gifted 

students are positive in general (Mangope and Kuyini, 2013; Metin et al., 2017; Röhm, 2018). There 

are also studies that conclude that teachers lack the sufficient knowledge about gifted education 

(Alkan, 2015); and that teachers develop a positive attitude even if they are aware that they lack 

sufficient knowledge and skills about gifted education (Pemik and Levent, 2019). In addition, when 

the literature is analyzed, there are also studies that conclude that pre-service teachers' attitudes 

towards students with special needs are positive (Bégin and Gagné, 1995; Neumeister et al., 2007; 

Portesova, Budíková and Koutková, 2011; Troxclair, 2013; Melekoğlu, 2013; Güneş, 2015 ; David, 

2016; Duran, 2017; İlik, 2019; Aykut, 2020). 

Gender is not a variable that affects the attitudes of physical education teachers towards gifted 

education. When the literature is reviewed; among the studies on attitudes towards gifted and talented 

students, there are studies concluding that gender is not effective, which support the results of our 

study (Kaya, 2019; Güneş, 2015; Sarı and Bozgeyikli, 2003; Chipego, 2004; Lassing, 2009; Tortop 

and Kunt, 2013; Akyıldız, 2017; Gouveia, Ihle, Gouveia, Rodrigues, Marques, Freitas and Lopes, 

2019). On the other hand, some study results indicate that the genders of the teachers are effective in 

their attitudes towards gifted students. Some of these studies conclude that there is a difference in the 

attitudes of teachers towards gifted students in favor of male teachers (Erdogan and Aksoy, 2019), 
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while some argue that the difference is in favor of female teachers (Allodi and Rydelius, 2008; Gencel 

and Satmaz, 2017; Metin and others , 2017). 

The type of school served is not a variable that affects physical education teachers' attitudes 

towards gifted education. Kaya (2019) concluded that the type of school served was not an effective 

variable on teachers' attitudes towards gifted students in his study as well. 

The year of service is not a variable effective on the attitudes of physical education teachers 

towards gifted education in general. However, it is effective in the dimension of resistance to 

objections. The effect size of the significant difference in the dimension of resistance to objections is 

medium. In the dimension of resistance to objections, the highest average comes from the teachers 

with 6-10 years, the lowest average comes from the teachers with 11 and more service years. Kaya 

(2019) concluded in his study that years of service is not an effective variable in teachers' attitude 

development process towards gifted students. Erdogan and Aksoy (2019) stated in their studies that 

teachers with longer years of service adopted more positive attitudes towards gifted students as 

compared to the teachers with shorter years of service. 

The department of graduation is an effective variable on the attitudes of physical education 

teachers towards gifted education in general, and in the dimensions of resistance to objections and 

ability grouping. The effect size of the significant difference in general across the scale is medium. 

The effect size of the significant difference in the dimensions of resistance to objections and ability 

grouping is large. According to these results, the average for the teachers who graduated from the 

department of physical education is higher than the average for the teachers who graduated from other 

departments. In the literature, there are no studies addressing the graduation department variable with 

regard to the gifted education. On the other hand, Sarı and Bozgeyikli (2003) concluded in their study 

that preservice teachers who had taken special education classes developed a more positive attitude 

towards talented students as compared to other preservice teachers; Uçar et al. (2019) concluded in 

their studies that the attitudes of physical education department students towards individuals with 

special needs are more positive than other students; Troxclair (2013) concluded in his study that the 

education the teachers received enables teachers to develop a positive attitude towards gifted 

individuals. 

Recommendations 

The results of the research reveal that the attitudes of physical education teachers towards 

gifted education are generally positive and high. The attitudes of physical education teachers towards 

gifted education do not differ significantly depending on gender, school type and years of service. 

However, the department of graduation variable affects teachers’ attitudes. The average of the teachers 

who graduated from the department of physical education is higher than the average of teachers 

graduated from other departments. Based on these results, it can be recommended to the Ministry of 

National Education to opt for candidates who have graduated from the physical education departments 

rather than those who have graduated from other departments in the appointment of physical education 

teachers; recommendations can be made to the relevant departments of universities about 

strengthening their curriculums with additional classes in the field of special education; and 

researchers can be advised to conduct further researches on different sample groups, devising different 

variables and different methods. 
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Abstract 

Getting to know someone is to know what characteristics that person has. Teachers who know their 

students well and are aware of their individual differences can create quality educational environments 

designed according to their interests, abilities, needs and characteristics. This study focuses on ways 

that teachers frequently use to get to know their students. The aim of the study is to reveal what factors 

primary school teachers consider in order to get to know their students and how they evaluate their 

students. Participants consist of 307 primary school teachers working in primary schools in Turkey. 

The teachers were asked what ways they used to get to know their students and what they paid 

attention to about their students. Content analysis was used to determine the presence of certain words, 

themes, or concepts within qualitative data, and appropriate codes and categories were created. Our 

results demonstrated that the teachers mostly looked at the academic performance, especially the 

students' past and present grades, to get to know the students, and that teachers neglected the way of 

looking at student’s imagination, needs, wishes and expectations.  
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INTRODUCTION 

In order to get to know a person, it is necessary to collect information about the person and 

evaluate this information in a meaningful way. Knowing students means more than merely acquiring 

social or administrative information — students' names and ages, height, weight, health status, 

something about their friendship circles, a bit about their family backgrounds, their grades, a few 

statistics from their academic record. Knowing students means getting to know them in terms of their 

interests and abilities, success and failures, personal and social adjustment, problems, weaknesses and 

strengths, interests, attitudes and values, and the environment in which they grow. Getting to know the 

students, beyond knowing them just as students in the classroom, is to know their likes and dislikes, 

what they are good at, what they can and cannot do. 

Learning about and getting to know the students is significant and necessary to create a safe, 

respectful learning environment and strong connections with the students. Regardless of the level of 

education, it is necessary to get to know the students in order to be able to teach effectively. In this 

way, learning environments become more productive. It is a supportive action to get to know the 

students and prepare them for the future according to their interests and abilities. In order to improve 

their students' beliefs about their capabilities, educators should be aware of students' personality 

antecedents. 

In schools this action is the responsibility of the teacher. Effective teachers know their 

students, and utilize this knowledge to adapt their instruction. In order to get to know the students it is 

necessary to know and understand their physical and biological characteristics, general and special 

abilities, interests, academic background, success, attitudes and values, preferences and expectations, 

self-perception, emotional and social adjustment, family structure, and socioeconomic background. It 

will be much easier to solve potential problems that may arise in the future if students, who are the 

main material of education, are well known. 

Getting to know students greatly affects the success of both students and teachers. In order to 

get to know the students, it is necessary to know not only their personal characteristics, but also how 

they learn. Information of a child's learning traits can also help a teacher more accurately interpret 

classroom behavior. Teachers who know how their students learn can guide them and lead them to 

grow in their learning. The more the teachers get to know their students the better they can teach them, 

in a way that they will learn. 

There is a strong belief that considering students’ needs is essential for developing a learner-

centered curriculum. Students' thoughts, feelings, and attitudes generally determine their level of 

interest in learning and participation in class. For this reason, getting to know and understand students 

should be a primary goal in teaching (Fisette, 2010). Teachers should also try to get to know the 

students in depth in order to implement the curriculum effectively and to make accurate decisions in 

determining the methods to be used in the lessons. Teachers who know their students well and are 

aware of individual differences can create quality and effective educational environments designed 

according to their interests, needs and characteristics. Similarly, the knowledge, skills and values to be 

gained, the methods to be applied, the materials to be chosen or many other educational contents can 

be arranged more efficiently.  

If teachers know their students' characteristics better, they can support them individually and 

academically, and can enhance students' learning experiences. They can create opportunities for 

students to get to know themselves. During the meetings with parents they can give more detailed and 

objective information about their children.  

Knowing about the students is more aligned with the pedagogical side of the professional 

development efforts. Knowing the students can have a direct and beneficial impact on the students’ 

learning of the course content, in their learning how to learn. But the teachers are limited in their 

creativity at finding different ways to know about their students (Hawk, 2017).  
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Teachers consciously use some pedagogical and scientific methods to get to know their 

students. But sometimes they make some evaluations as a result of experiences without being aware of 

it. These evaluations affect their perceptions about the students. For this reason, it is very important to 

reveal what factors teachers consider in order to get to know and evaluate their students in this 

process. 

The aim of this study is to determine what primary school teachers pay attention to get to 

know their students and which recognition methods they use. In other words, the aim is to examine 

teachers' behaviors of getting to know students.  

METHOD 

Research Paradigm 

This study employed qualitative research paradigm and the case study design. Case study is an 

important method of obtaining information because it provides rich and important perspectives on 

events and behaviors (Brown, 2008). Case study is a method in which a single case or event is 

analyzed in-depth. In the case study, data is collected systematically and what is happening in the real 

environment is researched. In this research behaviors of primary teachers about getting to know their 

students are examined in depth. Therefore, the case of the study is teachers’ “getting to know students” 

behaviors. 

Participants 

Maximum variation sampling method was used to select the participants of this study. The 

maximum variation sampling criteria used in social research are generally the social or individual 

variables such as the profession of the person, teaching experience, age, gender, ethnicity, and health 

status (Creswell & Clark, 2007). Within the scope of this study, the participants were varied in terms 

of gender, age, teaching experience and type of school studied. Three hundred and seven primary 

school teachers working in private schools or public schools in Turkey participated in this research. Of 

all the participants, 187 were female teachers and 120 were male teachers. The ages of the teachers 

varied between 24 and 55 and the average age was 39 years. Teachers have at least 2 years of teaching 

experience and at most 29 years of teaching experience. 

Table 1. Distribution of the participants by gender and school type and teaching experience 

 

Teaching experience 

Public school Private school Total 

Female Male Female Male 

Less than 5 years 5 7 8 6 26 

5 to 10 years  26 17 18 5 66 

10 to 20 years 89 45 10 12 156 

Over 20 years 23 28 8 - 59 

            Total 240 67 307 

 

As shown in Table 1, of all the participants, 240 worked in public schools and 67 worked in 

private schools. Twenty-six teachers had less than five years of teaching experience, sixty-six teachers 

had five to ten years of experience, one hundred and fifty-six teachers had ten to twenty years of 

experience and fifty-nine teachers had more than twenty years of experience. 

Data Gathering Procedures 

In accordance with the planned data collection procedure, phone and e-mail interviews were 

scheduled for 246 of 307 primary school teachers, and 61 teachers were interviewed face to face. 

Teachers were asked which ways they used to get to know their students and what they paid attention 
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to. The main question of the study directed to teachers was: What are effective and usable ways in 

which to know more about the students? 

A structured interviewing form with the purpose of the study was sent to 246 teachers and 

their answers were collected in writing. Face to face interviews were held in the schools where the 

teachers work or in the researcher's office.  Additional questions were used during face-to-face 

interviews, in a sense, evidence was sought for data collected from 246 teachers. Content analysis was 

conducted for all data, and appropriate codes and categories were created. Below are the process steps 

of the study.   

 Creating a research plan and preparing interview questions 

 Identifying participants 

 Accessing participants' contact information 

 Collecting data via e-mail or phone call 

 Organizing the collected data, identifying the typical issues  

 Collecting data via face-to-face interviews and seeking evidences about previous data 

 Reorganizing all data, creating codes and categories 

 Content analysis and reporting 

Validity, Reliability and Credibility of the Study 

To increase the internal validity of the study peer examination was used. During peer 

examination the researchers discussed this research process, data gathering tool and findings with 

neutral colleagues who have experience of qualitative research. The data, which was gathered via 

phone calls and e-mail, was checked by the data source (sixty-one teachers) during face to face 

interviews. This member checks ensured that the data, which was gathered via phone calls and e-mail, 

and interpretations were tested by other teachers of from which data are solicited. Researchers stated 

their opinions and thoughts at the beginning of the study. To enhance external validity in this study, 

the procedures in which using rich description and typicality category techniques were followed. The 

chain of evidence created through face to face interviews was used to increase the construct validity of 

the study. Planning was done and the steps were determined before starting the study. For reliability, 

the researchers developed the study step by step in a certain system and explained each step in detail. 

During the face-to-face interviews, new issues regarding the case examined were noted, and were 

discussed with the teachers during the next interview. The first author of this study conducted the 

analysis, and the second author also checked the findings. The research report was shared with the 

reader in as much detail as possible. 

Findings and Interpretation 

As shown in Figure 1, teachers' behaviors of getting to know students were categorized in nine 

themes. The most frequently mentioned way of getting to know students among the teachers 

participating in the study was (1) to follow the students' school success. It was followed by the (2) 

"works created by the students". Other getting to know methods mentioned by the teachers were as 

follows: (3) examining students' interests and hobbies, (4) observing students' relationships, (5) 

looking at students' attitudes and behaviors, (6) observing students' life skills, (7) collecting 

information about the student's family, (8) learning students' wishes, needs and expectations, (9) 

listening to students' dreams and observing their imagination. In Figure 1 there are codes and 

categories created from what teachers say about getting to know their students. 
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Figure 1. Categories and codes related to teachers’ ways of getting to know the student 

 

•Grades 

•Attention and motivation 

•Active participation 

•Contributing to the course 

•Curiosity and interest in the course 

School success 

(f:202) 

•Favorite kind of music 

•Favorite movies 

•Sport preference 

•Favorite books 

•Free time activities and games 

Works 

 (f:177) 

•Homeworks and projects 

•Drawing and colouring 

•Crafts 

Interests and hobbies 

(f:169)  

•  Teacher-student relationship 

•Student-student relationship 

Relationships  

(f:119) 

•Norm and values 

•Thinking and beliefs 

•Following the rules 

•Bullying and violence 

•Theft and lying 

Attitudes and behaviors  

(f:118) 

•Self care skills 

•Problem solving skills 

•Communication skills 

•Eating skills 

Life skills 

(f:105)  

•Family size 

•Parent’s occupation 

•Parent’s education level 

•Parent’s income 

•Parental divorce or death 

Family background 

(f:96) 

•Needs 

•Expectations from education 

•Expectations from school, teacher or family 

•Wishes 

Needs, wishes and expectations 

(f:39) 

• Imagination 

•Dream building 

Imaginary world 

(f: 33) 
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Two hundred and two teachers answered saying "school success" to the question about what is 

the most effective way to get to know students. One hundred and seventy-seven teachers talked about 

the works created by the students and one hundred and sixty-nine teachers talked about the students’ 

interests and hobbies. Only thirty-nine teachers mentioned about the necessity of learning students' 

needs, wishes and expectations. Another striking finding was that very few teachers stated that 

students' imaginations is one of the primary ways to get to know them. Categories shown in Figure 1 

was discussed below in order of frequency. 

 

Figure 2. Codes related to school success 

 

Academic success was one of the primary ways of the teachers to have an opinion about 

students' personality traits and to discover their characteristics that distinguish them from others. Five 

codes emerged for the school success category: Grades, attention and motivation, active participation, 

contributing to the course, curiosity and interest in the course. It was understood that the most 

common thing that two hundred and two teachers do about getting to know their students is to look 

their curiosity and interest in the course, their contribution and participation to the course, their 

attention and motivation, and as a natural result of all of them, engagement, academic success or 

academic performance. In addition, the grades that students got now and in the past were valid 

recognition tool for teachers. The teachers' emphasis on grades was the most striking finding in this 

category. 

According to the teachers, the student who actively participates or contributes to the course 

can be described as a “responsible person”. Students' interest in the course, curiosity and motivation 

can give indirect information about their interests. High academic performance and school success can 

give clues about the student's positive personal characteristics. This finding is consistent with the 

results of the prior researches that think there is a relationship between personal characteristics and 

academic performance (Bipp, Steinmayr, & Spinath, 2008; Caprara, Vecchione, Alessandri, Gerbino, 

& Barbaranelli, 2011; De Raad, & Schouwenburg, 1996; Di Giunta, Alessandri, Gerbino, Kanacri, 

Zuffiano, & Caprara, 2013; Hair & Graziano, 2003; Ivcevic, & Brackett, 2014; Jensen, 2015; Kim and 

Schniederjans, 2004; Laidra, Pullmann, & Allik, 2007; Marsh, Trautwein, Ludtke, Koller, & Baumert, 

2006; Poropat, 2009; Schniederjans, & Kim, 2005; Zimmerman, & Schunk, 2011; Zuffianò, 

Alessandri, Gerbino, Luengo Kanacri, Di Giunta, Milioni, & Caprara, 2013).  

According to Ivcevic and Brackett (2014), school success is an ideal criterion in personality 

research, where broad and relatively stable attributes are used to predict complex outcomes. Hakimi, 

Hejazi and Lavasani (2011) studied the relationships between personality traits and academic 

achievement among students. Results revealed personality traits were significantly related to academic 

achievement. Duckworth, Peterson, Matthews, and Kelly (2007), tested the importance of grit for 

success. Their research's findings suggested that the achievement of difficult goals entails not only 

talent but also the sustained and focused application of talent over time. According to them 

conscientious individuals are characteristically thorough, careful, reliable, organized, industrious, and 

self-controlled.  



International Journal of Progressive Education, Volume 16 Number 5, 2020 

© 2020 INASED 

354 

 

Figure 3. Codes related to the works created by students 

 

One hundred and seventy-seven teachers stated that they looked at the works created by the 

students to get to know their students. Three codes emerged for the school success category: 

Homeworks and projects, drawing and colouring and crafts. But the teachers mostly talked about 

students' homework and projects.  

As shown in Figure 3, the teachers believed that the quality of homework, crafts or the 

pictures drawn by the students could provide information about students' working habits and their 

other characteristics. The fact that the students created quality products or made great efforts to 

achieve this made teachers think that the students had positive personality traits. 

Teachers tend to attribute differences in homework effort to what they perceive to be students’ 

personality traits, carefulness, conscientiousness, and laziness (Trautwein & Lüdtke, 2009). The model 

proposed by Trautwein, Lüdtke, Schnyder and Niggli, (2006) showed a strong relationship between 

homework effort and student’s characteristics. Similarly, in the research conducted by Trautwein and 

Lüdtke (2009) they found conscientiousness, expectancy beliefs, and value beliefs to significantly 

predict homework effort. There are also many studies that find a relationship between homework and 

student’s characteristics as self-regulation, self-control, intrinsic interest, self-efficacy, perceived 

responsibility for learning, conscientious, effort, setting goals, self-reflection, managing time, 

procrastination (Bembenutty, 2009; Göllner, Damian, Rose, Spengler, Trautwein, Nagengast, & 

Roberts, 2017; Katz, Eilot, & Nevo, 2014; Ramdass, & Zimmerman, 2011; Stoeger, & Ziegler, 2008; 

Trautwein, 2007; Trautwein & Lüdtke, 2007; Xu, 2008; Zimmerman & Kitsantas, 2005). 

Some teachers think that crafts, drawing or coloring activities will make it easier to learn 

about students. These teachers stated that they made inferences about the personal characteristics of 

the students based on their drawings. This view of the teachers also has been questioned through 

scientific studies. There are some studies in the literature claiming that there is a relationship between 

child drawings and their personality traits (Cantlay, 1996; Cherney, Seiwert, Dickey, & Flichtbeil, 

2006; Einarsdottir, Dockett, & Perry, 2009; Harrison, Clarke, & Ungerer, 2007; Longobardi, Pasta, 

Gastaldi, Prino, 2017; McGrath, Bergen, & Sweller, 2017; Merriman & Guerin, 2006). The pictures 

provide teachers with descriptive information about their students' feelings and thoughts. Children's 

drawings are actively used to understand and analyze the emotional thoughts of the child. With 

drawings children reflect their inner worlds that they cannot explain to other people in verbal language 

(Melekoğlu, Tunç Paftalı & Melekoğlu, 2015; Türkcan, 2013; Ulutaş ve Ersoy, 2004; Yavuzer, 2012). 

Children feel and think freely when they are drawing the picture. Children see the world as they 

perceive it and reflect what they see to the external environment. Pictures give information about the 

attitudes and behaviors of the person (Halmatov, 2015). 
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Figure 4. Codes related to the interests and hobbies 

 

Five codes emerged for the interests and hobbies category: Interests and hobbies, favorite kind 

of music, favorite movies, sport preference, favorite books, free time activities and games. The 

teachers stated that one of the things they do most about getting to know their students is to look at the 

students' interests and hobbies. The remarkable finding about the interests and hobbies category was 

that the teachers stated that they focused mostly on books. They said that they believe personality type 

influences the interests and kinds of hobbies people engage in. According to them, for example, social 

students like group sports, while others may like individual or solo sports. While some students like 

science fiction, thriller, or adventure movies, emotional students may like drama movies. Some kids 

may like popular rap music, others like metalic music. Some children like adventure books with plenty 

of pictures, some children like fairy tale books with prince and princess. Some of the students like 

indoor games, but the others like outdoor games. Teachers expressed that knowing and understanding 

the students' interests, hobbies, and what are important to them is necessary not only to get to know 

their students but also to treat them with kindness and respect. Do the students have a hobby? Which 

of the leisure activities do students prefer, such as riding a bike, surfing the internet, going to the 

cinema, and why? Who is their favorite song or singer? What are their favorite movies? What books 

do they enjoy reading? What type of sport do they like? Which games do they like, such as computer 

game, indoor game, outdoor game, individual game, group game, intelligence game? The answers to 

these questions are one of the primary ways for teachers to have a view about their student's 

personality traits and to discover their characteristics that are distinguish them from others. 

According to one hundred and sixty-nine teachers, students' interests and hobbies give some 

clues about their personality traits. There are some studies in the literature that support teachers' 

thoughts. For example, some psychological studies have shown that personality traits are associated 

with media and book content preferences (Annalyn, Bos, Sigal, & Li, 2018; Kraaykamp, 2001). There 

are also some studies claiming a relationship between personal characteristics and the type of music 

listened, the type of movies watched, the preferred sports type, the games played and the hobbies 

(Bean, & Groth-Marnat, 2016; Boynton, 1940; Chamorro-Premuzic, & Furnham, 2007; Collins, & 

Freeman, 2013; Dobersek, & Bartling, 2008; Hegde, 2016; Rentfrow, & Gosling, 2003; Rentfrow, 

Goldberg, & Levitin, 2011; Rentfrow, Goldberg, & Zilca, 2011; Sharma, 2015; Tirre, & Dixit, 1995). 

People's hobbies indicate to their personality type and that in turn would indicate as to which 

professions or job type would suit their personality. It is significant to understand hobby or a leisure 

activity as one of the factors influencing human personality (Morgan, King, Wiesz, & Schopler, 1986).   

 

Figure 5. Codes related to the student’s relationships 
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As shown in Figure 5, two codes emerged for the student’s relationships category: Teacher-

student relationship and student-student relationship. According to the teachers, observing the 

students' relationships was a good way to get to know them. The remarkable finding about the 

relationships category was that the teachers stated that they focused mostly on close friendships. One 

hundred and nineteen teachers stated that they watched the children while playing games, listening to 

courses or doing any work at any time. Because the students' relationships with friends or classmates 

can give important clues about whether they are social, extraverted, introverted, gentle, friendly or 

helpful. Also the teachers said that they think that the importance of individual characteristics varies 

with the type of relationship. For example, friends choose each other because of particular 

characteristics that they like. Therefore, teachers had the opinion that students who love each other 

have similar characteristics or students who conflict with each other have different personality traits. 

The findings of this study showed that the relationships with friends, classmates, classroom teachers or 

the other teachers at school are a method used by teachers to learn about the personality traits of 

students. 

According to Goldberg (1990) personality affect how a person acts in a social context. 

Similarly, there are many studies in the literature examining the effect of personality traits in teacher-

student and student-student relationships (Asendorpf & Wilpers, 1998; Auhagen & Hinde, 1997; 

Goldberg, 1990; Hartup, & Van Lieshout, 1995; Kokkinos, 2007; Jensen-Campbell & Graziano, 2001; 

Reis, Capobianco, & Tsai, 2002).  

 

Figure 6. Codes related to the attitudes and behaviors 

 

As shown in Figure 6, five codes emerged for the student’s attitudes and behaviors category: 

Norm and values, theft and lying, bullying and violence, following the rules and thinking and beliefs. 

The teachers who participated in this study stated that they observed students' positive or negative 

attitudes and behaviors to get to know the students. According to one hundred and eighteen teachers, 

attitudes and behaviors depend on the person’s caharactesistics. Do the students have a desire to 

achieve? How passionate and enthusiastic are the students when doing a task assigned to them? Does 

student follow school and classroom rules? Is student optimistic or pessimistic? Is student goal 

oriented? Does the student have positive thoughts? Is student prone to violence? Does the student 

steal? Does the student lie? The answers to all these questions can give teachers important clues to get 

to know their students in depth. After the interviews, the researchers found that the teachers were able 

to identify and focus more on students' negative attitudes and behaviors. In the literature, there are 

some studies examining the relationship between personality traits and bullying (Book, Volk, Hosker, 

2012; van Geel, Goemans, Toprak, and Vedder, 2017), lying (Dobrow, 2016; Elaad, & Reizer, 2015), 

social goals and social failure (Erdley, Loomis, Cain, & Dumas-Hines, 1997). 
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Figure 7. Codes related to the life skills 

 

As shown in Figure 7, four codes emerged for the student’s life skills category: Self care 

skills, problem solving skills, communication skills, eating skills. The teachers said that they observed 

the students' life skills to learn about them. Observing eating habits can help to get to know the 

students. What are the students' favorite foods? What are the foods they have never eaten or liked? Are 

the students eating healthy? What do they bring in their lunchbag? Similarly, observing of 

communication skills such as self-expression, using body language, preferred words and vocabulary 

was also a method used by teachers to get to know their students. Is the student a good listener? Is the 

student weak or strong in group work? In addition, problem solving skills such as defining the 

problem, gathering the information, generating possible solutions and evaluating were also an 

important recognition tool for teachers.  

Finally, the teachers talked about self-care skills under this category. There were teachers who 

care about their students' smells as well as their self-care skills such as dressing, eating, and cleaning 

teeth. The most striking finding in this category was that teachers stated that they used the smell of 

students as a recognition tool. Although the idea of getting to know the students by their smell is 

interesting, the teachers stated that the student's smell provided them with information about whether 

the students regularly took a bath, their family's cleaning attitudes, their day-time wetting behaviors, 

and how often their clothes were changed. Scent was considered by researchers as the most 

remarkable result for the category of life skills. 

In the literature there are some studies that examine the relationship between personality traits 

and life skills such as problem solving, working with group, and communication (Bommelje, Houston, 

& Smither, 2003; Daly, 2002; Drotar, & Sturm, 1992; D’Zurilla, Maydeu-Olivares, & Gallardo-Pujol, 

2011; Forrester and Tashchian, 2010; Reiter-Palmon, Mumford, & Threlfall, 1998) and eating habits 

and personality traits (Goldberg & Stycker, 2002; Mõttus, Realo, Allik, Deary, Esko, & Metspalu, 

2012; Wen, Tchong, & Ching, 2015). 

 
Figure 8. Codes related to family backround 
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As shown in Figure 8, five codes emerged for the family backround category: Family size, 

parent’s occupation, parent’s education level, parent’s income and parental divorce or death. Family 

structure, family history, recent change or loss in the family, a family member's illness, a violent 

altercation between mother and father can affect the students emotionally. Ninety-six teachers who 

participated in the study thought that the family have very important genetic codes to getting to know 

the child, so the family size, parental socio-economic status, parental divorce and parental death 

affects the child’s personality traits. Some of those teachers said they believed that there is a direct 

relationship between the profession of the mother and the father and the characteristics of the children. 

Some teachers said they thought that the education level of the family as well as the profession have 

important effects on the child's personality traits. There were teachers who think that children of well-

educated families are more honest, respectful and friendly. On the contrary, there were also teachers 

who state that children of well-educated family are more selfish, asocial and aggressive. However, in 

both cases, the teachers claimed that the education level of the family affects the child's personality 

traits.  

Some teachers stated that they believed that family size has an impact on the child's 

personality traits. According to them, children grown up with grand mother and grand father in big 

families and children grown in nuclear families show different characteristics. The teachers thought 

that the parents' divorce or death also has an impact on the student's character. And all of these were 

issues that must be emphasized in order to get to know the students.   

However, what is interesting among findings examined in the context of this category is that 

some teachers stated that they can get to know the students through their clothes, shoes or school 

supplies. Those teachers come to a conclusion about the student's personality traits based on their 

family's income. Although occupational status and education level which are both of the indicators of 

parental socioeconomic status have been examined in some studies (Ayoub, Gosling, Potter, 

Shanahan, & Roberts, 2018; Salami, 2008; Slobodskaya, & Akhmetova, 2010; Spengler, Brunner, 

Damian, Lüdtke, Martin, & Roberts, 2015), no study directly examining the relationship between 

family’s income and child’s personality traits was found. Moreover, there wasn’t a study investigating 

the relationship between the students' school supplies, clothes, shoes and their personality. However, 

there are some studies examining the relationship between family background and student's 

personality traits (Batool, & Aziz, 2018; Brennan, & Shaver, 1998; Eysenck, & Cookson, 1970; Lamb, 

1978; Shah, 2018).  

 

Figure 9. Codes related to needs, wishes and expectations 

 

As shown in Figure 9, four codes emerged for the student’s needs, wishes and expectations 

category: Needs, expectations from education, expectations from school, teacher or family and wishes. 

Some of the teachers who participated in the study said that they examine their needs, wishes and 

expectations in order to get to know their students.  What kind of learning environment do the students 

desire? What are their expectations from the school, their teachers or their families? What are the 

students' wishes? According to thirty-nine teachers, with students should be chatted and their needs, 
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wishes and expectations should be asked. As Maslow proposed in his hierarchy of human needs, basic 

wants must be met before students can turn their attention to learning (Lester, 1990). 

There are some studies in the literature examining the relationship of wishes, needs and 

expectations with personality (Dill, Anderson, Anderson, & Deuser, 1997; Kakhnovets, 2011; Lester, 

1990; Nishimura, & Suzuki, 2016; Ryan, & Deci, 2008). In these studies, the necessity of considering 

the needs, wishes and expectations of the students was emphasized. 

 

Figure 10. Codes related to student’s imaginary world 

 

As shown in Figure 10, two codes emerged for the student’s imaginary world category: 

Imagination and dream building. The teachers stated that one of the best ways to get to know the 

children is to observe their imagination and whether they can dream or not. What are the 

characteristics of the students' imagination? How are the development of the students' imagination? Do 

the students dream? What kind of dreams do they have? Thirty-three teachers who participated in this 

study explained that they believe that children's imagination can give clues about their personality 

traits.  

There are studies in the literature claiming that imagination is particularly related to creativity 

and creativity is a product of an executed imagination (Dziedziewicz, & Karwowski, 2015; Magno, 

2009). Smolucha and Smolucha (1986) summarized Vygotsky’s theory of creative imagination: 1) 

Imagination is the internalization of children’s play. 2) Imagination is a higher mental function of as 

such is a consciously directed thought process. 3) Creative thinking involves the collaboration of 

imagination and thinking in concepts, which occurs first in adolescence but mature in adulthood. 4) 

Both artistic and scientific creativity require the collaboration of imagination and thinking in concepts 

(p. 3). Creativity is an important capacity for students to possess in order to face this fast-changing 

world. Gonzalez Garcia and Mukhopadhyay (2019) found creative imagination causes variations in 

specific aspects of creativity.  

RESULTS AND DISCUSSION 

Personality is a very comprehensive concept and includes biological, psychological and 

hereditary characteristics, motives, thoughts, emotions, desires and behavior patterns. For this reason, 

it is essential to conduct comprehensive examinations and evaluations for the getting to know the 

person in guidance services. If the student is well known, the level of knowledge, skills, habits and 

values to be acquired, the method to be applied, the tools to be used, and the evaluation program to be 

applied can be determined more effectively.  

For getting to know the person, there are many valid, reliable, useful tests such as anecdotes, 

information inventories, rating scales, achievement tests, personality tests, attitude scales, and non-test 

methods such as home visits, psychodrama. These methods are currently used professionally by both 

classroom teachers and counselors. Moreover, the necessity and importance of this has been 

emphasized for a very long time. But, the main thing that is not emphasized is the own tendencies of 

teachers use to get to know their students. It is a very important problem that the teacher applying the 
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methods of get to know the person is not be objective. Therefore, the important point to be emphasized 

should be to reveal the prejudices or personal evaluations of the teachers and to inform them about 

their prejudices. This study was carried out with this belief. 

According to the findings of this study, it was understood that the teachers tried to get to know 

the students in a variety of ways. The most frequently used way by teachers is monitoring and 

observation -random or systematic. Although some teachers stated that they were acting with their 

feelings, it was understood that visible actions, products and behaviors were more frequently used to 

get to know the students. 

The most important point for the various techniques and tools used to know the person is to 

refer to the person as a source of information. However, the finding of this study indicate that teachers 

preferred indirect ways instead of asking the students. Among the teachers who participated in the 

study, there were a few teachers who stated that they tried to get to know them by chatting with their 

students. Some teachers also explained that they obtained a lot of information from families and the 

student's immediate environment. 

 

Figure 11. Teachers’ ways of getting to know their students 

 

In Figure 11, nine ways that teachers applied to get to know the students were shown 

collectively. Also the most remarkable codes took place for this ways in Figure 11. According to the 

findings, teachers are more concerned with what students do at school than what they do outside of 

school. The results of this study showed that teachers considered the most academic performance, 

especially the students' past and present grades, to get to know the students. Academic performance 

includes evidence of student's thinking skills, reading skills, attentional focus, past success, oral 

language development, written language, proficiency with sequencing, proficiency with 

categorization, and proficiency in identifying logical arguments (Powell, Kusuma-Powell, 2011). The 

teachers' effort to get to know their students by considering all of these means cognitive empathy. 

Cognitive emphaty requires trying to get inside the cognition of the student to see what is being 
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understood and what is being misunderstood. Trying to get to know students can improve teachers' 

cognitive empathy and this is very valuable for an efficient educational environment. The effort to 

come to know students is often accompanied by increased teacher emotional intelligence. As teachers 

learn about their students as individuals, they should enjoy greater flexibility of thought, greater 

empathy, greater patience, and more accurate attribution of responsibility (Powell, Kusuma-Powell, 

2011).  

According to the teachers, the products created by students such as crafts, drawings, 

homework or projects can give information about the students' work habits and the quality of the work 

done as well as can give opinion about the students’ personality characteristics. The results of the 

study showed that teachers pay more attention to students' homework and projects to get to know 

them. 

The result of the study showed that the third method that teachers used was to look at the 

students' interests and hobbies. The teachers said that they mostly focused on the books that their 

students read. However, the interesting finding here was that these teachers who took into account the 

students' interests and hobbies, did not care about their needs, wishes and expectations. Very few 

teachers have mentioned needs, wishes and expectations category. Similarly, looking at their 

imagination to get to know the students is one of the least talked about ways by teachers. One of the 

striking finding about these study is that the teachers who participated in the study mentioned little 

about the students' needs, wishes and expectations and their imagination. For this reason, these two 

categories are shown in Fig. 11 in dashed ellipses. 

The students' relationship with their teachers and other students in the classroom is one of the 

ways to get opinions about students. The most emphasized subject for this category was close friends. 

The question of who are their students' close friends was what the teachers paid the most attention to. 

Another category is students' attitudes and behaviors. Identifying students' attitudes and behaviors, 

especially negative behaviors, is an important way of recognizing them. The result of the study 

showed that teachers focused more on students' negative behaviors such as lying, theft, and violence. 

In the life skills category, teachers talked about problem solving skills, self-care skills, 

communication skills and eating habits. The interesting situation about this category was that some 

teachers stated that they evaluate students based on their scents. There were teachers who emphasize 

that the student's smell is very important data. Although the teachers observed whether the students 

were eating healthy foods, they did not use any statement about they were investigating students' 

general health status. In other words, none of the teachers mentioned that they collect information 

about students' health status to get to know their students. 

Another way teachers used to get to know students was family structure and parental 

characteristics, especially education level and income. In addition to family size, loss in the family and 

parent's occupation, teachers stated that they mostly investigated family's education level and income. 

Although the teachers stated that they use standardized tests, it was understood that the test 

results are not accepted as tools that provided valuable information to get to know the students. The 

teachers found their impressions much more valid and valuable. This can keep teachers away from the 

necessity to have realistic thoughts about their students' characteristics and make objective decisions. 

Different ways and strategies can be used to get to know the others as a natural consequence of being 

human. These ways and strategies can sometimes ensure accurate determinations, but sometimes they 

can lead to misconceptions about the students. Teachers should be aware of the criteria for getting to 

know their students and evaluating them. In other words, teachers should be aware of their own 

evaluations about their students. Therefore, it is necessary to study teachers' perceptions about their 

students and to determine their metacognitive strategies about getting to know the students. Teachers' 

awareness about the ways they use while getting to know their students can be used to correct 

deficiencies and mistakes caused by not detecting correctly. If teachers are made aware of the 

strategies they use in the process of getting to know the students, the teachers will realize what ways 



International Journal of Progressive Education, Volume 16 Number 5, 2020 

© 2020 INASED 

362 

they use to recognize the students, so they will also know themselves. Therefore, teachers will 

recognize their students with more objective criteria. 

If teachers recognize the student in objective ways and know their peer status and academic 

status in the classroom, they can help them learn. It is easier to succeed in school if a student is 

physically able and attractive. In the school students can rank themselves and each other in terms of 

success (academic status) and perceived attractiveness and popularity (peer status). Low status 

members of the class talk less than others, and when they do speak up, no one takes their ideas 

seriously. Low-status group members have trouble getting their hands on materials for the group task. 

Consequently, low-status children learn less effectively and less efficiently than their high-status 

classmates (Cohen, 1998). To eliminate all these negativities and to enhance the self-esteem lost by 

the students with low academic and peer status, it is necessary to get to know the student. If teachers 

know peer status and academic status, they can help their students learn. Teachers who know their 

students well and are aware of the ways to get to know them, can also help students get to know 

themselves. Moreover, they can help their students to be recognized by other people. In this context, 

offering opportunities for the members of the classroom to get to know each other is one of the 

essential components of creating a positive classroom environment. When students and teachers know 

each other well, the greater is the chance that all members of the classroom will support each other and 

they will learn together. 

CONCLUSIONS 

Teachers should try to get to know the students in depth in order to make accurate decisions in 

organizing the programs they will apply to children and choosing the methods. One of the first steps to 

get to know students is to know what skills they are bringing into the classroom. 

According to results of present study, it turned out that there are too many dimensions to get to 

know the individual. Measurement tools should be prepared in a way to obtain multi-dimensional data. 

It is obvious that the student can behave differently in different environments. The student at 

home, the student at school or the student outside can be different from each other. Therefore, it is 

necessary to turn to the student from a multiple perspective. 

The results of the study showed that students' needs, wishes and emotions were neglected. In 

the process of getting to know students, a caring and interested teacher can develop concord and trust 

not just between teacher and student but among students. This positive attitude and behaviors creates a 

psychologically safe and positive atmosphere in the classroom. In this context, the teacher is expected 

to be aware of the students' needs, desires and emotions, besides being compassionate. 

Students' imaginary world can contain deep information about the students. Chating with 

children, exploring them, determine their needs, wishes and expectations at all levels, it is a good 

opportunity to get to know the students. As an alternative way, students may be asked to prepare mind 

maps of some concepts related to their personality. In this way, the teacher can able to design lessons 

that meet the needs of all students. 

From a technological perspective, with the emergence of on-line and distance education, 

getting to know the students has become necessary and important for digital environments as well as 

face-to-face educational environments. In face-to-face teaching teachers can know their students, for 

instance, by direct questioning, observations, monitoring, psychodrama and communications. 

However, in digital environments it is more difficult to get to know the students. Future researchers 

can try to develop new methods for get to know the students in the digital environments, as well as 

what can be done to get to know the students in face-to-face education. 
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Abstract 

The international literature dating back to the 1980s has presented many field-specific proofs to reveal 

the presence of burnout in music teachers. However, the issue in Turkey still remains unclear. The aim 

of this study was to bring the problem of burnout through the data obtained from a group of music 

teachers up for discussion. The study was conducted with 48 music teachers who work as permanent 

staff, in a city located in the Central Black Sea Region of Turkey. The data were collected by Maslach 

Burnout Inventory-Educators Survey. Descriptive statistics were used in data analysis. In the study, it 

was determined that music teachers experienced low burnout in Emotional Exhaustion and 

Depersonalization dimensions and their perception of Personal Accomplishment was high. The results 

were discussed in terms of professional status of the music teacher and the value of school music 

education by associating them with workload, praxis shock, and occupational identity themes. The 

study was expected to provide a conceptual framework to future studies in Turkey. 
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INTRODUCTION 

“In brief, I do not care about the economic dimension of my job, but I want to be 

carefree; the teacher is pressed from all directions […] National Education-

inspector-administrator-parents. In some places, even students do not listen to the 

teacher. The value of teacher is apparent in the society, no need to tell, we got 

holidays!!! We do nothing, we give 3-5 hours lesson each day and go home!!!” 

(Seferoğlu, Yıldız & Yücel, 2014: 358). 

In today’s conditions, teaching has turned into a very challenging profession. In addition to 

being able to affect each parameter within the education ecosystem, the teacher also has an affected 

position in the face of practices (TEDMEM, 2015). The current political and social attitudes in Turkey 

imposes a great responsibility on the teacher with the expression ‘sacred profession’ which targets the 

consciences. On the other hand, the same attitude displays actions that would damage the status of the 

profession instead of sharing the teacher's burden, as can be understood from the feelings reflected in 

the above excerpt. Music teachers are one of the groups that experience this loss of status problem the 

most. The current ideology, which has marked the last 40 years, has marginalized school music 

education and made the status of the music teacher highly controversial. This situation causes some 

symptoms that indicate the learned helplessness syndrome in music teachers who struggle for 

existence in the system. In this context, burnout is one of the critical topics to be addressed in national 

music teacher studies. The international literature dating back to the 1980s has presented many field-

specific proofs to reveal the presence of burnout in music teachers. However, national research has not 

provided clear findings about the presence or absence of burnout. The burnout situation in music 

teachers still remains uncertain in Turkey. In this study, burnout of a group of music teachers were 

inquired and the results were opened for discussion in comparison with the internationally relevant 

research results. For this purpose, in the conceptual framework; the phenomenon of burnout, teacher 

burnout and burnout in music teachers are discussed and the purpose of the study is presented.  

Conceptual Framework  

Burnout, which we commonly use to describe exhaustion and fatigue in everyday life 

(McCormack & Cotter, 2013), is one of the common themes of researchers who investigate problems 

specific to those working in professions based on human relationships. The phenomenon, expressed as 

burnout syndrome or professional burnout, was addressed in just a few studies until the 1970s. For 

example, as seen in his novel Buddenbrook, Mann (1922) told the collapse of a respectable family who 

can not keep up with the modern life; in their case study, Schwartz and Will (1953) described a 

psychiatric nurse, Ms. Jones’s frustrations; in his novel A Burnt-Out Case, Greene (1960) wrote the 

feelings of an architect who quits job and withdraws into the African jungle; and in his report, Bradley 

(1969) presented the results of a correctional program, burnout was used to express reactions caused 

by extreme fatigue and loss of idealism and passion for work. The symptoms that Greene described 

through the character in his novel quiet comply with the definitions of burnout accepted today 

(Maslach & Schaufeli, 2017; Maslach, Schaufeli & Leiter, 2001; Schaufeli, Maslach & Marek, 2017). 

As an academic concept, burnout was discussed by clinical psychologist H. J. Freudenberger 

and social psychologist C. Maslach in the 1970s (Maslach et al., 2001). The concept drew attention in 

the literature of social-psychology and organizational sociology with its first use in an academic 

context (Dworkin, 1987). Freudenberger used burnout to describe fatigue, lack of motivation, and 

attrition, which he observed in volunteers working in a clinic, and he defined it as “to fail, wear out, or 

become exhausted by making excessive demands on energy, strength, or resources” (Freudenberger, 

1974: 159). However, the most widely employed conceptual framework in burnout studies was 

developed by Maslach. According to Maslach, burnout is “a psychological syndrome of exhaustion, 

cynicism, and inefficacy, which is experienced in response to chronic job stressors” (Maslach & 

Leiter, 2007: 368). Maslach explained the burnout with a three-dimensional process model: Emotional 

Exhaustion, Depersonalization, and Personal Accomplishment. According to the model, Emotional 

Exhaustion indicates the individual’s emotional attrition and fatigue in business life; 

Depersonalization (cynicism) indicates negative attitudes and behaviors such as nervousness, loss of 
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idealism, displaying emotionless and hostile behavior; Personal Accomplishment, on the other hand, 

expresses the individual’s sense of perceiving himself as sufficient and successful in his profession 

(Maslach & Leiter, 2008, 2016; Maslach, Jackson & Leiter, 1996; Maslach et al., 2001). Maslach’s 

work pioneered the formulation of many definitions and the development of different models related 

to burnout. 

Burnout is a phenomenon closely related to stress. Some level of stress may be required in 

order to sustain our life. However, if the experienced stress is continuous and excessive, this situation 

causes burnout after a while (Hamann, 1990). A high level of stress, attrition, low job satisfaction, 

and/or burnout can be observed in the occupational groups focused on human relations due to the 

organizational structure, organizational expectations, and working conditions. Teaching is one of these 

occupational groups. An institution needs the thinking, energy, and ability of its employees while an 

individual needs the career and work opportunities that the institution provides. An important factor 

that increases the quality of education is that a positive interaction between the teachers and the 

educational organization they are affiliated with is created, and the methods used to solve the problems 

are perceived positively by all teachers (Çoban et al., 2011). The opposite situation can lead to the 

emergence of attitudes and behaviors that directly affect the educational processes. Burnout induced 

symptoms in teachers can cause serious damage to the teaching processes, which are the basic practice 

of education systems. In this context, the literature draws attention to the consequences of teacher 

burnout. Studies reveal that teacher burnout has a number of consequences such as absenteeism and 

tardiness, poor job performance, negligence while planning lessons, low tolerance to students, poor 

classroom discipline, strife and conflict with the social environment, inability to maintain the energy 

required for effective teaching (Farber, 1984; Hamann, Daugherty & Sherbon, 1988; McLain, 2005). 

After the burnout is experienced, reducing or eliminating this syndrome may be more difficult 

and expensive than prevention (Akçatepe, Kaner & Sucuoğlu, 2001). Because “burnout of teachers is 

a problem that can spread” (Seferoğlu et al., 2014: 351). Many factors that cause stress today increase 

the risk of experiencing burnout among teachers. Research addresses the factors that cause burnout 

among teachers by dividing them into different topics. With a general view, these factors can be 

summarized as unwanted student behavior, low salary policies, role conflict, role ambiguity, excessive 

workload, crowded classes, inadequate physical conditions, negative classroom climate, limited 

participation in decision-making processes, poor support from managers and colleagues, low 

motivation, the organization’s inability to meet the teacher’s demands (Byrne, 1994; Cunningham, 

1983; Farber, 1984; Friedman, 1993; Kyriacou, 1987; Mancini, 2008; Westerhouse, 1979). National 

studies provide findings proving that these factors also apply to the teachers in Turkey (Başol & Altay, 

2009; Baysal, 1995; Erçen, 2009; Girgin, 1995; Polatcan, Cansoy & Kılıç, 2019; Seferoğlu et al., 

2014; Sucuoğlu & Kuloğlu, 1996; Tümkaya, 1996; Uğuz, 2016; Yurdakul et al., 2016). 

In music teaching literature, burnout is also a covered topic. Along with Maslach’s 

conceptualizing burnout and providing a measurement tool for educators, the issue of burnout in music 

teaching has been extensively examined addressed through research based on scientific methodology 

since the early 1980s. The studies
3
 dealing with the phenomenon of burnout mostly with themes such 

as stress, attrition and job satisfaction have provided important evidence for the existence of burnout in 

music teachers. On the other hand, studies show that music teachers experience more burnout than 

other branch teachers. For example, in a study conducted by Hodge, Jupp and Taylor (1994) with 

music and mathematics teachers working in secondary schools, the emotional distress (anxiety, 

depression, and physical symptoms) and burnout levels of music teachers were significantly higher 

than mathematics teachers. According to the report of the US National Center for Education Statistics 

(1997), the attrition rate of music teachers is higher (7%) than that of the general teacher population 

(6,6%). It is possible to support similar findings with various studies (Figueras, 2014; Madsen & 

                                                           
3
 Alberto, 2011; Ballantyne, 2005; Ballantyne & Retell, 2020; Bechen, 2000; Bernhard, 2006; Cross, 2016; 

Doss, 2016; Figueras, 2014; Gordon, 1997; Hamann, 1990, 2000; Hamann & Gordon, 2000; Hamann et al., 

1987; Hancock, 2008; Hendry, 2001; Heston et al., 1996; Hodge et al., 1994; Hoffer, 1982; Kellermayer, 2009; 

Krueger, 2000; Le Roux & Van Niekerk, 2009; Madsen & Hancock, 2002; McLain, 2005; Nimmo, 1986; 

Scheib, 2003; Siebert, 2007; TMEA, 2016; Varona, 2019. 
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Hancock, 2002; McLain, 2005; Nimmo, 1986; Pascoe et al., 2005; Robertson, 1986). Existing studies 

show that music teachers experience more burnout than other branch teachers due to some field-

specific problems. The problems can be addressed under the topics such as the marginalization of 

school music education, loss of professional status, praxis shock, and workload
4
. 

Although music teaching has been accepted as a ‘profession’, this acceptance is not fully 

reflected in the field. Music education covers arts, science, and pedagogy. This complex structure puts 

an intense pedagogical role on the music teacher, but also makes it difficult to understand the 

importance of the role in the system (Mark, 1998). Because present ideology has a very negative effect 

on the value that society associates with music and school music education. Today, we see new liberal 

economic policies in the background of the discourse of ‘transformation in education’, which stands 

out with concepts such as democratization, participation, efficiency, information society, 

decentralization in education, performance criteria, lifelong learning, information technologies, e-

learning (Küçüker & Gürbüz, 2012; Ömür, 2017; Sayılan, 2006). Since the early 1980s, the purpose 

and content of education at all levels has been reorganized in accordance with the needs of the global 

market (Sayılan, 2006). This new system, which regards today’s schools as efficiency and cost-

oriented industrial enterprises, also offers teachers ready-made curricula and standardized exams to 

facilitate education and provide accountability (Scheib, 2006). For example, in Turkey, National 

Education Development Project was launched on the basis of arguments such as ‘problems 

experienced by higher education, bottlenecks to be overcome, solutions for getting out of the crisis 

etc.’ with the support of the World Bank playing the role of the current financial practitioner of the 

ideology. By this project, it is aimed to restructure primary and secondary education on the basis of 

‘decentralization’. Within the scope of the project, the Music Teacher Training Bachelor Program was 

also reorganized with a centralized approach along with other teacher training programs (Gürüz, 1999; 

Küçüker & Gürbüz, 2012; Sayılan, 2006). International evaluation programs such as TIMSS, TALIS, 

and especially PISA, which are effective in shaping the national education reforms of many countries, 

are current examples of standardized measurement practice. 

While teachers were formally responsible for the social, emotional, and creative needs of 

students with their pedagogical role in the 1960s (Hodge et al., 1994), this role evolved in order to 

raise an ‘information society’ that can meet the demands of the global market in the current ideology 

that marked the last 40 years. This political-ideological transformation, “repositioning the school, the 

family, the teacher, and the student within the system” (Ömür, 2017: 20), has placed ‘academic’, 

‘intellectual’, and therefore ‘stronger’ areas -such as mathematics, science, and mother tongue- at the 

center of the curricula and schools, rather than music and humanities (Figueras, 2014; Hodge et al., 

1994; Sparkes, Templin & Schempp, 1990). School music education, which is seen as less measurable 

compared to the academic subjects, is included in the school curricula to the extent that it provides 

support to academic lessons (Figueras, 2014). The importance of music education has been limited to 

verbal emphasis. This new reductionist ideology that marginalized and devalued school music 

education (Figueras, 2014; Hodge et al., 1994; Le Roux & Van Niekerk, 2009; Sparkes et al., 1990) 

led to the neglect of the ‘aesthetic and utilitarian aspects of music education’ (Ballantyne, 2001, 2005). 

Consequently today, school music education has been evaluated with labels such as ‘a fun pursuit’ 

(Figueras, 2014; Öztürk & Öztürk, 2017), ‘light study for entertainment’ (Nimmo, 1986), ‘a decorative 

contribution’ (Detels, 1999), ‘ornament of academic subjects’ (Pascoe et al., 2005), ‘garnish’ (Senin, 

1989), ‘low-status practical knowledge’ (Sparkes et al., 1990), and ‘sing-along hour’ (Krueger, 2000) 

by community components. This position of school music education has also damaged the status of the 

music teacher (Sparkes et al., 1990). The results of a study conducted with music teachers at a national 

scope in Australia provide important information in this context. According to the report; the society’s 

interest in school music education decreases day by day; there is a problem in the quality and 

continuity of school music education; music education is not considered as an essential component of 

the curriculum; despite extensive research that highlights the value of music education, the problem 

remains the same; school music education curricula struggle for existence; in summary, music 

                                                           
4
 Based on the definition of Yurdakul et al. (2016: 23); in this study, the concept of professional status is used to 

describe the position, respectability, working conditions of music teachers in the society and their situation 

against other branch teachers. 
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education and music teacher experience a loss of identity and status (Pascoe et al., 2005). This ‘status 

loss’ problem is the main source of many occupational problems experienced by music teachers. They 

are wearing out because of their struggle against this problem of loss of status, which they are 

vulnerable to although they strive to justify the reason for the existence of music in the education 

system (Watson, 2000 cited in Ballantyne, 2005: 42; Dwyer, 2012). The literature presents many 

findings from the teachers’ perspective that prove this situation. According to the common results of 

the research, music teachers are exposed to negative attitudes and behaviors of the components of the 

school system (administrators, students, families, and colleagues from other branches) such as not 

being included in decision-making processes, lack of required interest in the course, not being 

encouraged despite heavy workload, ambiguous goals, roles and role conflicts (Ballantyne & Zhukov, 

2017; Hamann, 1990; Hamann, Daugherty & Mills, 1987; Heston et al., 1996; Hoffer, 1982; Madsen 

& Hancock, 2002; Nimmo, 1986; Scheib, 2003). This lack of acceptance, appreciation, and support 

indicators reflecting the social perception towards school music education and the status of the music 

teacher lead to professional isolation and burnout in music teachers (Cross, 2016; Sindberg, 2011). 

Briefly, the difficulties and problematic nature of career building in an academic field where there is a 

loss of status (Hodge et al., 1994) clearly manifests itself with the burnout problem that occurs 

especially in music teachers. 

According to the burnout literature, discrepancy between personal expectations and faced 

realities leads the individual to question his idealism. In the first years of the profession, in 

Freudenberger’s (1980) words, physical and mental attrition begins “whenever the expectation level is 

dramatically opposed to reality and the person persists in trying to reach that expectation” (cited in 

McCormack & Cotter, 2013: 6). The first years are a very critical, difficult, and stressful period in the 

teaching profession (Gordon, 1997; Teweleit & Harris, 2015). In this period when the occupational 

identity and teaching competencies are started to be built (Ballantyne & Zhukov, 2017), the realities of 

the profession and the expectations from the profession often contradict. The experienced discrepancy 

can lead to disappointment and sometimes a traumatic identity crisis (Meijer, De Graaf & Meirink, 

2011 cited in Delamarter, 2015: 2). When teachers face this situation, they focus on surviving in the 

classroom by concentrating less on the ideals they have during their university education for a while 

and changing their teaching style, instead of learning how to teach more effectively (Wideen et al., 

1998 cited in Ballantyne, 2007a: 181-182; Delamarter, 2019; Stokking et al., 2003). This situation 

called ‘praxis shock’
5
 which emerges as a result of inconsistency between the expectations of school 

life and the realities of teaching is an important factor leading to burnout in music teachers 

(Ballantyne, 2005, 2007b; Hamann & Gordon, 2000). Approximately 20% of teachers leave the 

system in the first three years of the profession (Hancock, 2008). Praxis shock is one of the main 

causes of this problem (Ballantyne, 2005, 2006b, 2007a; Goddard & Foster, 2001; Teweleit & Harris, 

2015). Data in the field of music teaching offers a relatively more optimistic picture (Cross, 2016; 

Hancock, 2008; Madsen & Hancock, 2002; McLain, 2005; NCfES, 2010, 2014; Pascoe et al., 2005). 

However, this picture shows that the majority of music teachers who are exposed to praxis shock are 

still present in the system and they have to deal with burnout. Many factors such as unrealistic 

expectations, overconfidence, wrong career choice, personality traits, school environment and budget, 

and socio-culturally heterogeneous classes may result in praxis shock (Peterson, 2012; Shaw, 2018). 

Another important factor causing praxis shock is the problems experienced in pre-service training 

(Ballantyne, 2005; Mark, 1998). Kalyoncu (2004) states that traditional music lesson picture is 

undergoing through a transformation, the new goals, content and methodology make scientific 

demands from the music lesson and music teacher, beyond just singing and playing the instrument, 

and the functional area of the music teacher has considerably expanded. Despite this view that 

emphasizes the importance of pre-service education, it is also known that music teacher training 

programs are not sufficient to provide candidates with professional knowledge, skills, and attitudes 

(Ballantyne, 2007b; Isbell, 2008; Legette & McCord, 2015); there is no balance in undergraduate 

programs between courses on musical behavior and knowledge of music and courses on music 

pedagogy and didactics (Ballantyne, 2005; Kalyoncu, 2011; Mark, 1998; Veenman, 1984 cited in 

Peterson, 2012: 6). 

                                                           
5
 For detailed knowledge see Ballantyne, 2005, 2006b, 2007a; Ballantyne & Retell, 2020; Delamarter, 2015, 

2019; Mark, 1998; Peterson, 2012; Shaw, 2018; Stokking et al., 2003. 
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The expectation of the society from music teacher and music, which is a sociological 

phenomenon, requires the music teacher to be effective in social and cultural activities outside the 

classroom (Öztürk & Öztürk, 2019). Because school administrations and families consider extra-

curricular music activities more valuable than music lessons (Lierse, 1999 cited in Gray & Lowe, 

2019: 80). Therefore, unlike other branches, the task area of music teachers is not just limited to 

classroom teaching activities. The responsibility of planning, preparing, and carrying out extra-

curricular music activities in schools is also assigned to music teachers. These extra-curricular tasks 

that require additional time, additional energy, additional labor and being a “one-man-band” 

(Ballantyne, 2005: 181; 2007a: 185) create a heavy workload for music teachers, leading to praxis 

shock and burnout (Alberto, 2011; Doss, 2016; Gray & Lowe, 2019; Hamann, 1990, 2000; Hamann et 

al., 1987; Heston et al., 1996; McLain, 2005; Scheib, 2003). Although most teachers regard such 

activities as a vital part of their work, they do not consider themselves adequate to carry out these 

activities (Ballantyne, 2005; Ballantyne & Packer, 2004; Gordon, 1997). The root of this problem is 

again based on teacher training programs that do not support the prospective teachers with adequate 

equipment for the integration of the social aspect of music into the profession (Ballantyne & Packer, 

2004; Gray & Lowe, 2019). In other words, as reflected in the studies of Kelly (1999) and Leong 

(1996) (cited in Ballantyne, 2001: 3-4; 2005: 111; 2006b: 1), this workload stress, which is also 

related to the quality of pre-service education, is another important factor leading to burnout in music 

teachers. 

The Aim of the Study 

As can be understood from the summary of the literature, the studies have provided critical 

information about burnout in the music teaching profession. In spite of this, factors leading to burnout 

may vary according to different countries and/or different organizational structures. In this sense, 

national studies are considered important. The teacher burnout in Turkey is an issue examined since 

the early 1990s. The empirical research conducted by Baysal (1995), Girgin (1995), Tümkaya (1996), 

Sucuoğlu and Kuloğlu (1996) made important contributions to the field. These studies conducted 

under conditions where access to primary resources is challenging, have both opened a new field study 

and provided a conceptual framework in Turkey. In Turkey, the first research in the field of music 

teaching was conducted by Korkmaz (2004). In the research, motivation sources and burnout of music 

teachers working in a metropolitan area were investigated with various demographic variables. After 

Korkmaz drew attention to the issue, 13 studies were conducted in about 15 years. The sample groups 

consisted of music teachers working in different geographical regions, different institutions, and at 

different levels. In most of the studies, Maslach Burnout Forms was used as a data collection tool. 28 

different individual and organizational variables, especially gender, seniority, and marital status, were 

analyzed using the relational survey method. The research findings revealed important clues about 

some stress sources that might have caused burnout in music teachers. However, the relevant national 

literature is open to debate in three respects
6
. 

First, the researchers focused on the relationship between burnout and various variables. 

However, the mere presence or absence of burnout was overlooked. In other words, the answer to the 

question “what is the music teacher burnout in Turkey?” was not sought. Second, information about 

data collection tools and data analysis was structured independently from the original literature. For 

example, the editions of Maslach Burnout Inventory published in different years were incorrectly used 

in place of one another and incorrect references were given for the researchers who made the Turkish 

adaptation of the scales. Although cutoff points were shared in original form and some studies, this 

criterion was not taken into consideration during the analysis processes. Therefore, descriptive 

statistics results about the level of burnout dimensions were not fully presented. Although the original 

form had separate evaluation criteria for three dimensions, in some studies the scores were interpreted 

with a subjective approach and in others, an unspecified cutoff point was used for the interpretation of 

the findings. Although ‘the dimensions that make up the inventory are evaluated separately, a single 

                                                           
6
 The national studies are not specifically referenced. It is thought that a detailed literature review was made by 

the authors. However, some studies that may have been presented in scientific events such as congresses, 

symposiums, workshops, which are relatively limited in sharing, may have been overlooked. 
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burnout score cannot be obtained from the sum of the dimensions’ (Girgin, 1995: 39; İnce & Şahin, 

2015: 389; Maslach et al., 1996: 194) warning was made in the original form, in some studies, the 

relationship between variables was analyzed on a single dimension. The current problems have created 

a belief in the authors of this study that ‘the results of national studies should be approached with 

caution’. Third, the international literature has provided important and detailed information on the 

burnout problem in the music teaching profession since the 1980s. However, international research 

results were not consulted in none of the national studies. This literature (not)scanning problem led to 

studies based on an idea structure disconnected from the field of music teaching and at the same time, 

it led to the inability to make genuine discussions about the value of the results in the literature. 

Based on the three main reasons presented above, the authors claim that; “Music teacher 

burnout in Turkey remains subject to uncertainty in the profession and a conceptual framework in 

which we can discuss the issue has not yet been formed”. In line with this opinion, the aim of the study 

was to determine the burnout levels of a group of music teachers in Turkey with an empirical approach 

and to open the results to discussion in comparison with the international literature results. The study 

was expected to ‘inform’ the researchers in Turkey on the international literature. 

METHOD 

Research Model 

The study was structured according to the general survey model. In the study, the answer to 

the question “What is the level of burnout among music teachers in terms of emotional exhaustion, 

depersonalization, and personal accomplishment?” was sought. The study was conducted with 48 

music teachers who work as permanent staff, in a city located in the Central Black Sea Region of 

Turkey. A total of 50 music teachers worked in the city. Two teachers could not participate in the 

study due to health problems. The data collection tool was applied in an in-service training workshop 

jointly organized for music teachers by the University and the Provincial Directorate of National 

Education in September, 2017. The required permission for research was obtained from the Provincial 

Directorate of National Education. 

Data Collection Tool 

In the research, Maslach Burnout Inventory-Educators Survey (MBI-ES) which was adapted 

to Turkish by İnce and Şahin (2015) was used
7
. The form was developed by Maslach, Jackson and 

Schwab in 1986 to measure the burnout of educators. The form, which is a version of Maslach 

Burnout Inventory-HSS, consists of Emotional Exhaustion (EE), Depersonalization (Dp), and Personal 

Accomplishment (PA) dimensions. “The MBI-ES is basically the same as the MBI. However, in some 

of the items the Word recipient has changed to student” (Maslach et al., 1996: 206). The EE dimension 

expresses the feeling of fatigue and exhaustion developed due to the decrease in energy; Dp dimension 

expresses the educator’s negative feelings and behavior towards students; PA dimension, on the other 

hand, expresses the sense of accomplishment experienced by the educator due to perceived 

competence and high productivity. Burnout level is evaluated with three separate scores taken from 

the dimensions instead of a single score. A high score in EE and Dp dimensions indicates a high level 

of burnout, while a high score in the PA dimension indicates a low level of burnout (Figueras, 2014; 

Girgin, 1995; Maslach et al., 1996). “Due to the inverse relationship between the scoring and 

interpretation of the PA dimension, this dimension also indicates the feeling of personal failure or 

decreased personal accomplishment success” (İnce & Şahin, 2015: 390). 

The validity-reliability of the form has been tested by many studies. In the study conducted by 

Iwanichi and Schwab (1981), Cronbach alpha values of dimensions were found to be .90 for EE; .76 

for Dp; .76 for PA; in the study of Gold (1984), .88 for EE; .74 for Dp; .72 for PA values were 

                                                           
7
 The authors would like to thank Nuri Barış İnce and Ali Ekber Şahin for approving the scale to be used in this 

research. 
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obtained (cited in Maslach et al., 1996: 206). In the study of Belcastro, Gold and Hays (1983) with a 

total of 710 teachers working in public schools, for EE .89; for Dp .81; for PA .78 values were 

reached. Whereas in the meta-analysis study of Lee and Ashforth (1996), alpha values were found to 

be .86 for EE; .76 for Dp; .77 for PA (cited in Figueras, 2014: 97-98). Similar values were also 

obtained in some studies (McLain, 2005). The Education Form was first adapted to Turkish by Girgin 

(1995). In Girgin’s study, alpha values were found to be .87 for EE; .63 for Dp; .74 for PA. In İnce 

and Şahin’s (2015) adaptation study, alpha values were calculated as .88 for EE; .78 for Dp; .74 for 

PA. 

There are totally 22 items in the form; 9 items in EE dimension, 5 items in Dp dimension, and 

8 items in PA dimension. The form was structured according to the 7-point Likert-type grading. 

Ratings were scored as ‘0-Never, 1-A few times a year or less, 2-Once a month or less, 3-A few times 

a month, 4-Once a week, 5-A few times a week, 6-Everyday’. The highest score that could be obtained 

in EE dimension is 54, 30 in Dp dimension, and 48 in PA dimension. Scores in each dimension could 

be expressed as low, average (or moderate), and high levels (İnce & Şahin, 2015). The scoring key 

(cutoff points) of the form is given in Table 1 (Source of Table 1: Bernhard, 2006: 8; Figueras, 2014: 

113; İnce & Şahin, 2015: 390). 

Table 1. MBI-Educators Survey’s scoring key 

Dimensions 
Burnout Level 

Low Moderate High 

Emotional Exhaustion 0-16 17-26 27 + 

Depersonalization 0-8 9-13 14 + 

Personal Accomplishment*  37 + 31-36 0-30 

*The response scale values are reversed for the Personal Accomplishment dimension; Higher score=stronger 

feelings of accomplishment and lower burnout (McLain, 2005: 74). 

 

Data Analysis  

In the study, to determine the level of burnout, arithmetic mean and standard deviation values 

were calculated. Analizler için SPSS yazılımı kullanılmıştır. 

RESULTS 

In this chapter, there are descriptive results regarding music teachers’ burnout levels. 

Table 2. Descriptive results regarding the burnout level of music teachers 

Dimensions  Mean SD Level 

Emotional Exhaustion  14.77 9.09 Low 

Depersonalization  4.02 5.33 Low 

Personal Accomplishment   38.19 5.35 Low 

 

The average of the points that teachers received from Educators Form and the levels 

corresponding to the points are seen in the Table 2. According to the table, music teachers experience 

low burnout in Emotional Exhaustion ( =14.77; SD=9.09), Depersonalization (M=4.02; SD=5.33), 

and Personal Accomplishment (M=38.19; SD=5.35) dimensions. Descriptive results regarding the 

items in three dimensions are given in Table 3, Table 4 and Table 5. 

Table 3. Descriptive results regarding emotional exhaustion dimension 

I* Items Mean SD 

1 I feel emotionally drained from my work 1.35 1.36 

2 I feel used up at the end of the workday 2.85 1.40 

3 I feel fatigued when I get up in the morning and have to face another day on the job 2.21 1.41 

6 Working with people all day is really a strain for me 1.88 1.52 

8 I feel burned out from my work 1.46 1.40 

13 I feel frustrated by my job 1.00 1.49 
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14 I feel I’m working too hard on my job 2.10 1.60 

16 Working with people directly puts too much stress on me 1.19 1.58 

20 I feel like I’m at the end of my rope .73 1.25 

 Emotional Exhaustion 14.77 9.09 

*Item no 

 

Table 4. Descriptive results regarding depersonalization dimension 

I Items Mean SD 

5 I feel I treat some students as if they were impersonal objects 1.10 1.37 

10 I’ve become more callous toward people since I took this job .88 1.47 

11 I worry that this job is hardening me emotionally .83 1.48 

15 I don’t really care what happens to some students .64 1.48 

22 I feel students blame me for some of their problems .56 1.03 

 Depersonalization 4.02 5.33 

 

Table 5. Descriptive results regarding personal accomplishment dimension 

I Items Mean SD 

4 I can easily understand how my students feel about things 5.30 1.09 

7 I deal very effectively with the problems of my students 4.50 1.53 

9 I feel I’m positively influencing other people’s lives through my work 4.71 1.57 

12 I feel very energetic 4.64 1.38 

17 I can easily create a relaxed atmosphere with my students 4.96 1.38 

18 I feel exhilarated after working closely with my students 5.10 1.15 

19 I have accomplished many worthwhile things in this job 4.23 1.46 

21 In my work, I deal with emotional problems very calmly 4.75 1.42 

 Personal Accomplishment 38.19 5.35 

 

CONCLUSION AND DISCUSSION 

In the study, it was found that the teachers’ burnout levels were low in all three dimensions. In 

other words, music teachers’ feelings of Emotional Exhaustion (EE) and Depersonalization (Dp) were 

low and their perception of Personal Accomplishment (PA) was high. 

There are some empirical studies in the literature that approach the burnout of music teachers 

according to the Maslach model. For example, Nimmo (1986), in the research with 174 music 

teachers, found that teachers experienced moderate burnout in all three dimensions. Hendry (2001) 

and McLain (2005) presented findings that matched Nimmo’s results. In another study executed by 

Hodge et al. (1994) with music and mathematics teachers, it was found that music teachers 

experienced high burnout in EE dimension and moderate burnout in Dp and PA dimensions. On the 

other hand, Figueras (2014) determined that music teachers experienced high burnout in EE 

dimension, moderate burnout in Dp dimension, and low burnout in PA dimension in the study 

conducted with a group of teachers from 6 different branches. Despite these results, Bernhard (2006) 

reported that the teachers experienced low burnout in all three dimensions in the study carried out with 

286 music teachers working in primary and secondary schools. The table below may be beneficial for 

assessing the results of the research with a holistic view.  
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Tablo 6. Results of the related research 

Research 
Results 

Emotional Exhaustion Depersonalization Personal Accomplishment 

1986 Nimmo Moderate Moderate Moderate 

1994 Hodge, Jupp & Taylor High Moderate Moderate 

2001 Hendry Moderate Moderate Moderate 

2005 McLain Moderate Moderate Moderate 

2006 Bernhard Low Low High 

2014 Figueras High Moderate High 

 

The results in the Table 6 can be interpreted as “the majority of research revealed that the 

music teachers experienced emotional exhaustion and depersonalization, but their perception of 

personal success was high”. It would also make sense to share a result of a research with a broad 

participation. In the USA, a survey conducted by Texas Music Educators Association and by 

participated approximately 3200 music teachers, 52% of the teachers experienced burnout (TMEA, 

2016). Briefly, as can be seen research results, the obtained result was the same as the result of 

Bernhard, but it did not correspond to most other research results. This situation suggests that the 

general concern about burnout of music teachers reflected in international studies may not be 

applicable for music teachers in Turkey. 

In the surveys of TIMSS, PISA, and TALIS, which are on an international scale, the stable 

higher level positions of countries with strong educational practices such as Finland, Canada, China, 

Singapore, South Korea for many years clearly demonstrates the value of investment made in teacher 

competency, teacher training system, and professional development. The point reached by these 

countries whose primary goal is to keep the status of the teaching profession high, forces the education 

system of many countries to change. According to a common result that became prominent in the 

discussions in this context, today, teacher burnout remains current as a universal problem. With this 

acceptance, many of the dominant organizational factors leading to burnout such as loss of status, low 

salary, unfavorable working conditions, undisciplined student profile, inadequate professional 

development opportunities that are commonplace in a country like Turkey, discussing the low burnout 

feeling and high perception of success that a group of music teachers had was quite challenging for the 

authors of the study. Occupational burnout can change direction according to cultural, social, 

economic, and organizational dynamics specific to countries. In this sense, the first thing essential to 

discuss the results was to consult national studies. However, as explained in the purpose section, 

blurred knowledge resulting from relevant national research, on the one hand, requires a cautious 

approach to national results, and on the other hand, leads to the discussion being conducted on an 

immature basis. For this reason in some cases, opinions based on the observations and experiences 

gained by the authors during the teaching practices in schools they were carrying out for many years 

were included. 

The international burnout literature underlines the workload of music teachers. The workload 

refers to extracurricular musical activities that the music teacher is obliged to carry out besides course 

load and administrative affairs. School music education is technically important in most of Europe, 

North America, Australia, and Far East countries. In addition, as explained in the introduction, despite 

the marginal position of school music education in programs and the low status attributed to the 

profession of music teaching, monitoring, inspection, and evaluation mechanisms for teacher 

performance are used effectively (Eurydice Report, 2018). These evaluation results are effective in 

extending the duty period of a music teacher. Naturally, the system is technically well run. Although 

there are different applications in different regions along the country, school music education is 

carried out in coordination through co-curriculum and extra-curriculum. Co-cirriculum offers the 

theoretical and practical framework of music lessons, as in Turkey. Extra-curriculum, on the other 

hand, covers music activities offered as alternatives such as choral, individual instrument, pop-jazz-

classical orchestra, band etc., outside the clasroom. The participation of students in extra-curricular 

activities conducted under the umbrella of formal education is particularly encouraged by families and 

administrators. In fact, the society regards these extra-curricular musical activities more valuable than 

music lessons. However, these activities cause intense stress and burnout in music teachers because 

music talent is not a prerequisite for students, these activities are considered by the community and 
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administrators as a public relations tool that enhances the public image of the school rather than 

education, financial and administrative support remains inadequate, planning, preparation, and staging 

the performance are taken into account for extension of duty time, and especially these activities 

require a lot of additional time and additional energy (Krueger, 2000). It is one of the main 

foundations of statistics reporting the music teaching profession as ‘stressful’, ‘having a high attrition 

rate’, and ‘having dangerous dropout rates’ (Hodge et al., 1994; NCfES, 1997; Robertson, 1986). 

Briefly, this workload, which has been imposed on music teachers, emerges as a ‘high predictor of 

burnout’ in international literature. 

So, what is the situation in Turkey? The music teachers in Turkey are obliged to give 15 hours 

of lessons to earn their salary. This number is below the average of European countries (Eurydice 

Report, 2015). In addition to the course load, teachers can be assigned in celebrating national and 

official ceremony and/or local liberation days. Music teachers can also perform activities within the 

scope of activities such as student club, design and skill workshops, exercises etc. These activities are 

carried out primarily at extra-curricular hours. The activities performed are processed into the National 

Ministry of Education e-School System Social Activity Module and archived in writing (MEB, 2019). 

In order to better evaluate the job definition that has legal infrastructure in the context of our subject, it 

is necessary to explain some points. 

First, the music teachers working in public schools are not obliged to plan, organize, manage, 

and perform any activity, unless a formal assignment is made. The activities carried out make a 

numerical contribution to the ‘service score’ used in processes such as location change or promotion. 

However, teachers in Turkey, contrary to the practice in many countries, serve as permanent staff 

(Eurydice Report, 2015). In other words, assigned music teachers do not have to worry about losing 

their duty unless they prefer or commit any of the infamous crimes defined in the law. With the 

influence of this ‘guarantee’ position, it can be said that the music teachers use their non-obligatory 

extracurricular activity preferences towards lightening the workload based on the rights granted to 

them through regulations. 

Second, under the roof of formal education in Turkey, ‘an extra-curriculum for music 

education’, independently prepared or integrated into existing co-curriculum, is not implemented 

alongside music lessons. So, school music education in Turkey is carried out with a one-dimensional 

curriculum. This situation can be interpreted as ‘the music teachers in Turkey have less workload’ 

when compared to workload resulting from two-dimensional education practice in other countries, 

although it does not provide an inference such as ‘The music teachers have no workload’. 

Third, one of the main sources of teacher burnout is the discipline problem experienced in 

schools. According to the TALIS 2018 results, the teachers in Turkey spare approximately 27% of 

lesson time to provide in-class discipline and administrative work. This rate is above the OECD 

average. According to another data, from 2008 to 2018, Turkey is the country in which the average 

time devoted to actual teaching in one class hour reduced the most (TEDMEM, 2019). This result 

reveals that the discipline problem is increasing day by day and the student profile evolved in an 

undesirable direction in Turkey. Discipline problem is more common in music lessons. Because, as 

mentioned in the introduction part, the system does not regard the music lesson as an academic field. 

There are also signs indicating the existence of this identity issue of school music education in Turkey 

and its reflections in the lessons (Bağcı & Can, 2019; Öztürk & Öztürk, 2017; TED, 1989). For this 

reason, the expectations of students from music lessons and their attitudes and behaviors in class are 

quite different compared to other lessons. In addition, international exams are based on academic field 

acquisitions such as mathematics, science, and mother tongue. Turkey can not achieve a significant 

success in these exams. The national education policies, which have been revised with the hope of 

increasing the position and image of the country in the success rating, direct the interest, energy, and 

perception of the society to the academic fields and, on the other hand, compel the students to focus on 

these fields. The current policies are also seen in the High School Transfer Examination and Higher 

Education Institutions Exam, which are held at the national level and for which the acquisition of 

music lessons is not needed. This reductionist approach to school music education feeds the discipline 

problem experienced in music lessons. Question regarding our topic: How does the current situation 



International Journal of Progressive Education, Volume 16 Number 5, 2020 

© 2020 INASED 

 

381 

influences the workload of music teachers? There aren’t any arrangements or systematic practices in 

Turkey in order to evaluate the performance of teachers working in public schools (Eurydice Report, 

2015, 2018). However, existing exams actually serve as a natural assessment mechanism for fields 

such as mathematics, science, and Turkish. In other words, success or failure in these exams allows 

teachers responsible for academic branches to be checked through the exam systems and necessary 

measures are taken. However, there is no such control mechanism for the music field. Although music 

teachers are inspected periodically like other teachers, inspections do not reach the desired goals due 

to the fact that inspectors do not know the field. This provides music teachers with an ‘uncontrolled’ 

autonomy that they intensively employ for their in-class teaching and learning processes. Perceived 

autonomy often leads to lessons being taught in a simplified content that serves to entertain rather than 

educate in order to ensure discipline in the classroom. This approach results in compromising most of 

the achievements in the Music Curriculum. The intention to ‘skip’ the lesson with the least 

psychological trauma brings notion suggesting that ‘music lesson should be at least 2 hours’, which 

music educators have been advocating for years, on the other hand, alleviates the technically existing 

course load of music teachers, into question. In the Turkish education system, where the teacher is not 

recognised in decision-making processes, the efforts of music teachers, who struggle to preserve the 

value of school music education, are defeated in the face of the system and extinguished with learned 

helplessness. To summarize the three articles briefly; the finding that shows that music teachers 

experience low burnout in emotional exhaustion and depersonalization dimensions can be explained 

by the low workload that occurs due to the current education system. 

The Maslach burnout model underlines the high perception of personal accomplishment 

among employees who experience low burnout in emotional exhaustion and depersonalization 

dimensions (Maslach & Leiter, 2016; Maslach et al., 2001). The obtained result showing that music 

teachers had a high perception of personal accomplishment, was compatible with Maslach’s model. It 

means that high personal accomplishment perceptions of music teachers can be explained by low 

burnout in emotional exhaustion and depersonalization dimensions. This result can also be supported 

by the findings of Nimmo (1986), Hodge et al. (1994), Hendry (2001), McLain (2005), and Bernhard 

(2006). However, while the situation of school music education and the status of the music teacher 

continue to be relevant in the Turkish education system, it may be insufficient to base the result 

obtained only on the relationship between the dimensions of the burnout model. The number of 

teachers waiting to be employed in Turkey was 438,134 according to the 2017 strategy report of the 

Ministry of National Education. There were 228,279 prospective teachers trained in faculties of 

education and educational sciences. There were approximately 654,000 candidates hoping to become a 

teacher if the students from other faculties who can obtain teaching rights through formation programs 

were also included. This number exceeds one million with the graduates who continue pedagogical 

formation certificate programs. The policies shaped by the Ministry of National Education and Higher 

Education Institution in order to restore balance between the quotas have not been able to solve the 

problem. Under these difficult conditions, it is clear that the music teachers who enter the system after 

passing ‘a socially legitimate examination’ (Özoğlu, Gür & Altunoğlu, 2013) are ‘successful and 

lucky’. In fact, the teachers in Turkey prefer ‘the profession of teaching’ because it is a guaranteed job 

with a regular and reliable income. These conditions are regarded as a higher source of occupational 

motivation compared to their European counterparts (TEDMEM, 2019). Naturally, the success 

achieved in the exam and the advantage of guaranteeing the years to come may contribute to the 

positive development of emotions that affect personal perception of success, such as motivation, self-

efficacy, and self-confidence. This situation is thought to reduce the effect of praxis shock leading to 

burnout and increase the perception of personal accomplishment. 

Music teachers are a group that loves their profession and chooses their profession 

consciously. The literature provides many findings that reveal this sense of commitment (Alberto, 

2011; Ballantyne & Zhukov, 2017; Krueger, 2000; Nimmo, 1986; Otacıoğlu, 2008). The education of 

a music teacher is not a technical-level learning-teaching process or a process of turning a musician 

into a music teacher, focusing only on the acquisition of musical and pedagogical knowledge and 

skills. As Westvall expressed, it is a complex process of gaining the occupational identity, which is a 

combination of personal, social, and educational experiences related to music and music education, 

and is linked to previous experiences (Westvall, 2007). Occupational identity is a feature that 
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influences the teachers’ teaching styles, their interaction with colleagues, and their perception of 

personal success (Ballantyne & Zhukov, 2017). It can be said that prospective teachers who have a 

strong occupational identity are more successful in overcoming the difficulties and adapting to the 

problems they encounter in the first years of the profession (Cole & Knowles, 1993 cited in 

Delamarter, 2015: 3). In other words, occupational identity has an influence decreasing or increasing 

the impact of praxis shock (Ballantyne & Retell, 2020). Occupational identity is not just an 

achievement that emerges as a result of vocational education and develops throughout the profession. 

It is whole of values and a changeable, complex and versatile social building process that has 

relationships with many elements such as past experiences, beliefs, talents, interests, self, learning 

environment, teaching practices, family, teacher etc. (Aslan, 2016; Ballantyne & Zhukov, 2017; Cox, 

1994; Isbell, 2008). Similarly, professional development theories emphasize that personal factors such 

as talent, interest, capacity, values, self-concept as well as environmental factors such as family, peer 

and teacher are effective in the choice of profession of the individual (Gündüz, 2003). In short, the 

majority of music teachers come from a social environment surrounded by music. This 

culturation/enculturation is more effective and powerful in the selection of professions and in the 

development of occupational identity than other fields of teacher education (Ballantyne & Zhukov, 

2017; Cox, 1994; Isbell, 2008; Westvall, 2007). In this context, the work of McLain (2005) and 

Figueras (2014) is important. In his comparison of the results of five different teacher groups, McLain 

(2005) determined that music teachers experienced more emotional exhaustion than other groups, 

whereas their perception of personal accomplishment was high. The researcher attributes this result to 

the fact that music teachers internalize their professional roles more strongly than other teachers. 

Figueras (2014), comparing teacher burnout with US Norm and US teacher Norm, found results 

similar to McLain’s, music teachers experienced higher levels of emotional exhaustion and 

depersonalization than the norms, however their perception of personal accomplishment was higher. 

Briefly, it is thought that the high perception of personal success personal accomplishment of music 

teachers has a relationship with their occupational identity. 

Closing 

The authors agree with the criticisms that ‘based on the findings of a study group, it can not be 

decided whether music teachers experience a burnout’. Although the themes of discussion have the 

power to represent the universe in the national context, the working group is not technically 

representative. The authors are also aware of this situation. As it is understood from the content, this 

study opens the situation of music teacher and music education in Turkish education system to 

discussion in terms of burnout. It may be beneficial to remind the notion that does not consider school 

music education as an academic field and attributes low status to the music teacher: Recent research 

analyzing the education systems of countries with high success in international exams emphasizes the 

teacher. For example, in Finland, teachers have to have a master’s degree in order to enter the system 

despite receiving a salary below the European average. Similarly, in order to become a teacher in 

Singapore, it is necessary to be in the 1/3 upper level of success in the university exam. The quality of 

education in these countries is not related to salary, but to the high status attributed to the teaching 

profession and autonomy given to the teacher. However, there is an overlooked point in research. One 

of the common features of these countries is the value they assign to school music education. 

Aesthetic and utilitarian outcomes of music education are considered important in these countries. In 

contrast to the perspective in many countries, school music education is regarded as important as the 

highlighted areas such as mathematics, science and mother tongue. In these countries, without any 

superiority in any academic field, an effective school music education is supported at all educational 

levels with applicable programs and auditable evaluation mechanisms. Briefly, for the solution of the 

problems experienced in the field of music teaching, firstly, according to Hodge et al. (1994), a 

healthy ethos should be developed on the basis of respect and value of all kinds of knowledge and the 

importance of all learning areas should be recognized. This acquisition can be effective in solving 

many problems, especially burnout, that lead music teachers to learned helplessness. 
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Abstract 

Emotions have an important place in the survival of humankind since its existence. Despite the 

importance of the emotions in human life and it is not taken on the agenda for a long time in working 

life. This study aims to examine the impacts of intrinsic motivation on teacher emotional labor with 

mediating effect of affective commitment. In the study, the relational screening model one of the 

quantitative research methods was used. The research was carried out 345 teachers who work in ten 

public schools in Istanbul. As the data collection tools three different scales were used. The intrinsic 

motivation scale was developed by Lawler and Hall (1970) and adapted to Turkish language by 

Yılmaz (2008). The emotional commitment scale consists of six items as a sub-dimension of the 

organizational commitment scale developed by Allen and Mayer (1990). Emotional labor scale, by 

Diefendorff et al. (2005), it was created, and it was adapted to Turkish in the teacher sample by Basım 

and Beğenirbaş (2012). Scale has three dimensions as surface acting, deep acting, and natural 

behaviors. Results of the study suggest that intrinsic motivation has a negative impact on surface 

acting and has a positive impact on natural behaviors (genius emotions). On the other hand, affective 

commitment is not mediated this impact. The findings were discussed, and recommendations were 

made to the practitioners and researchers. 
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INTRODUCTION  

In today's market conditions, human factor takes place among the significant sources to be 

used in the process of obtaining long‐term and sustainable growth. Human factor with its emotional 

and psychological aspects should be considered within the scope of individual and organizational 

performance (Biçkes et al., 2014). Individuals experience many emotions both in business and out of 

work. Emotions is a part of the human behavior and in many areas from the individual's inner world to 

mutual relations, it is decisive and has a fundamental role in human behavior (Erkuş and Günlü, 2008). 

Emotions have an important place in the survival of humankind since its existence. Despite the 

importance of the emotions in human life and it is not taken on the agenda for a long time in working 

life. 

It is difficult to think independently of working life from emotions. Emotions are an integral 

part of life and management. Emotions are important for understanding the behaviors in the 

organization. Especially in the works where the human element is in the foreground, its intensity is felt 

even more. Controlling emotions in organizational life are expected and directed from employees 

(Çoruk, 2014). Especially in the works where the human element is in the foreground, such as 

education institutions, this expectation is even higher. 

In today's conditions, employees working in the service sector are responsible the task of 

directing the feelings of the other party by using their own feelings. This understanding is also the 

starting point of emotional labor constitutes (Oral and Köse, 2011). Emotional labor can be defined as 

the act of expressing the emotions desired by organizations (Morris and Feldman, 1997). Emotional 

labor includes evaluating when to express feelings and when not to, assessing what are and what are 

not appropriate expression of emotion, and managing and regulating such expression of emotions. 

Grandey (2000) defined emotional labor as both feelings and expressions of emotions for 

organizational purposes. In organizational context, emotional labor involves displaying the expected 

feelings by employees during service encounters (Akın et al., 2014). 

According to the definition of emotional labor in the context of education proposed by 

Hochschild (1983), students are similar to customers, and operating a school is similar to managing a 

company that must sell products and service customers. Teachers commonly interact with people and 

may address various emotional problems at work. Many studies have suggested that, because of 

external pressures, teachers who cannot address their emotions promptly experience work stress (Fu, 

2015). However, teaching is also an emotional process, in which teachers can manage, monitor, and 

regulate their emotions to achieve teaching effectiveness and to create a positive learning environment. 

Ideal teachers are known to emote feelings of enthusiasm, happiness, confidence, self-assurance, and 

passion about and satisfaction toward teaching (Zhang and Zhu, 2008). 

Three strategies of performing emotional labor are surface acting, deep acting and genuine 

emotions. Surface acting refers to an employee’s efforts to pretend to experience certain emotions 

even if he/she does not really feel them (Ashfort and Humphrey 1993; Diefendorff et al. 2005). 

Changing expressions to change feelings can be a definition of surface acting (Tsang, 2011). In 

surface acting, employees modify their feelings as if experiencing the expected emotions without 

actually changing their feelings. Surface acting may appear as pretending to experience a positive 

emotion or suppressing a negative emotion (Grandey, 2003). A typical example of surface acting is 

employees faking a smile to display the organizationally required emotion (Cheung et al., 2011). Deep 

acting refers to employees’ efforts to follow the expected display rules (Ashfort and Humphrey, 1993). 

Deep acting can be defined as changing feelings to change the expression of emotions (Tsang, 2011). 

In deep acting, employees try to modify their feelings to act in line with expectations (Grandey, 2003). 

Third dimension of emotional labor is naturally felt emotions or genuine emotions. Diefendorff et al. 

(2005) empirically studied genuine emotions to show the differentiation between deep and surface 

acting. Feeling really sad in case of a customer’s problem is an example of genuine emotion. 

Diefendorff et al. (2005) showed that this emotional labor strategy was negatively correlated with 

surface acting, but positively correlated with deep acting among human service employees. 
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Teaching as a profession requires a high level of emotional labor and is different from other 

professions in certain ways. Teaching is an emotional practice and good teaching is charged with 

positive emotions.  Positive teacher-student relationships are essential to create a sound classroom 

atmosphere (Akın et al., 2014). Akın and his colleagues (2014) found that more experienced teachers 

reported higher levels of emotional labor. Their findings highlight the need for teacher-training 

programs to raise awareness of the emotional demands of teaching and consider ways to enhance 

emotion regulation skills in experienced as well as recently qualified staff. 

Akın and his colleagues found that emotional labor levels of teachers were 4.47 for deep 

acting, 3.99 for surface acting, and 4.53 for genuine emotions on a five-point Likert scale. Turkish 

primary school teachers are mostly engaged in genuine emotions followed by deep acting and surface 

acting. The female teachers used deep acting and surface acting strategies significantly more often 

than the male teachers do. On the other hand, there were no significant differences in genuine 

emotions scores (Akın et al., 2014). 

Çoruk (2014) studied on emotional labor behaviors of administrative personnel working in 

universities. According to the results, it is seen that participants display genuine emotions more than 

other emotional labor strategies and they display surface acting behaviors partially. In terms of gender 

variable and deep acting aspect, there is a significant difference in favor of male participants and there 

is not any significant difference for other aspects. As compared to service period in the assigned 

department, there is a significant difference among the views of participants for deep acting and 

genuine emotion aspects. Besides, there are also significant differences for deep acting aspect in terms 

of service period in his/her profession and age variables. Şat and his colleagues (2015) found that there 

were significant differences of sub dimensions of emotional labor in terms of marital status, gender, 

educational background, types of institution and seniority of teachers. 

Intrinsic Motivation and Emotional Labor 

Intrinsic motivation is described as “any motivation that arises from the individual’s positive 

reaction to qualities of the task itself; this reaction can be experienced as interest, involvement, 

curiosity, satisfaction, or positive challenge” (Amabile, 1996). This concept refers to the state where 

organizational members are motivated and committed by the task itself and their own enthusiasm for 

the task (Amabile, 1988). In other words, they are not motivated so much by the external outcome, 

which refers to the desire to expend effort to gain outcomes external to the work itself (Amabile, 

1993). Deci and Ryan (1985) note that the critical component of intrinsic motivation is self-

determination. Individuals who are intrinsically motivated tend to be driven by inherent interest in the 

work itself and enjoyment, and thus they feel naturally drawn toward carrying out their work. Here, 

the decision to make the effort is self-determined (Grant, 2008).  

Intrinsic motivation is marked by the interest, curiosity, continued learning, and a spirit of 

challenge experienced by an employee when stimulated by the work itself rather than external 

outcomes, such as rewards or the absence of punishment (Deci and Ryan, 1985). Intrinsic motivation 

is the motivation to perform an activity for itself, in order to experience the pleasure and satisfaction 

inherent in the activity (Deci et al., 1989). 

Despite the general agreement on Deci and Ryan’s (1985) self-determination model of 

motivation as the most pertinent related to emotional labor, there is little empirical evident to support 

the presumed relations between intrinsic motivation and deep acting, (Sisley & Smollan, 2012). 

Hochschild’s assumption that emotional labor is performed only for pay suggests that this act is 

extrinsic motivated (and, therefore, not very self-determined), but in current study It could be also 

argued that employees performing with a smile for the pleasure of satisfying the other (the client) does 

so for intrinsic reasons. 

Engagement in deep acting (attempt to modify the internal, subjective feeling) (Hochschild, 

1983) is associated with perception of positive display rules, number of years in service (Grandey, 

2000) or with the duration of client-employee interaction. Surface acting (attempt to modify the 
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emotional expression by either suppression or simulation) is associated with perception of negative 

display rules (Diefendorff et al., 2005) and with negative affectivity (Truta, 2014).  

Researchers have shown that intrinsic motivation has an effect on organizational behavior 

subjects such as emotional exhaustion, turnover intention, career expectation (Haukes et al., 2003), 

work engagement (Putra et al., 2017) organizational identitiy (Schutz and Lee, 2014), job performance 

(Grant, 2008; Karatepe and Tekinkus, 2006; Lawler and Hall, 1970; Tierney, Farmer and Graen, 1999, 

Collins, 2010; Dinger et al., 2015). However, there is not enough research about relationship between 

intrinsic motivation and emotional labor. 

 Truta (2014) found that intrinsic motivation as predictors explains 35% of the total variation 

of deep acting use. Analysis of unstandardized coefficient shows that between intrinsic motivation and 

deep acting the relation is a positive one (B = .271), the increase of intrinsic motivation is association 

with a positive change of the deep acting. 

Based on the literature discussed above;  

Hypothesis 1a: Intrinsic motivation negatively affects surface acting. 

Hypothesis 1b: Intrinsic motivation negatively affects deep acting. 

Hypothesis 1c: Intrinsic motivation positively affects genuine emotions. 

Intrinsic Motivation and Affective Commitment  

As one dimension of organizational commitment, affective commitment is the emotional 

affinity of the employee and his identification with in organization (Allen and Meyer, 1990). Affective 

commitment is described respect for organizational goals and rules, love and respect for managers, 

emotional intimacy, sharing organizational vision and mission (Yılmazer, 2010). Employees with high 

affective commitment adopts the values, goals and objectives of their organizations; they want to 

remain part of the organization. Affective commitment has three basic elements. These are the belief 

in organizational purpose and values and acceptance of them, volunteering to make more efforts for 

the benefit of the organization and a strong desire to continue of organizational membership (Iverson 

and Buttigieg, 1999). Affective commitment is not an individual's passive beyond obedience but it 

includes active sacrifice for the organization to be better. High affective commitment affects many 

positive performance outcomes such as teamwork, participation and empowerment (Thakreve and 

Mayekar, 2016). In fact, Pinder (1998), defined motivation as a body of energizing forces, while 

Meyer and Herscovitch (2001) defined commitment as a force connecting the individual to a course of 

action. Meyer et al. (2004) in accordance with Becker et al. (1996) indicated, “The primary bases for 

the development of affective commitment are personal involvement, identification with the relevant 

target, and value congruence”. 

Prolific research in the area of relationships between work motivation and organizational 

commitment has been conducted over the past few years (Warsi et al., 2009; Ingram et al., 1989). 

Bono and Judge (2003) highlighted a positive relationship between autonomous motives for 

accomplishing work objectives and affective commitment. Galletta, Portoghese and Battistelli (2011) 

found that intrinsic motivation is positively related to affective commitment. Moreover, Lam and 

Gurland (2008) found that self-determined work motivation predicted identification commitment. 

Millette and Gagné (2008) showed that autonomous motivation of volunteer workers was positively 

related with their engagement in the volunteer work. Finally, Choong, Wong and Lau (2011) found 

that intrinsic motivation has significantly predicted the organizational commitment. Based on these 

results, it will be likely that when people feel to have to accomplish work tasks, they will become 

attached to, and feel obliged toward their own organization.  

Hypothesis 2: Intrinsic motivation positively affects affective commitment.  
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Affective Commitment and Emotional Labor  

Commitment in the workplace is a force that binds an individual to a course of action that is of 

relevance to one or more targets, accompanied by a specific mind-set (affective in this case) reflecting 

the emotional attachment and identification to the target, which plays a role in shaping and motivating 

workplace behaviors (Meyer and Allen, 1991; Meyer and Herscovitch, 2001). Affective commitment 

represents an indicator of person-environment fit in the workplace (Cohen, 2003; Morrow, 1993) 

Commitment to the rules might be intimately related to their reliance on particular emotional labor 

strategies, and may reflect the ease with which employees will adopt these rules (Ashforth and 

Humphrey, 1993; Gosserand and Diefendorff, 2005; Hochschild, 1983). Indeed, previous research 

showed that the relationships between attitudes (i.e. commitment) and behaviors (i.e. emotional labor 

displays) tend to be stronger and more significant when they refer to similar contexts, actions, 

timelines, and targets (Lavelle et al., 2007). Gülova and her colleagues (2013) found that a positive 

significant relationship between three emotional labor behavior and organizational commitment on 

student affairs office employees. Finally researchers found that expression of naturally felt emotions 

significantly the related between affective commitment (Lapointe et al., 2012). 

Hypothesis 3a: Affective commitment negatively effects surface acting. 

Hypothesis 3b: Affective commitment negatively effects deep acting. 

Hypothesis 3c: Affective commitment positively effects genuine emotions. 

Figure 1. Conceptual (Hypothesised) Model 

H1 

 

H2                                                                     H3 

 

 

Hypothesis 4a: Affective commitment plays a mediating role for the impact of intrinsic 

motivation on surface acting. 

Hypothesis 4b: Affective commitment plays a mediating role for the impact of intrinsic 

motivation on deep acting. 

Hypothesis 4c: Affective commitment plays a mediating role for the impact of intrinsic 

motivation on genuine emotions. 

In summary, the conceptual framework in this study links intrinsic motivation and emotional 

labor with a partially mediating role of affective commitment. Figure 1 illustrates the conceptual 

model of this study. 

METHOD 

With this in mind, related literature was reviewed within the context of the study; such as the 

impacts of intrinsic motivation on emotional labor with the mediating effect of affective commitment 

were examined in ten public schools in Istanbul. 

 

Intrinsic 

Motivation 
Emotional Labor 

Affective 

Commitment 
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Participants  

Participants were 345 teachers and managers working in eight schools located in Turkey. The 

response rate was 100% for teachers, 99% of the teachers asked to participate were included in 

analyses. As shown in Table 1, 64.9% of the participants were female; the majority were between 25-

34 years old (54.3%); 57.9% of them were branch teachers; 88.7% of them have a bachelor degree, 

31.0% of them work in primary school. 

Table 1. Teachers’ Personal Variables 

Variable  Variable Value Percentage (%) 

Gender Female 

Male  

64,9 

35,1 

Age 25 and under 

25-34 years old            

35-44 years old        

45-54 years old            

55 and above  

4,7 

54,3 

31,9 

7,6 

1,6 

Tenure 1-5 years 

6-10 years 

11-15 years 

16-20 years  

20-25 years  

26 years and above 

28,3 

36,7 

16,6 

10,8 

3,6 

3,9 

Education level Bachelor 

Master and PhD 

88,7 

11,3 

Profession  Pre-school teacher 

Primary school teacher 

Branch teacher 

School manager 

11,3 

24,6 

57,9 

6,2 

School type Kindergarten 

Primary school 

Secondary school 

Anatolian high school 

Vocational high school 

8,2 

31,0 

26,6 

19,3 

14,9 

 

Data Collection Tools 

Three different scales were used to collect data. The intrinsic motivation scale was developed 

by Lawler and Hall (1970) and adapted to Turkish language by Yılmaz (2008). It included 4 

dimensions named as interest, sufficient vision, preference, respectability and 20 items. Items rated on 

a 5-point Likert-type scale ranging from 1 (strongly disagree) to 5 (strongly agree). Reliability of the 

scale in the current study was found to be .90.  

The emotional commitment scale consists of six items as a sub-dimension of the 

organizational commitment scale developed by Allen and Mayer (1990). In the teacher sample of the 

scale, the Turkish adaptation was made by Han et al. (2018). The scale items are answered as 5-point 

likert, ranging from "strongly disagree" to "strongly agree". The internal consistency coefficient of the 

scale was found as .91 in this study. 

Emotional labor scale, by Diefendorff et al. (2005), it was created, and it was adapted to 

Turkish in the teacher sample by Basım and Beğenirbaş (2012). Scale has three dimensions as surface 

acting, deep acting, and natural behaviors. The participants evaluated with the help of the five likert 

scale (1 = Never, 5 = Each Time). Surface acting in scale 6, deep acting 4 and natural behaviors is 

measured by 3 items. Internal consistency of the scale has been calculated as 80 (Basım ve 

Beğenirbaş, 2012). In this study, the internal consistency coefficient has been found .85 for surface 

acting, .88 for deep acting, .86 for and natural behaviors. The internal consistency coefficient of the 

overall scale was found as .77 in this study. 
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Data Collection Process 

All participants were full-time schoolteachers residing in the Ministry of Education. Invitation 

letters were sent to 10 schools in Küçükçekmece area, a major district located in the İstanbul city. All 

the invited schools, two school from each school type (kindergarten, primary school secondary school, 

Anatolian high school, vocational high school) agreed to participate in this study. Each participant 

received a questionnaire form, in which the study objectives, the use of information, and psychological 

measures were included. Confidentiality was ensured and no individual response was reported to the 

school. To enhance the response rate, a summary of findings were provided to individual participants 

as a token of appreciation. 

The Statistical Analysis of the Data 

Descriptive statistics (Mean, SD, correlation) of major variables were first computed. The role 

of affective commitment as a moderator between intrinsic motivation and emotional labor, were 

examined with a series of moderated regression analyses. Using the procedure suggested by Baron and 

Kenny (1986), the main effects of the predictor and hypothesized moderator were controlled before 

determining the moderating effect of the hypothesized moderator on the predictor-outcome 

association.  Following the recommendation of Aiken and West (1991) and Fraizer, Tix, and Barron 

(2004), all main effects of predictors and interaction terms were centered before entering the 

regression analyses. 

FINDINGS 

Means and standard deviation of variables are shown in Table 2. Table 2 shows that the 

highest mean is genuine emotions with 4.09. The second highest mean is intrinsic motivation with 

4.02, followed by affective commitment with 3.86 and deep acting with 3.13. The lowest mean is 

surface acting with 2.07.  

Table 2: Desciriptive Analysis 

Variable N Mean Standard Deviation 

Intrinsic motivation  345 4,02 10,68 

Affective commitment 345 3,86 4,95 

Emotional labor 345 2,86 7,60 

Surface acting 345 2,07 4,99 

Deep acting 345 3,13 4,61 

Genuine emotions 345 4,09 3,44 

 

Linear regression analysis was conducted for Hypothesis 1a, 2a and 3a, using the same control 

and criterion variables with Hypothesis 4a. The results (see Step 3 in Table 3) showed that the 

relationship between intrinsic motivation and surface acting was significant and negative ( = .368, p 

< .01). Hence, Hypothesis 3a was supported. Hypothesis 4a was examined using the procedure 

proposed by Baron and Kenny (1986):  

(a) The predictor (intrinsic motivation) must be related to the criterion (surface acting), as 

supported by Hypothesis 1a; 

 (b) The predictor (intrinsic motivation) must be related to the mediator (affective 

commitment), as supported by Hypothesis 2a; 

 (c) The mediator (affective commitment) must be related to the criterion (surface acting), as 

supported by Hypothesis 3a;  

(d) The effect between the predictor (intrinsic motivation) and the criterion (surface acting) 

must decrease when the mediator is controlled. When affective commitment was entered in the 

regression model (see in Table 4), the beta coefficient for job performance was statistically significant 
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and reduced from  = -.288 (p < .001) to  = -.264 (p < .01), but the beta coefficient for affective 

commitment was not still significant ( = -.063, p > .05). Thus, affective commitment does not 

mediated the relationship between intrinsic motivation and surface acting, and Hypothesis 4a was not 

supported. Results of the study suggest that intrinsic motivation has a negative impact on surface 

acting but affective commitment does not mediated this impact. 

Table 3: Linear Regression Analysis 

Hypotesis 1a 

Predictor  Criterion  β R
2
 t Sig. 

Intrinsic Motivation Surface acting -.288 .083 -5.255 .000 

Hypotesis 2a 

Predictor Mediator  β R
2
 t Sig. 

Intrinsic Motivation Affective comitment .555 .308 11,410 .000 

Hypotesis 3a 

Mediator Criterion β R
2
 t Sig. 

Affective comitment Surface acting -.198 .039 -3,601 .000 

 

Table 4: Linear Regression Analysis 

Hypotesis 4a 

Predictor Mediator Criterion β R
2
 t Sig. 

Intrinsic Motivation 

Affective commitment 
Surface acting 

-.264 
.092 

-3.912 .000 

-.063 -,937 .350 

 

 

 Linear regression analysis was conducted for Hypothesis 1b, 2b and 3b, using the same 

control and criterion variables with Hypothesis 4b. The results showed that the relationship between 

intrinsic motivation and deep acting was not significant. Hence, Hypothesis 3b was not supported and 

Hypothesis 4b was not examined.  

Linear regression analysis was conducted for Hypothesis 1c, 2c and 3c, using the same control 

and criterion variables with Hypothesis 4c. The results (see Step 3 in Table 5) showed that the 

relationship between intrinsic motivation and genuine emotions was significant and positive ( = .368, 

p < .01). Hence, Hypothesis 3c was supported. Hypothesis 4c was examined using the procedure 

proposed by Baron and Kenny (1986):  

(a) The predictor (intrinsic motivation) must be related to the criterion (genuine emotions), as 

supported by Hypothesis 1c; 

 (b) The predictor (intrinsic motivation) must be related to the mediator (affective 

commitment), as supported by Hypothesis 2c; 

 (c) The mediator (affective commitment) must be related to the criterion (genuine emotions), 

as supported by Hypothesis 3c;  

(d) The effect between the predictor (intrinsic motivation) and the criterion (genuine 

emotions) must decrease when the mediator is controlled. When affective commitment was entered in 

the regression model (see in Table 6), the beta coefficient for genuine emotions was statistically 

significant but increased from  = .344 (p < .001) to  = .348 (p < .01), and the beta coefficient for 

affective commitment was not significant ( = .033, p > .05). Thus, affective commitment does not 

mediated the relationship between intrinsic motivation and genuine emotions and Hypothesis 4c was 

not supported. Results of the study suggest that intrinsic motivation has a positive impact on genuine 

emotions but affective commitment does not mediated this impact. 
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Table 5: Linear Regression Analysis 

Hypotesis 1c 

Predictor  Criterion  β R
2
 t Sig. 

Intrinsic Motivation Genuine emotions .344 .118 6.409 .000 

Hypotesis 2c 

Predictor Mediator  β R
2
 t Sig. 

Intrinsic Motivation Affective comitment .555 .308 11,410 .000 

Hypotesis 3c 

Mediator Criterion β R
2
 t Sig. 

Affective comitment Genuine emotions .208 .043 3.835 .000 

 

Table 6: Linear Regression Analysis 

Hypotesis 4c 

Predictor Mediator Criterion  β R
2
 t Sig. 

Intrinsic Motivation 

Affective commitment 

Genuine emotions .348 .175 3.032 .000 

.033 3.060 .992 

 

 

DISCUSSION AND CONCLUSION 

In this section, the research findings are discussed with previous research findings also taken 

into consideration. The levels of teachers’ intrinsic motivation were found high (between 3.41-4.20). 

In other words, teacher are not motivated so much by the external outcome, which refers to the desire 

to expend effort to gain outcomes external to the work itself (Amabile, 1993). Deci and Ryan (1985) 

note that the critical component of intrinsic motivation is self-determination. However, the emotional 

labor scores change according to the factors. The highest average scores were collected under the 

factor of “genuine emotions” (“high” between 3.41-4.20) and the lowest mean scores were collected in 

the “surface acting” factor (“low” between 2.01-2.61). Also, deep acting factor has average score 

(“middle” between 2.61-3.40). Akın and his colleagues results are not consistent with current study 

finding. They found that emotional labor levels of teachers were 4.47 for deep acting, 3.99 for surface 

acting, and 4.53 for genuine emotions on a five-point Likert scale. Only genuine emotions has highest 

score in both research. According to the Çoruk (2014) results, it is seen that participants display 

genuine emotions more than other emotional labor strategies and they display surface acting behaviors 

partially. In addition, these findings are consistent with current study findings. 

Based on the results above, it was found that the negative effect of intrinsic motivation on 

surface acting is 8.30% and the positive effect of intrinsic motivation on genuine emotions is 11.80%. 

Previous results also support this finding and it was found that intrinsic motivation affects emotional 

labor. When individuals’ performance in an organization is based on intrinsic motivation, they tend to 

be highly engaged in the task itself, and as a result, their performance improves. According to Grant 

(2008, 49), when people are intrinsically motivated, they tend to be process focused and thus, they 

view their task as “an end in and of itself”.  Researchers have shown that intrinsic motivation has an 

effect on organizational behavior subjects such as emotional exhaustion, turnover intention, career 

expectation (Haukes et al., 2003), work engagement (Putra et al., 2017) organizational identitiy 

(Schutz and Lee, 2014), job performance (Grant, 2008; Karatepe and Tekinkus, 2006; Lawler and 

Hall, 1970; Tierney, Farmer and Graen, 1999, Collins, 2010; Dinger et al., 2015). Surface acting 

(attempt to modify the emotional expression by either suppression or simulation) is associated with 

perception of negative display rules (Diefendorff et al., 2005) and with negative affectivity (Truta, 

2014). These findings are consistent with current study findings. 

In current study, the results showed that the relationship between intrinsic motivation and deep 

acting was not significant. However, Truta (2014) found that intrinsic motivation as predictors 

explains 35% of the total variation of deep acting use. Analysis of unstandardized coefficient shows 
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that between intrinsic motivation and deep acting the relation is a positive one (B = .271), the increase 

of intrinsic motivation is association with a positive change of the deep acting. This finding is not are 

consistent with current study findings. 

It was found that the effect of intrinsic motivation to affective commitment is 30%. Bono and 

Judge (2003) highlighted a positive relationship between autonomous motives for accomplishing work 

objectives and affective commitment. Galletta, Portoghese and Battistelli (2011) found that intrinsic 

motivation is positively related to affective commitment. Moreover, Lam and Gurland (2008) found 

that self-determined work motivation predicted identification commitment. Millette and Gagné (2008) 

showed that autonomous motivation of volunteer workers was positively related with their 

engagement in the volunteer work. Finally, Choong, Wong and Lau (2011) found that intrinsic 

motivation has significantly predicted the organizational commitment. Based on these results, it will 

be likely that when people feel to have to accomplish work tasks, they will become attached to, and 

feel obliged toward their own organization. ). All of these findings are consistent with current study 

findings. 

It was found that the negative effect of affective commitment on surface acting is 4% and the 

positive effect of affective commitment on genuine emotions is 4% . Commitment to the rules might 

be intimately related to their reliance on particular emotional labor strategies, and may reflect the ease 

with which employees will adopt these rules (Ashforth and Humphrey, 1993; Gosserand and 

Diefendorff, 2005; Hochschild, 1983). Indeed, previous research showed that the relationships 

between attitudes (i.e. commitment) and behaviors (i.e. emotional labor displays) tend to be stronger 

and more significant when they refer to similar contexts, actions, timelines, and targets (Lavelle et al., 

2007). Gülova and her colleagues (2013) found that a positive significant relationship between three 

emotional labor behavior and organizational commitment on student affairs office employees. Finally 

researchers found that expression of naturally felt emotions significantly the related between affective 

commitment (Lapointe et al., 2012). 

SUGGESTIONS 

In this section, recommendations based on the research findings are presented under two 

headings, namely to practitioners and researchers. 

Recommendations for Practitioners 

1. Intrinsic motivation has positive effect on genuine emotions. Increasing intrinsic 

motivation level of teachers will increase the genuine emotions. 

2. The effect of intrinsic motivation to affective commitment is so strong. It is suggested to  

school administrations who want to increase teachers’ affective commitment choose and 

support intrinsic motivation. 

Suggestions for Researchers 

1. This study was conducted in the public schools within the framework of the limitations of 

the study. It is considered that it would be beneficial to conduct the research in private 

schools. 

2. Results of the study suggest that intrinsic motivation has a positive impact on genuine 

emotions but affective commitment does not mediated this impact. Other mediating 

variables can be modelled according to literature.  

3. The questionnaire used in this study was of a quantitative nature, and the findings will 

present a starting point for future qualitative studies. Qualitative studies such as “focus 

group interview” and “observation” on multiculturalism are expected to contribute to the 

field.  
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INTRODUCTION 

Long hours spent in the workplace, intensive working programs, perceiving how important 

working with group is for the activities and benefits of the organization and therefore supporting it 

lead to taking friendship relations in organizations into consideration. Various levels of friendship can 

be established within the workplace. There are friendships in the organization such as subordinates 

with superiors, or vice versa, or colleagues with each other. These can have different impacts on not 

only individuals’ career, performance and motivation but also organizational climate and 

organizational performance (Günlü, Dönmez, Miral and Ömüriş, 2010). The concept of workplace 

friendship was first examined in-depth by Sias and Cahill in their study in 1998 (Çalışkan, 2011). 

Berman, West and Richter (2002) expressed that workplace friendship exhibited itself as mutual trust, 

fancy, commitment, shared interests and values by identifying it as non-private, voluntary workplace 

relationships. Kram and Isabella (1985) stated that the relationships and friendships with peer 

employees in the workplace created an emotional support mechanism for employees and that they 

replaced traditional supervision and mentorship roles. Indeed, these researchers underlined the 

necessity of examining the antecedents that enabled the development of workplace friendships and 

these close relationships due to such reasons as being internal rewards for employees, reducing and 

balancing the stress related to work, increasing job satisfaction and decreasing turnover ratio. In the 

researches conducted on close friendship, it was found that friendship emerged from existing official 

relationships and spaces and that these relationships emerged in organizational environments (Song, 

2005). Generally, workplace friendship can be embraced in two dimensions as friendship opportunity 

and friendship prevalence. Hackman and Lawler (1971) developed the “friendship opportunity” 

dimension to reveal the extent to which the work of employees allowed them to talk to each other for 

informal relationships and to examine the effectiveness of friendship at work. Besides, Nielsen, Jex 

and Adams (2000) developed the “friendship prevalence” dimension in order to determine the 

existence of workplace friendship within the organization. The teaching profession cannot be 

performed in such an environment that is closed to interaction and where there is no cooperation and 

communication. It is a profession which centers the human, in which the teaching activities are 

planned in the most appropriate way and success can only be achieved by establishing the 

organizational climate, organizational culture, solidarity, mutual respect and understanding at work. 

All these components will blend with the shared values and problems of teachers, and open 

communication channels, which will enable a voluntary friendship environment among teachers. In 

the study by Evans (2001) on teachers and academic staff, it has been revealed that interpersonal 

relationships in the school environment are much more prominent among the teachers than the 

relationships among the academic staff. 

When job satisfaction is mentioned, what comes to mind is the employee’s material earning 

from work, his/her colleagues (s)he is happy to work with and his/her pleasure from the work (s)he 

finally produces. The pride of the employee as a result of his/her palpable and visible work that (s)he 

has created utilizing his/her labor can be a great source of satisfaction for that employee (Eren, 2014). 

In general, the factors influencing job satisfaction can be given as the quality of work, payment, the 

possibility of promotion, praise, working conditions, supervision, organization and management of the 

people working with, the climate of the organization and the personality of the employee (Başaran, 

2008). In addition to this, there are also such individual factors such as age, gender, seniority and 

educational status. The fact that human beings have different personality traits and therefore, they have 

different expectations and desires can lead job satisfaction to vary from person to person (Aydın, 

2006). The performance of the teachers plays an important role in achieving the goals of the school 

(Günbayı and Tokel, 2012: 77). It is possible for teachers to fulfill their professional responsibilities 

with the satisfaction they get from their professions (Bektaş, 2003) because the increase in the 

efficiency of education depends highly on the satisfaction of the teachers in their professions. The fact 

that job satisfaction of teachers is low prevents the quality of service and that their job satisfaction is 

high contributes to bringing up their students not only academically but also socially and personally 

(Mumcu, 2014: 30-31). However, the fact that teachers are dissatisfied from their jobs affects the 

educational environment, their students and colleagues negatively, which can significantly decrease 

the quality of education (Öztürk and Deniz, 2008). The satisfaction that teachers get from their 

friendships within their schools also influences their harmony with their schools and naturally their 
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work performance. The fact that school administrators carry out activities that increase solidarity and 

socialization, organize activities centering human relations, act fairly and establish a positive 

communication with teachers can enable the development of workplace friendship (Alparslan, Çiçek 

and Soydemir, 2015: 189). When the organizational outputs of workplace friendship are examined, in 

particular, it can be said to influence employee performance, job stress, employee attitude, critical and 

creative thinking, employee job satisfaction, commitment and turnover rate positively (Amjad, Sabri, 

Ilyas and Hameed, 2015). Besides, involving the other teachers within their groups in a variety of 

ways can also promote educational change at school (Lima, 2001: 98). The true nature of the 

relationships among teachers affects how teachers perform their professions. For this reason, positive 

relationships in this regard may lead to a healthy school atmosphere and thus, enable job satisfaction. 

This is why, it is important to determine the friendship level of employees and how this affects their 

job satisfaction in such a profession as teaching, which is in the foreground of society and which has 

to exhibit role model behaviors to people. Therefore, in this study, which aimed to reveal the 

relationship between secondary school teachers’ workplace friendship and their job satisfaction, the 

answers were sought for the following questions: 

1. What are the secondary school teachers’ workplace friendship perception levels? 

2. Do the secondary school teachers’ workplace friendship perception levels differ 

according to demographic variables? 

3. What are the secondary school teachers’ job satisfaction perception levels? 

4. Do the secondary school teachers’ job satisfaction perception levels differ according 

to demographic variables? 

5. Do the secondary school teachers’ workplace friendship perceptions predict their job 

satisfaction perception levels? 

METHOD 

In this section, research model, population and sample, data collection tools and data 

collection process are given. 

Research Model 

This research was designed in relational screening model. Relational screening models are the 

research models that aim to determine the presence and/or degree of covariance between two and more 

variables. In such an arrangement, the variables to be examined for the correlation between them are 

symbolized separately. However, this symbolization (giving values, measuring) has to be done in such 

a way that enables a correlational analysis (Karasar, 2009: 81). Therefore, the relationship between 

secondary school teachers’ workplace friendship and job satisfaction perception levels, and the 

situation according to various variables were aimed to be described with the scales applied. 

Population and Sample 

The target population of the research was composed of 1097 teachers working in 17 public 

secondary schools in Efeler/Central District of Aydın Province. As it was not possible to access to the 

entire target population, the research was conducted with 269 voluntary teachers selected by random 

sampling method. It was revealed that of the teachers who participated in the research; 45.4% were 

male (n: 122), 56.6% were female (n: 147); 14.5% were 35 years old and below (n: 39), 21.6% were 

between 36-40 years old (n: 58), 23% were between 41-45 years old (n: 62), 18.6% were between 46-

50 years old (n: 50), 22.3% were 51 years old and above (n: 60); 56.9% were in verbal branches (n: 

153), 30.5% were in numeric branches (n: 82) and 12.6% were in skills branches (n: 34); 14.1% had 

10 years of seniority and below (n: 38), 36.8% had 11-20 years of seniority (n: 99), 34.6%  had 21-30 
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years of seniority (n: 93), 14.5% had 31 years of seniority and above (n: 39); 93.7% had undergraduate 

education (n: 252) and 6.3% had postgraduate education (n: 17); 39% had a seniority at the same 

school for 5 years and below (n: 105), 34.9% had a seniority at the same school between  6-10 years 

(n: 94), 13.4% had a seniority at the same school between 11-15 years (n: 36), 12.6% had a seniority at 

the same school for 16 years and above (n: 34); 18.6% were single (n: 50) and 81.4% were married (n: 

219). 

Data Collection Tools 

In order to collect data in the research, Workplace Friendship Scale and Minnesota Job 

Satisfaction Scale were used. The information about the scales used is explained below. 

Workplace Friendship Scale (WFS): The scale was developed by Neilsen, Jex and Adams 

(2000) so as to measure workplace friendship perceptions of employees. It is a 5-point Likert type [I 

Totally Disagree (1) – I Totally Agree (5)] scale which has two dimensions, with 6 items each. The 

12
th
 item in the scale is reverse coded. When the scale score goes up, it shows that workplace 

friendship is high and when it goes down, it shows that workplace friendship is low (Lin, 2010). While 

“friendship opportunity” dimension of the scale involves statements for determining whether 

workplace friendship is supported by the organization or not, “friendship prevalence” dimension 

involves statements for determining the presence of workplace friendship in the organization. In the 

study conducted by Kıral (2016a) on teachers, it was found that the scale preserved its two-

dimensional structure. However, as a result of exploratory factor analysis, it was revealed that 

friendship opportunity (item 1, item 2, item 3, item 4, item 5, item 6) and friendship prevalence [(item 

7, item 8, item 9, item 10, item 11, item 12 (reverse coded) subscales were decreased to five items 

each (item 5 and item 10 were erased), the ratio of the total variance explained was 27.4% and 27.2%, 

respectively rather than 54.6%, the factor load values of the scales ranged from .53 to .78, and the 

eigenvalues were 2.74 and 2.72, respectively. As a result of confirmatory factor analysis, the fit 

indexes of the 10-item, 2-factor structure were found as (χ2 = 61.57, sd= .34, SRMR= .051, CFI= .98, 

NFI= .95, NNFI= .97, GFI = .93 and RMSEA= .068). The internal consistency coefficient of the 

overall friendship scale was found .84, and friendship opportunity and friendship prevalence 

dimensions were .76 and .78, respectively. It was found that item discrimination level was appropriate 

for each item. In this study, the 34-degree of freedom value of the 10-item Workplace Friendship 

Scale in the study group of 269 people was found 73.57. The Chi-square goodness of fit, which is the 

ratio of Chi-square value to the degree of freedom (73.57/34), was found 2.16. Furthermore, the other 

goodness of fit indexes were found to be appropriate (RMSEA: .066; GFI: .95; CFI: .98; NFI: .97, 

NNFI: .98 and SRMR: .042). Within the context of this research, the Cronbach’s Alpha values of the 

scale were .83 for friendship opportunity dimension, .78 for friendship prevalence dimension, and .86 

for the overall scale. 

Minnesota Job Satisfaction Scale (MJSS): The scale was developed by Weiss, Dawis, England 

and Lofquist (1967) in order to measure the job satisfaction of employees. It is a 5-point Likert type [ I 

am Totally Dissatisfied (1) – I am Totally Satisfied (5)] scale with 12 items in internal satisfaction 

dimension and 8 items in external satisfaction dimension. The score range of job satisfaction scale is 

[1.0– 1.79: I am totally dissatisfied, 1.80-2.59: I am dissatisfied, 2.60-3.39 I am Neutral, 3.40-4.19: I 

am satisfied, and 4.20-5.00: I am totally satisfied]. The researchers based the validity of the scale on 

the validity of the long form of the scale, and on the “Theory of Adaptation to Work”, which examines 

the relationship between satisfaction and the people obtaining satisfaction, with the study of the short 

form of the scale on vocational groups (doormen and technicians, fitters, machinists, clerks, electric 

fitters, sellers and engineers). Moreover, in the study on the groups mentioned above, Hoyt examined 

the reliability coefficient and found that internal reliability for groups varied between .84-.91, external 

reliability varied between .77-.82, and overall reliability of the scale varied between .87-.92. The 

researchers also found that the mean reliability coefficient of the groups was .86 for internal, .80 for 

external, and .90 for the overall scale. The scale was used by many researchers (Martins and Proença, 

2012; Baycan, 1985) in different countries. In their study, Martins and Proença (2012) revealed that 

the Cronbach’s Alpha reliability coefficient was .87 for internal, .77 for external and .88 for the overall 

scale. 
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The scale was adapted to Turkish language by Baycan (1985) but the validity and reliability of 

the scale was not conducted in the study. However, it was revealed that the scale was used in many 

studies conducted in Turkey (Tezcan, 2010; Yılmaz, 2014; Diri and Kıral, 2016; Ölçüm, 2015; 

Polatkan and Kıral, 2017, etc.). In the confirmatory factor analysis study conducted by Polatkan and 

Kıral (2017), the Chi-square goodness of fit, which is the ratio of Chi-square value to the degree of 

freedom (378.06/166), was found 2.27. besides, it was found that other fit indexes (RMSEA: .068; 

CFI: .91; SRMR: .070) were appropriate. The values  obtained were found to meet the values given for 

the goodness of fit indexes. Indeed, the fact that these values are in the range of Χ2/df <3 show perfect 

fit, and that these values are in the range of .90≤CFI≤1 and .05≤SRMR≤.08; .05 <RMSEA≤.08 shows 

good fit (Kline, 2011). The Cronbach’s Alpha coefficients of the scale were found .73 for internal 

satisfaction; .67 for external satisfaction; and .79 for the overall satisfaction by the researcher. The 

scale has been used in many different studies about education and thus, is a valid scale. For this 

reason, the reliability of the scale was examined in this research and it was determined that Cronbach’s 

Alpha value was .80 for internal satisfaction; .78 for external satisfaction; and .87 for the overall 

satisfaction.  

Data Analysis 

The teachers’ workplace friendship perceptions and their job satisfaction levels were 

determined with mean scores and standard deviation; whether the teachers’ workplace friendship 

perceptions showed significant differences according to independent variables were determined with 

parametric difference tests (t-test and ANOVA) in cases when the data met normality conditions, and 

with non-parametric difference test (Mann-Whitney U) in cases when the data did not meet normality 

conditions; and in order to determine which groups the difference revealed in ANOVA test stemmed 

from, Scheffe test, which is one of the calculation tests, was used. Pearson Product Moment 

Correlation Coefficient was used to determine whether there was a significant relationship between the 

teachers’ workplace friendship perceptions and their job satisfaction levels. The effect of friendship 

perception on job satisfaction was tested with multiple regression analysis. 

Prior to data analysis, normality tests were performed and whether the data of the research met 

normality conditions was determined by central tendency measures (mean, median) as well as 

skewness and kurtosis coefficients. The results of the analysis are given in Table 1.  

Table 1. The findings regarding the normality tests of research data 

Dimensions N Mean Median 
Skewness Kurtosis 

Stat. Std. Er. Stat. Std. Er. 

Friendship Opportunity 269 3.86 4.00 -.549 .149 .416 .296 

Friendship Prevalence 269 3.36 3.40 -.225 .149 -.475 .296 

Overall Friendship 269 3.63 3.60 -.263 .149 -.149 .296 

Internal Satisfaction 269 3.96 4.00 -.291 .149 .237 .296 

External Satisfaction 269 3.34 3.38 -.410 .149 -.084 .296 

Overall Satisfaction 269 3.71 3.75 -.299 .149 .024 .296 

 

When Table 1 was analyzed, it was found that central tendency measures were close to each 

other and skewness and kurtosis coefficients were between +1 and -1, which meant that the data was 

normally distributed (Can, 2014). However, in cases when normality conditions were not regarded 

appropriate due to the number of data (n<30), non-parametric tests were performed (Can, 2014). 

FINDINGS 

The findings obtained from the research in accordance with the purpose of the research are 

given below as; the findings regarding the teachers’ workplace friendship perception levels, the 

findings regarding whether the teachers’ workplace friendship perception levels differ according to 

demographic variables, the findings regarding the teachers’ job satisfaction levels, the findings 

regarding whether the teachers’ job satisfaction perception levels differ according to demographic 
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variables, and the findings regarding the relationship between workplace friendship perception and job 

satisfaction levels. 

The Findings Regarding the Teachers’ Workplace Friendship Perception Levels 

The findings regarding secondary school teachers’ workplace friendship perception levels are 

given in Table 2. 

Table 2. The findings regarding secondary school teachers’ workplace friendship perception 

levels 

Dimensions 
 

sd 

Friendship Opportunity 3.89 .659 

Friendship Prevalence 3.36 .511 

Overall Friendship 3.63 .508 

 

When Table 2 was examined, it could be seen that the teachers had friendship opportunity 

perception at most ( =3.89), which was followed by overall friendship perception ( = 3.63) and 

friendship prevalence perception ( =3.36), respectively.  

The Findings Regarding Whether the Teachers’ Workplace Friendship Perception Levels 

Differ According to Demographic Variables 

Whether secondary school teachers’ workplace friendship perception levels differed according 

to their gender and marital status was analyzed by Independent Samples t-test. The results of the 

analysis performed are given in Table 3.  

Table 3. The findings of Independent Samples t-test regarding whether secondary school 

teachers’ workplace friendship perception levels differed according to their gender and marital 

status 

Dimension Variable 
 

n 
 

sd df t p 

Friendship Opportunity 

Gender 

Male 122 3.80 .656 

267 

2.215 .028* 
Female 147 3.97 .653 

Friendship Prevalence 
Male 122 3.32 .494 

1.383 .168 
Female 147 3.40 .522 

Friendship Opportunity 

Marital Status 

Married 219 3.84 .660 

267 

2.273 .006* 
Single 50 4.12 .606 

Friendship Prevalence 
Married 219 3.36 .500 

.436 .663 
Single 50 3.39 .555 

*p<.05 

 

When Table 3 was analyzed, it was found that secondary school teachers’ workplace 

friendship perceptions differed significantly according to their gender in friendship opportunity 

dimension [t(267)=2.215; p<.05], whereas their workplace friendship perceptions did not show a 

significant difference according to their gender in friendship prevalence dimension [t(267)=1.383; 

p>.05]. The mean scores of females ( =3.97) in friendship opportunity dimension were found to be 

significantly higher than those of males ( =3.80). Besides, it was also revealed that secondary school 

teachers’ workplace friendship perceptions differed significantly according to their marital status in 

friendship opportunity dimension [t(267)=2.273; p<.05], whereas their workplace friendship perceptions 

did not show a significant difference according to their marital status in friendship prevalence 

dimension [t(267)=.436; p>.05]. The mean scores of single teachers ( =4.12) in friendship opportunity 

dimension were found to be significantly higher than those of married teachers ( =3.84). 
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Whether secondary school teachers’ workplace friendship perception levels differed according 

to their educational status was analyzed by Mann-Whitney U test. The results of the analysis 

performed are given in Table 4. 

Table 4. The findings of Mann Whitney U test regarding whether secondary school teachers’ 

workplace friendship perception levels differed according to their educational status 

Dimension Variable  n Mean Rank Rank Sum U p 

Friendship 

Opportunity Educational 

Status 

Undergraduate 252 134.56 33909 
2031 .719 

Postgraduate 17 141.53 2406 

Friendship Prevalence 
Undergraduate 252 135.31 34097.5 

2064.5 .802 
Postgraduate 17 130.44 2217.5 

p>.05 

 

When Table 4 was analyzed, it was found that secondary school teachers’ workplace 

friendship perceptions did not differ significantly according to their educational status in friendship 

opportunity dimension [U=2031; p>.05] and in friendship prevalence dimension [U=2064.5; p>.05]. 

Whether secondary school teachers’ workplace friendship perception levels differed according 

to their age, branch, seniority at the same school and professional seniority was analyzed by One-Way 

ANOVA. The results of the analysis performed are given in Table 5. 

Table 5. The findings of One-Way ANOVA test regarding whether secondary school teachers’ 

workplace friendship perception levels differed according to their age, branch, seniority at the 

same school and professional seniority. 

Dimension Variable  n 
 

sd df F p 

Friendship Opportunity 

Age 

35 years old and below 39 3.89 .632 

4; 264 

.450 .772 

36-40 years old 58 3.82 .613 

41-45 years old 62 3.91 .738 

46-50 years old 50 3.99 .604 

51 years old and above 60 3.87 687 

Friendship Prevalence 

35 years old and below 39 3.28 .530 

.836 .504 

36-40 years old 58 3.38 .558 

41-45 years old 62 3.42 .507 

46-50 years old 50 3.42 .491 

51 years old and above 60 3.30 .469 

Friendship Opportunity 

Branch 

Verbal 153 3.92 .673 

2; 266 

1.690 .187 Numeric 82 3.92 .597 

Skills 34 3.70 .722 

Friendship Prevalence 

Verbal 153 3.39 .505 

.333 .717 Numeric 82 3.33 .521 

Skills 34 3.34 .519 

Friendship Opportunity 

Seniority at the 

Same School 

5 years and below 105 3.87 .637 

3; 265 

.112 .953 
6-10 years 94 3.90 .651 

11-15 years 36 3.87 .681 

16 years and above 34 3.94 .746 

Friendship Prevalence 

5 years and below 105 3.33 .514 

.469 .704 
6-10 years 94 3.40 .516 

11-15 years 36 3.31 .535 

16 years and above 34 3.40 .466 

Friendship Opportunity 
Professional 

Seniority 

10 years and below 38 3.91 .718 

3; 265 2.378 .070 
11-20 years 99 3.85 .643 

21-30 years 93 4.01 .620 

31 years and above 39 3.70 .694 



International Journal of Progressive Education, Volume 16 Number 5, 2020 

© 2020 INASED 

 

411 

Friendship Prevalence 

10 years and below 38 3.34 .580 

1.360 .255 
11-20 years 99 3.37 .519 

21-30 years 93 3.42 .470 

31 years and above 39 3.23 .503 

p>.05 

 

When Table 5 was analyzed, it was found that secondary school teachers’ workplace 

friendship perception levels did not differ significantly according to their age, branch, educational 

status, seniority at the same school and professional seniority (p>.05) both in friendship opportunity 

dimension and in friendship prevalence dimension. 

The Findings Regarding the Teachers’ Job Satisfaction Levels 

The findings regarding secondary school teachers’ job satisfaction levels are given in Table 6. 

Table 6. The findings regarding secondary school teachers’ job satisfaction levels 

Dimensions 
 

sd 

Internal Satisfaction 3.96 .440 

Overall Satisfaction 3.71 .465 

External Satisfaction 3.34 .632 

 

When Table 6 was examined, it could be seen that the teachers had internal satisfaction (

=3.96) at most, which was followed by overall satisfaction ( =3.71) and external satisfaction levels (

=3.34).  

The Findings Regarding Whether the Teachers’ Job Satisfaction Perception Levels Differ 

According to Demographic Variables 

Whether secondary school teachers’ job satisfaction perception levels differed according to 

their gender and marital status was analyzed by Independent Samples t-test. The results of the analysis 

performed are given in Table 7.  

Table 7. The findings of Independent Samples t-test regarding whether secondary school 

teachers’ job satisfaction perception levels differed according to their gender and marital status 

Dimension Variable  n 
 

sd df t p 

Internal Satisfaction 

Gender 

Male 122 3.94 .428 

267 

.666 .506 
Female 147 3.98 .451 

External Satisfaction 
Male 122 3.31 .622 

.589 .556 
Female 147 3.36 .641 

Internal Satisfaction 

Marital Status 

Married 219 3.93 .445 

267 

2.580 .010* 
Single 50 4.10 .392 

External Satisfaction 
Married 219 3.28 .636 

3.327 .001* 
Single 50 3.61 .547 

*p<.05 

 

When Table 7 was analyzed, it was found that secondary school teachers’ job satisfaction 

perceptions did not differ significantly according to their gender in internal satisfaction dimension 

[t(267)=.666; p>.05] and in external satisfaction dimension [t(267)=.689; p>.05]. However, it was also 

revealed that secondary school teachers’ job satisfaction perceptions differed significantly according 

to their marital status in internal satisfaction dimension [t(267)=2.580; p<.05] and in external 

satisfaction dimension [t(267)=3.327; p<.05]. The mean scores of single teachers ( =4.10) were found 

to be significantly higher than those of married teachers ( =3.93) in internal satisfaction dimension, 
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and also the mean scores of single teachers ( =3.61) were found to be significantly higher than those 

of married teachers ( =3.28) in external satisfaction dimension. 

Whether secondary school teachers’ job satisfaction perception levels differed according to 

their educational status was analyzed by Mann-Whitney U test. The results of the analysis performed 

are given in Table 8. 

Table 8. The findings of Mann Whitney U test regarding whether secondary school teachers’ job 

satisfaction perception levels differed according to their educational status 

Dimension Variable  n Mean Rank Rank Sum U p 

Internal Satisfaction 
Educational 

Status 

Undergraduate 252 135.37 34112 
2050 .766 

Postgraduate 17 129.59 2203 

External Satisfaction 
Undergraduate 252 134.87 33987.5 

2109.5 .916 
Postgraduate 17 136.91 2327.5 

p>.05 

 

When Table 8 was analyzed, it was found that secondary school teachers’ job satisfaction 

perceptions did not differ significantly according to their educational status in internal satisfaction 

dimension [U=2050; p>.05] and in external satisfaction dimension [U=2109.5; p>.05]. 

Whether secondary school teachers’ job satisfaction perception levels differed according to 

their age, branch, seniority at the same school and professional seniority was analyzed by One-Way 

ANOVA. The results of the analysis performed are given in Table 9. 

Table 9. The findings of One-Way ANOVA test regarding whether secondary school teachers’ 

job satisfaction perception levels differed according to their age, branch, seniority at the same 

school and professional seniority. 

Dimension Variable  n 
 

sd df F p Dif. 

Internal 

Satisfaction 

Age 

1-35 years old and below 39 4.11 .362 

4; 264 

4.096 .003* 
1/2-3 

4/2-3 

2-36-40 years old 58 3.84 .463 

3-41-45 years old 62 3.86 .437 

4- 46-50 years old 50 4.08 .386 

5-51 years old and above 60 3.97 465 

External 

Satisfaction 

1-35 years old and below 39 3.67 .625 

6.637 .000* 
1/2-3-5 

4/2-3-5 

2-36-40 years old 58 3.15 .585 

3-41-45 years old 62 3.27 .607 

4- 46-50 years old 50 3.55 .547 

5-51 years old and above 60 3.21 .661 

Internal 

Satisfaction 

Branch 

1-Verbal 153 3.98 .447 

2; 266 

.468 .627  2-Numeric 82 3.93 .438 

3-Skills 34 3.92 .423 

External 

Satisfaction 

1-Verbal 153 3.34 .633 

.224 .800  2-Numeric 82 3.37 .552 

3-Skills 34 3.28 .805 

Internal 

Satisfaction 

Seniority at 

the Same 

School 

1-5 years and below 105 3.96 .447 

3; 265 

.333 .801  
2-6-10 years 94 3.96 .435 

3-11-15 years 36 3.90 .425 

4-16 years and above 34 4.00 .461 

External 

Satisfaction 

1-5 years and below 105 3.36 .650 

.886 .449  
2-6-10 years 94 3.36 .557 

3-11-15 years 36 3.18 .705 

4-16 years and above 34 3.39 .694 
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Internal 

Satisfaction 

Professional 

Seniority 

1-10 years and below 38 4.12 .380 

3; 265 

6.333 .000* 
1/2-4 

3/2-4 

2-11-20 years 99 3.85 .421 

3-21-30 years 93 4.06 .456 

4-31 years and above 39 3.84 .420 

External 

Satisfaction 

1-10 years and below 38 3.59 .670 

3.321 .020* 1/2-4 
2-11-20 years 99 3.25 .572 

3-21-30 years 93 3.39 .635 

4-31 years and above 39 3.22 .677 

*p<.05 

 

When Table 9 was analyzed, it was found that secondary school teachers’ job satisfaction 

perception levels did not differ significantly according to their branch and seniority at the same school 

(p>.05) both in internal job satisfaction dimension and in external job satisfaction dimension. 

However, it was also found that the teachers’ job satisfaction perception levels differed significantly 

according to their age in internal job satisfaction dimension [F(4-264)=4.096; p<.05], and external job 

satisfaction dimension [F(4-264)= 6.637; p<.05]. Multiple comparison test was performed in order to 

reveal which age group this difference stemmed from. It was revealed as a result of the analysis that 

internal satisfaction of those who were 35 years old and below ( =4.11; sd=.362) was higher than 

internal satisfaction of those between 36-40 years old ( =3.84; sd=.463) and those between 41-45 

years old ( =3.86; sd=.437). Besides, internal satisfaction of those between 46-50 years old ( =4.08; 

sd=.386) was higher than internal satisfaction of those between 36-40 years old ( =3.84; sd=.463) and 

those between 41-45 years old ( =3.86; sd=.437). It was also revealed that external satisfaction of 

those who were 35 years old and below ( =3.67; sd=.622) was higher than external satisfaction of 

those between 36-40 years old ( =3.15; sd=.585), those between 41-45 years old ( =3.27; sd=.607) 

and those who were 51 years old and above ( =3.21; sd=.661). Besides, external satisfaction of those 

between 46-50 years old ( =3.55; sd=.547) was higher than external satisfaction of those between 36-

40 years old ( =3.15; sd=.585), those between 41-45 years old ( =3.27; sd=.607) and those who 

were 51 years old and above ( =3.21; sd=.661). Furthermore, secondary school teachers’ job 

satisfaction perception levels differed significantly according to professional seniority variable in 

internal job satisfaction dimension [F(3-265)= 6.333; p<.05] and external job satisfaction dimension [F(3-

265)=3.321; p<.05]. It was found that internal satisfaction of the teachers with 5 years of seniority and 

below ( =4.12; sd=.380) was higher than internal satisfaction of those between 6-10 years of seniority 

( =3.85; sd=.421) and those with 16 years of seniority and above ( =3.84; sd=.420). In addition, it 

was also found that internal satisfaction of the teachers between 11-15 years of seniority ( =4.06; 

sd=.456) was higher than internal satisfaction of those between 6-10 years of seniority ( =3.85; 

sd=.421) and those with 16 years of seniority and above ( =3.84; sd=.420). It was revealed that 

external satisfaction of the teachers with 5 years of seniority and below ( =3.59; sd=.670) was higher 

than external satisfaction of those between 6-10 years of seniority ( =3.25; sd=.572) and those with 

16 years of seniority and above ( =3.22; sd=.677). 

The Findings Regarding the Relationship between Workplace Friendship Perception and 

Job Satisfaction Levels 

In order to determine the correlation between secondary school teachers’ workplace friendship 

perceptions and their job satisfaction levels, Pearson Product Moment Correlation Coefficient was 

used. The results of the analysis performed are given in Table 10. 
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Table 10. The findings of Pearson Product Moment Correlation Coefficient regarding the 

correlation between secondary school teachers’ workplace friendship perceptions and their job 

satisfaction levels. 

Variables* FO FP OF IS ES OS 

FO -      

FP .499** -     

OF .900** .827** -    

IS .388** .278** .392** -   

ES .379** .227** .360** .619** -  

OS .427** .281** .418** .904** .895** - 

*FO: Friendship Opportunity; FP: Friendship Prevalence; OF: Overall Friendship; IS: Internal Satisfaction; 

ES: External Satisfaction; OS: Overall Satisfaction; p is significant at .01** level. 

 

When Table 10 was analyzed, it was found that secondary school teachers’ friendship 

opportunity perception had moderate level, positive correlation with friendship prevalence perception 

(r=.50; p<.01), high level, positive correlation with overall friendship perception (r=.90; p<.01), and 

moderate level, positive correlation with internal satisfaction (r=.39; p<.01), external satisfaction 

(r=.38; p<.01) and overall satisfaction (r=.43; p<.01). It was also found that the teachers’ friendship 

prevalence perception had high level, positive correlation with overall friendship perception (r=.83; 

p<.01), and low level, positive correlation with internal satisfaction (r=.28; p<.01), overall satisfaction 

(r=.28; p<.01) and external satisfaction (r=.23; p<.01). Furthermore, it was revealed that the teachers’ 

overall friendship perceptions had moderate level, positive correlation with internal satisfaction (r=.39; 

p<.01), external satisfaction (r=.36; p<.01) and overall satisfaction (r=.42; p<.01), and that their 

internal satisfaction had moderate level, positive correlation with external satisfaction (r=.62; p<.01), 

high level, positive correlation with overall satisfaction (r=.90; p<.01), and their external satisfaction 

had high level, positive correlation with overall satisfaction (r=.90; p<.01). 

The results of multiple regression analysis performed in order to determine whether the sub-

dimensions of workplace friendship perceptions predicted secondary school teachers’ internal 

satisfaction are given in Table 11. 

Table 11. The results of multiple regression analysis regarding the prediction of internal 

satisfaction 

Variables B 
Standard 

Error B 
Β t p 

Zero-order 

r 

Partial 

r 

Constant 2.769 .181 - 15.292 .000 - - 

Friendship Opportunity .222 .043 .333 5.132 .000 .388 .300 

Friendship Prevalence .096 .056 .111 1.719 .087 .278 .105 

R=.400; R2=.160 F(2;266) =25. 371; p=000 

 

When the relationship between internal satisfaction and the predictor variables in Table 11 

was examined, it was seen that internal satisfaction had correlations with friendship opportunity 

(r=.39; p<.01), [when the effect of the other predictor variables was controlled (r=.30; p<.01], and 

friendship prevalence (r=.28; p<.01) [when the effect of the other predictor variables was controlled 

(r=.11); p>.05]. It was found that the linear combination of all the sub-dimensions of workplace 

friendship significantly predicted internal satisfaction [R=.40; R
2
=.16; F(2-266) = 25.375; p<.01]. The 

independent variables explained 16% of the variance regarding internal satisfaction. When the results 

of the t-test regarding the significance of regression coefficients were examined, it was revealed that 

only friendship opportunity (β=.333; t(268) =5.132; p<.01) had a significant effect. 

The results of multiple regression analysis performed in order to determine whether the sub-

dimensions of workplace friendship perceptions predicted secondary school teachers’ external 

satisfaction are given in Table 12. 
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Table 12. The results of multiple regression analysis regarding the prediction of external 

satisfaction 

Variables B 
Standard 

Error B 
Β t p 

Zero-order 

r 

Partial 

r 

Constant 1.811 .262 - 6.907 .000 - - 

Friendship Opportunity .340 .063 .354 5.416 .000 .379 .315 

Friendship Prevalence .062 .081 .050 .761 .447 .227 .047 

R=.382; R2=.146 F(2;266) = 22. 657; p=000 

 

When the relationship between external satisfaction and the predictor variables in Table 12 

was examined, it was seen that external satisfaction had correlations with friendship opportunity 

(r=.38; p<.01), [when the effect of the other predictor variables was controlled (r=.32; p<.01], and 

friendship prevalence (r=.23; p<.01) [when the effect of the other predictor variables was controlled 

(r=.05); p>.05]. It was found that the linear combination of all the sub-dimensions of workplace 

friendship significantly predicted external satisfaction [R=.38; R
2
=.15; F(2-266) = 22.657; p<.01]. The 

independent variables explained 15% of the variance regarding external satisfaction. When the results 

of the t-test regarding the significance of regression coefficients were examined, it was revealed that 

only friendship opportunity (β=.354; t(268) =5.416; p<.01) had a significant effect. 

The results of multiple regression analysis performed in order to determine whether the sub-

dimensions of workplace friendship perceptions predicted secondary school teachers’ overall 

satisfaction are given in Table 13. 

Table 13. The results of multiple regression analysis regarding the prediction of overall 

satisfaction 

Variables B 
Standard 

Error B 
Β t p 

Zero-order 

r 

Partial 

r 

Constant 2.386 .188 - 12.683 .000 - - 

Friendship Opportunity .269 .045 .381 5.983 .000 .427 .344 

Friendship Prevalence .082 .058 .090 1.417 .158 .281 .087 

R=.434, R2=188 F(2;266) = 30.816; p=000 

 

When the relationship between overall satisfaction and the predictor variables in Table 13 was 

examined, it was seen that overall satisfaction had correlations with friendship opportunity (r=.43; 

p<.01), [when the effect of the other predictor variables was controlled (r=.34; p<.01], and friendship 

prevalence (r=.28; p<.01) [when the effect of the other predictor variables was controlled (r=.09); 

p>.05]. It was found that the linear combination of all the sub-dimensions of workplace friendship 

significantly predicted overall satisfaction [R=.43; R
2
=.19; F(2-266) = 30.816; p<.01]. The independent 

variables explained 19% of the variance regarding overall satisfaction. When the results of the t-test 

regarding the significance of regression coefficients were examined, it was revealed that only 

friendship opportunity (β=.381; t(268) =5.983; p<.01) had a significant effect. 

DISCUSSION, CONCLUSION AND SUGGESTIONS 

In this research, it was aimed to reveal the relationship between secondary school teachers’ 

workplace friendship perceptions and their job satisfaction levels. As a result of the research, it was 

determined that secondary school teachers had friendship opportunity perception and friendship 

prevalence perception, respectively. Friendship perceptions of the teachers were generally above the 

moderate level. The finding that friendship was above the moderate level can be the indicator of the 

fact that friendship is supported by both school administrators and groups determining educational 

policies in order to let teacher relationships be more social within schools which are socially open 

systems, and that opportunities are provided accordingly. Indeed, in the studies conducted by Kıral 

(2016a, 2016b) on teachers and by Mao, Chen and Hsieh (2009) in the sectors of medicine, education, 

public and banking using workplace friendship opportunity dimension, it was found that the results 

obtained were above the moderate level. 
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While secondary school teachers’ workplace friendship perception did not show a significant 

difference in the friendship prevalence dimension according to gender variable, it was found that 

women’s friendship opportunity perception was higher than that of men. Generally, women’s 

friendship perceptions were close friendship, giving self-information, physical and affective 

satisfaction, emotional support, etc. On the other hand, it was the joint activities that attracted attention 

in men’s relationships. Women’s friendships were closer, more face-to-face, more oriented to being 

together and more socialist when compared to men. Men’s friendships were more side by side, being 

directed by others and subservient (Rubin, 1985; Bell, 1981; as cited in Felmlee, 1999). The fact that 

women’s friendship perception was relatively higher than men in friendship opportunity dimension 

might have stemmed from these friendship perceptions mentioned. When the literature was examined, 

similar research findings were found as well as different ones. While Alparslan et al. (2015) did not 

find any significant differences according to gender in their study on teachers, Song (2006) found in 

their study on the full time employees in the ministries that men had a higher friendship opportunity 

perception than women. In the study by Kıral (2016b), friendship perception was found to be higher in 

women when compared to men in both dimensions. While friendship opportunity perception showed a 

significant difference according to marital status of secondary school teachers, friendship prevalence 

perception did not show a significant difference. In friendship opportunity dimension, the mean score 

of single teachers was relatively higher than married ones. The reason why the mean score of single 

teachers in friendship opportunity dimension was higher can be that single people may have the 

chance to establish friendships with the opposite sex in the workplace more freely and away from the 

public pressure and misunderstandings as they are more dynamic and they have less responsibilities 

than married people. While it was revealed in the studies by Kıral (2016a, 2016b) on teachers and by 

Yen, Chen and Yen (2009) on industrial employees that workplace friendship did not show a 

significant difference according to marital status, similar conclusions with this research were revealed 

in the research by Mao (2006) on various industrial employees. 

Secondary school teachers’ workplace friendship perception levels did not show a significant 

difference in friendship opportunity and friendship prevalence dimensions according to age variable. 

Similarly, in the studies by Kıral (2016a) and Alparslan et al. (2015), no significant difference was 

found in both dimensions. However, in the researches by Yen et al. (2009) on medicine, education, 

public and banking employees, and by Özyer et al. (2013) on public and private sector bank 

employees, it was found that there was a significant difference according to age variable. In the study 

by Song (2006), it was found that the participants in different age groups showed differences in 

friendship opportunity dimension. It was revealed that older groups gave more positive responses than 

younger groups. The quality of friendship may also vary with the increasing age. Adult friendship may 

navigate based on common sense, honesty, cooperation. Secondary school teachers’ friendship 

perception levels did not show a significant difference in friendship opportunity and friendship 

prevalence dimensions according to branch variable. Similarly, Kıral (2016a) did not find a significant 

difference according to branch variable in his study on teachers, whereas Kıral (2016b) found a 

significant difference in another study he conducted on teachers. This significant difference was 

attributed to the fact that classroom teachers spent more time at school and performed at a specific 

school while teachers of other branches could be assigned to various other schools as well. 

Secondary school teachers’ workplace friendship perceptions did not show a significant 

difference according to educational status variable. It can be said that educational status of teachers 

does not affect their workplace friendship perception levels. Similar findings were obtained in the 

studies by Kıral (2016a, 2016b) on teachers and by Özyer et al. (2013) on bank employees, whereas 

significant differences were found in the studies by Yen et al. (2009) and Song (2006). In the study by 

Song (2006), it was found that the participants at different educational levels differed in friendship 

opportunity dimension. The individuals with postgraduate education and high school education had 

more positive responses than those with vocational school education and undergraduate education. 

Secondary school teachers’ workplace friendship did not show a significant difference according to 

seniority at the same school variable. It can be said that seniority at the same school variable does not 

make a significant difference in the teachers’ workplace friendship perception levels. Similar results 

were obtained in the studies by Alparslan et al. (2015) and Kıral (2016a) on teachers. However, Kıral 

(2016b) found that the teachers who worked at the same school for 2 years and less had higher 
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friendship opportunity perceptions than those who worked at the same school for 3 years and more. It 

was found that the seniority of secondary school teachers did not make a significant difference in 

workplace friendship perceptions. Similarly, in the studies by Alparslan et al. (2015) and Kıral 

(2016a), no significant differences were found. In the study by Mao (2006), it was found that there 

was a relationship between high professional seniority and workplace friendship. The difference 

between the findings may stem from the sample studied upon. 

Secondary teachers obtained internal satisfaction and external satisfaction, respectively. The 

teachers’ internal, external and overall job satisfaction levels were at “I am satisfied” level, which was 

above the moderate level. The fact that teachers’ monthly incomes are not adequate and therefore, they 

experience economic challenges, the deficiencies in the promotion system, that the reward and 

promotion systems are not performed in an objective and reliable way, and they lack continuance can 

be effective in low levels of external job satisfaction in the teachers (Diri and Kıral, 2016). Similar 

results were obtained in the studies by Yılmaz and Kıral (2014) and Diri and Kıral (2016). Besides, in 

the studies by Demirel (2006) and Yavaş and Çelik (2012) on classroom teachers, and by Gergin 

(2006) on elementary school teachers, job satisfaction levels of the teachers were found to be at 

moderate level. 

It was found that secondary school teachers’ job satisfaction levels did not show a significant 

difference according to gender variable. Similarly, no significant differences were found in the studies 

by Leckie and Brett (1997), Yılmaz (2014) and Yılmaz and Kıral (2014). However, there were 

significant differences in the studies conducted by Bishay (1996) and Polatkan and Kıral (2017) on 

teachers, by Smerek and Peterson (2007) on university employees, and by Ekşi (2013) on lecturers. In 

the research by Bishay (1996), it was found that job satisfaction of women was lower than men, 

whereas in the research by Smerek and Peterson (2007), it was found that job satisfaction of women 

was higher than men. It was revealed in the research by Polatkan and Kıral (2017) that external 

satisfaction of women was higher than that of men, while in the study of Ekşi (2013), internal 

satisfaction of women was higher than that of men. Secondary school teachers’ job satisfaction levels 

did not show a significant difference according to branch variable in internal and external job 

satisfaction dimensions and in overall job satisfaction. In the studies conducted by Özcan (2013) and 

Ölçüm (2015) on teachers, no significant difference was found according to branch variable. However, 

in the study by Yılmaz and Kıral (2014), it was found that internal and overall satisfaction of skills 

branch teachers was higher than that of numeric branch teachers. It was determined that educational 

status of secondary school teachers did not create a significant difference in their satisfaction levels. In 

the studies by Leckie and Brett (1997), Yılmaz (2012), Semercioğlu, Tengilimoğlu and Semercioğlu 

(2012), Ekşi (2013) and Diri and Kıral (2016), no significant difference was found between 

educational status and internal, external and overall satisfaction. Nonetheless, in the study conducted 

by Özcan (2013) on the teachers in elementary schools, it was found that there was a significant 

difference between overall job satisfaction and educational status. As a result of paired comparisons, it 

was determined that the group that caused this difference was that of the teachers who had 

undergraduate education. As the individuals’ educational status increase, there may be a change in 

their perspectives towards their professions and in their expectations from work in emotional and 

economic aspects. Indeed, only by increasing awareness, the impact of material stimuli can be 

decreased. The factors such as the climate of the workplace, communication in the workplace, 

commitment to the organization, and friendship can influence job satisfaction by becoming prominent. 

It was found that secondary school teachers’ seniority at the same school did not create a significant 

difference in the teachers’ job satisfaction levels. In the studies by Karababa (2012) on psychological 

counselors and by Yılmaz (2014) and Diri and Kıral (2016) on teachers, it was revealed that there was 

not a significant difference between seniority and job satisfaction. Nevertheless, in the studies by 

Leckie and Brett (1997) on librarians and Ekşi (2013) on English lecturers, no significant difference 

was found. In the study by Ekşi (2013), it was determined that internal and overall satisfaction levels 

of those who had 11 years of seniority and above were higher than the satisfaction levels of those who 

had 1-5 years of seniority and 6-10 years of seniority. 

Secondary school teachers’ internal, external and overall job satisfaction levels showed a 

significant difference according to age variable. Internal, external and overall job satisfaction levels of 
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the teachers were found to be relatively higher in the teachers who were 35 years old and below, and 

in the teachers who were between 46-50 years old when compared to the other age groups. Young 

teachers may have acquired more satisfaction as they were more dynamic and as they thought that they 

had a lot to do regarding their profession and that they had time to accomplish them. Besides, job 

satisfaction of the teachers who have just begun the profession may be high due to the fact that they 

have more expectations regarding the profession (Dündar, 2011). In addition to this, the age range of 

46-50, which is considered as the most productive age period for human beings, is considered to be the 

stage in which physically adequate energy is available and professional maturity is accomplished. This 

can explain the relatively higher value in this age group compared to the other two groups. The age 

group between 36-40 was found to have relatively lower mean scores when compared to the other 

groups. This age range is one of the periods in which the biggest contradictions, stresses, risks, costs 

and disappointments are experienced. When an individual sees that individual passions, desires and 

expectations are not achieved, (s)he can think that (s)he is knocked for six (Levinson, 1986, 1996; 

Arnett 2000; Shanahan, Porfeli, Mortimer and Erickson, 2005). As can be seen, it is known that this 

development stage in life is a painful period in which intense psychological emotions are experienced. 

Therefore, it can be deemed important to comprehend that teaching profession, which involves a long 

period that is hard to access for retirement and whose input, output and process steps are entirely 

related to human, and therefore is a challenging and delicate profession that is unable to tolerate 

mistakes, is a profession that will continue for many years. Internal, external and overall satisfaction 

were found to be lower in the teachers who were 51 years old and above when compared to the 

teachers who were 35 years old and below, between 41-45 years and between 46-50 years old. This 

may be due to the increasing age difference with students and thus, the generation gap between 

students and teachers, which is one of the occupational groups where burnout is most frequently 

experienced, and the gradual decrease in physical energy with age. Indeed, in the study conducted by 

Seferoğlu, Yıldız and Avcı Yücel (2014), it was found that professional burnout of teachers who were 

51 years old and above was higher than the other groups. In the research by Abdullah, Uli and 

Parasuraman (2009), it was revealed that the teachers’ internal, external and overall satisfaction levels 

increased with age. In the studies by Tezcan (2010), Yılmaz (2012), Semercioğlu, Tengilimoğlu and 

Semercioğlu (2012), and Ölçüm (2015), it was found that age did not create any difference in job 

satisfaction. 

It was found that secondary school teachers’ marital status created a significant difference in 

their satisfaction levels. Internal, external and overall satisfaction mean scores of single teachers were 

found to be higher than those of married teachers. This may be due to the fact that married teachers 

have more responsibility when compared to single teachers (because of such reasons as leading the 

family financially, social problems caused by losing the job, etc.). However, job satisfaction of single 

teachers may be increased due to the fact that they devote more time to professional activities and are 

closer to their professions. In the studies by Dündar (2011), Semercioğlu, Tengilimoğlu and 

Semercioğlu (2012) and Ekşi (2013), job satisfaction levels of married people were found to be higher 

than those of single ones. Nonetheless, in the study by Tezcan (2010), no significant difference was 

found between married and single people in their internal satisfaction levels though external job 

satisfaction levels of single people were found to be higher than those of married ones. Furthermore, in 

the studies by Karababa (2012) and Diri and Kıral (2016), it was revealed that there was not a 

significant difference in internal, external and overall satisfaction levels. 

Secondary school teachers’ job satisfaction levels did not show a significant difference 

according to professional seniority variable in internal and external job satisfaction dimensions and 

overall job satisfaction. It was found that internal and overall satisfaction levels of those with 5 years 

of seniority and below and those who had 11-15 years of seniority were higher than those who had 6-

10 years of seniority and those with 16 years of seniority and above. It was determined that external 

satisfaction levels of those who with 5 years of seniority and below were higher than those who had 6-

10 years of seniority and those with 16 years of seniority and above. It was revealed that the teachers’ 

external satisfaction mean scores were lower than their internal and overall satisfaction mean scores. 

The teachers’ job satisfaction was on behalf of those with lower seniority in overall satisfaction and in 

the dimensions of satisfaction. The fact that those with lower seniority had higher satisfaction levels 

can be due to their desire to work more enthusiastically at the beginning of their professional lives. 
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Besides, as experience in the teaching profession increases, teachers may perform their work as a more 

automatic activity and experience less surprises, find their profession less attractive and therefore, all 

these may lead to a decrease in their job satisfaction levels over the years (Kaya, 2009). In the studies 

by Leckie and Brett (1997), Dolan and Gosselin (2000) Dündar (2011) and Ekşi (2013), it was found 

that there was a significant difference between job satisfaction and professional seniority. Dündar 

(2011) revealed that those who had 11-15 years of seniority and Ekşi (2013) revealed that those with 

16 years of seniority and above had higher job satisfaction levels. In addition to this, in the studies 

revealing that there was a significant difference only in external and overall satisfaction levels, Tezcan 

(2010) found that those who had 1-5 years of seniority and Ölçüm (2015) found that those who had 

16-20 years of seniority had higher job satisfaction levels. However, no significant differences were 

found in the studies by Karababa (2012), Yılmaz (2012) and Yılmaz and Kıral (2014). 

It was found that there was a positive, moderate level and significant relationship between 

secondary school teachers’ friendship opportunity perception and their friendship prevalence 

perception; a positive, high level and significant relationship between their friendship opportunity 

perception and overall friendship; and a positive, moderate level and significant relationship between 

their friendship opportunity perception and internal, external, and overall job satisfaction. Besides, it 

was revealed that there was a positive, high level and significant relationship between secondary 

school teachers’ friendship prevalence perception and their overall friendship perception; and a 

positive, low level and significant relationship between their friendship prevalence perception and 

internal, external and overall job satisfaction. In addition to this, it was determined that there was a 

positive, moderate level and significant relationship between secondary school teachers’ overall 

friendship perception and internal, external and overall job satisfaction. It was also found that there 

was a positive, moderate level and significant relationship between internal satisfaction and external 

satisfaction; a positive, high level and significant relationship between internal satisfaction and overall 

satisfaction; and a positive, high level and significant relationship between external satisfaction and 

overall satisfaction. The fact that opportunities for friendship are most likely regarded as the things 

provided by the organization can lead to a positive relationship between perceived friendship 

opportunity and job satisfaction (Morrison, 2008). When individuals are given the opportunity to get 

to know the people they work with, communicate with them, make sincere conversations and establish 

close friendships, they can be said to be more successful, respectful, tolerant, helpful individuals who 

are able to apply the decisions they make and trust the decisions of their managers. This shows how 

important it is to provide teachers, who are the most important component of education, the settings in 

which they can establish and develop friendships, and socialize in educational organizations. In the 

studies by Richer, Blanchard and Vallerand (2002), it was found that there was a positive and 

significant relationship between close friendship and job satisfaction in the workplace. In addition to 

this, in the studies by Hackman and Lawler (1971), Morrison (2005), Amjad et al. (2015), it was 

revealed that there was a positive and statistically significant relationship between friendship 

opportunity and overall job satisfaction. Furthermore, Nielsen et al. (2000) determined in their 

research that there was a positive and significant relationship between friendship opportunity and job 

satisfaction, and friendship prevalence and job satisfaction. In the study by Balaban and Özsoy (2016), 

it was found that there was a high level and significant relationship between job satisfaction and 

friendship opportunity but a moderate level and significant relationship between job satisfaction and 

friendship prevalence. In their research, Özsoy and Aras (2011) found that there was a moderate level 

and significant relationship between job satisfaction and workplace friendship, and a high level and 

significant relationship in the friendship prevalence dimension. In the research by Markiewicz, Devine 

and Kausilas (2000), it was revealed that there was a significant relationship between the quality of 

friendship and employee satisfaction. They found that the quality of friendship with men tended to 

predict job satisfaction better. 

It was determined that all the dimensions of workplace friendship significantly affected 

internal satisfaction. It was found that 16% of the variation regarding internal satisfaction was 

explained by workplace friendship. However, it was found that friendship opportunity had a 

significant effect but friendship prevalence had no significant effect on internal satisfaction. Providing 

friendship opportunities for people can lead them to increase their reputability among their friends, 

guide and help their friends more comfortably about what they need to do, be appreciated among their 
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friends more, feel the enthusiasm for success more and therefore, increase their self-confidence and 

become happier individuals. In the study by Morrison (2008), it was found that workplace friendship 

had a significant effect on internal satisfaction. Furthermore, Winstead, Derlega, Montgomery and 

Pilkington (1995) found in their study that workplace friendship significantly affected job satisfaction.  

It was determined that all the dimensions of workplace friendship significantly affected 

external satisfaction. It was found that 15% of the variation regarding external satisfaction was 

explained by workplace friendship. However, it was found that friendship opportunity had a 

significant effect but friendship prevalence had no significant effect on external satisfaction. When 

people attain friendship opportunity in the workplace, they can act in unity and get better rights 

regarding such issues as wages, promotion, job security and working conditions. In addition to this, 

having better relationships among the colleagues in the workplace is one of the indicators of external 

satisfaction. Therefore, it is extremely important to provide opportunities for friendships in the 

workplace. In the study by Morrison (2008), it was found that workplace friendship had a positive 

effect on external satisfaction. Besides, in the study by Amjad et al., it was found that workplace 

friendship highly affected the teachers’ job satisfaction, contextual performance and task performance. 

It was determined that all the dimensions of workplace friendship significantly affected 

overall satisfaction. It was found that 19% of the variation regarding overall satisfaction was explained 

by workplace friendship. It was found that friendship opportunity had a significant effect but 

friendship prevalence had no significant effect on overall satisfaction. People who perceive friendship 

opportunity in the workplace can be concerned about their work more (Riordan and Griffeth, 1995). 

This can give them the opportunity to learn more about their work. All these can lead employees to 

commit more to their workplace and establish friendship bonds in the workplace. Indeed, being a part 

of a group, the quality of their work and the desire to be successful may have affected their job 

satisfaction to increase. Teachers need to be in cooperation and consensus, emotionally healthy and 

highly motivated. In order to achieve these, friendships are vital because directing young people to 

certain goals, making them gain work discipline and equipping them with social skills can only be 

possible by having certain shares and communication. Therefore, providing friendship opportunities to 

teachers at schools can affect their job satisfaction and let them be more productive, successful, self-

confident and conscientious individuals who have a voice in administration. In their studies, Winstead 

et al. (1995) and Amjad et al. (2015) found that workplace friendship positively affected job 

satisfaction. In the study by Riordan and Griffeth (1995), it was found that workplace friendship 

opportunity perception positively and highly affected job satisfaction. In the studies by Morrison 

(2005), Özsoy and Aras (2011) and Balaban and Özsoy (2016), it was revealed that friendship 

opportunity significantly affected job satisfaction but friendship prevalence did not significantly affect 

job satisfaction. 

Regarding these results obtained, the following suggestions can be developed. The teachers’ 

workplace friendship perception was found to be low in the “friendship prevalence” dimension. In this 

regard, school administrators should create an atmosphere of trust within schools and make teachers 

feel safe. Besides, teachers with various characteristics, interests, and skills in common can be 

encouraged to work together in the same working teams within the school. Activities can also be 

organized for teachers to socialize outside the school. Physical facilities of the places such as the 

teachers’ room and canteen can be made more convenient and the necessary environment can be 

provided for teachers to socialize and establish friendships easily. In friendship opportunity dimension, 

the perception of male teachers was found to be lower than that of women. If school administrators 

create a timetable that will ensure that male teachers with common characteristics and interests 

perform hall monitoring on the same day as much as possible and that they will be able to come 

together in their free time at school, the development and deepening of friendship can be achieved 

much more easily. Married teachers’ workplace friendship perception was found to be lower in the 

friendship opportunity dimension. This can stem from an avoidance that may occur in married 

teachers with the belief that moral values of the society and social pressure can lead to 

misunderstandings especially in the opposite sex. By means of various social organizations to be 

conducted by the school administration, the spouses of married couples can be introduced to work 

settings. This may reduce negative pressures on married teachers and increase workplace friendship. 
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In order to eliminate the relatively low level of external satisfaction compared to internal and overall 

satisfaction, more teacher participation to administrative activities can be provided. By appreciating 

the teachers’ positive contributions to their workplace, they can be encouraged and transformed into 

more enthusiastic employees. Using union rights to protect and improve such personal rights as wage 

and promotion can be encouraged by the administrators. Teachers’ dissatisfaction can be expressed by 

school administrators and union representatives at the meetings with the superiors and at the Education 

Councils. The reasons why job satisfaction levels of the teachers who were between 36-40 years old 

and between 41-45 years old was low can be determined by the school administrator through mutual 

interviews with teachers and school union representatives, and the necessary measures to be taken 

within the school based on the results of the interviews can be specified. The School Development 

Management Team to be established within the school can be asked to identify the weaknesses, 

strengths, opportunities and threats for the school in order to increase job satisfaction. The issues that 

cannot be solved can be transferred to the superiors so as to be able to come up with solutions. The 

reasons why job satisfaction levels of the teachers who had 6-10 years of seniority and who had 16 

years of seniority and above was low can be identified by conducting interviews or applying 

satisfaction questionnaires by school administrators, and necessary administrative and humanistic 

measures can be taken in order to eliminate them. This research can be conducted in the secondary 

schools of different countries, together with the researchers in these countries, as a cross-cultural 

collaborative study. Teachers’ workplace friendship perceptions can be evaluated through qualitative 

research design. 
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Abstract 

The goal of this research is to take a close look at the issue of immigration and education; views of 19 

Turkish teachers who give education to Syrian refugee children in Turkey are analyzed for this 

purpose. It is attempted to determine the current problems in refugee education in Turkey and present 

solution suggestions. It is determined that the Turkish teachers didn’t receive any kind of proper 

training during university education and they received a two-week training before starting the 

education process. On the other hand, it is observed that gender is a significant determiner in the 

relations between Turkish and Syrian teachers in the education environment. According to the data, 

most of the students have violent behavioral disorders (ex. Bullying) and psychological problems; it is 

determined that it is highly important to support the emotional needs of students, especially the ones 

who witnessed violence acts back in Syria. 
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INTRODUCTION 

It can be said that wars have always been one of the most important determinants of human 

life throughout the history of mankind. Outcomes of wars, on the other hand, have not only affected 

the nations/communities that physically participated in them, but also shaped the history of other 

communities. People who have to migrate from their country because of the war may take the refugee 

in any country that they can reach. The first societies who had to take shelter in foreign countries 

preferred places with religious or social similarities; people used to prefer living with people who have 

common beliefs or live under similar social norms. As kingdoms gained power in time, the shape of 

migrations changed and countries were responsible for accepting asylum. Greatest migrations in the 

history of mankind started when the customs and beliefs of minorities were threatened (Altınışık and 

Yıldırım, 2002). National and international legal systems were shaped and developed in time along 

with the development of countries; a variety of issues such as the concept of immigrants, refugee 

admissions, the legal status of refugees are today included in legal systems (Odman, 1995). 

The concept of the refugee is expressed in the first article of the 1951 Geneva Refugee 

Convention as such: 

…. owing to well-founded fear of being persecuted for reasons of race, religion, nationality, 

membership of a particular social group or political opinion, is outside the country of his 

nationality and is unable or, owing to such fear, is unwilling to avail himself of the protection 

of that country; or who, not having a nationality and being outside the country of his former 

habitual residence as a result of such events, is unable or, owing to such fear, is unwilling to 

return to it. 

This definition gives a general idea about the reasons that cause people to leave their 

homeland and start living somewhere else. In addition to the reasons presented above, it can be said 

that wars, ethnic conflicts, political disorders, civil class conflicts, religious conflicts, repressive 

authoritarian regimes, revolutionary regimes, terror, natural disasters and environmental problems are 

the basic reasons of forced migration (Philo, Briant, and Donald, 2013; Türkoğlu, 2011; Weiner, 

1996). The basic condition to define an individual as a refugee is that he/she is afraid of the tyranny 

for good reasons. The tyranny is the combination of acts that involve torture and cruelty and cause big 

pain; itis a reflection of the violation of basic human rights and it should be prevented. Tyrannical acts 

can be resulted from the race, nationality, religion, being a part of a social group, political thought or it 

can be simply because of the fact that a human being is outside his/her homeland (The 1951 Refugee 

Convention). Any kind of threat to the right to live, violation of freedom, economic and social rights 

that make life unbearable can be called tyranny (Altınışık and Yıldırım, 2002). It can be said that one 

of the most important current problems of humanity is the state created by the refugee who had to 

leave their homeland with the hope of finding better, more peaceful or basically livable places to live; 

the economic, social, political and cultural impacts of this state should be carefully analyzed to make 

the world more peaceful.  

One of the most important features of forced migration is the fact that it is not a simple 

geographic movement that occurs on a horizontal angle; it rather creates results that are important for 

all of the dimensions of a social structure. Interaction between the immigrants and the locals may 

cause social problems, conflicts, and assimilation if necessary precautions aren’t taken. On the other 

hand, if the process is well-organized, it may become the source of a cultural richness (Tümtaş and 

Ergun, 2016). Refugees may accelerate economic and socio-cultural changes or may cause different 

and unpredictable problems that complicate the process of adjustment (Boyraz et al., 2018). 

There have always been violence, wars, internal conflicts in the Middle East; the history of the 

region is full of people with sad stories. There are some serious current problems in the region. The 

important recent conflicts started in 2011 when a young individual set himself on fire because of 

economic reasons in Tunisia; the incident caused significant unexpected problems around a variety of 

Arab countries including North Africa and the Middle East. The series of incidents is called “Arab 

Spring” (Fargues and Fandrich, 2012). Syria is one of the last countries affected by this wave; the 
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unrest has led to a civil war (Sokolowski, Banks and Hayes, 2014).  Almost 3.6 millions of Syrians 

have become refugees because of the still ongoing war, and approximately 3.6 millions of them have 

been currently living in Turkey under protection 

(https://data2.unhcr.org/en/situations/syria/location/113). 

Turkey has been one of the most famous shelters for refugees because of its geographic 

location and its historical and cultural features throughout history (Tarman and Gürel, 2017). Today, 

Turkey is taking all of the precautions to meet the necessities of millions of refugees living in camps 

specifically built for them; sheltering, feeding, health, security and education are the issues that 

Turkey gives the effort to maximize. Through this process, it is aimed to ensure the adaptation of 

refugees to the new society they now have to live with and to become a part of social life. In this 

process named social adaptation or integration (Bal, 1997), it is necessary to prevent the oppression of 

the weak by the powerful, to ensure equality of opportunity, support social contribution primarily in 

the basic areas of social life (Bade, 2009). Besides, refugees should be willing to participate in social 

activities and adapt to the social rules and customs in the new country (Güner, 2007). Educational 

institutes are the most powerful instruments that can ease this adaptation. Through the well-planned 

educations, local societies gain awareness about refugees while refugees can easily adapt to the new 

society that they meet.  

According to the last statistical data in 2018, 1.138.192 of 3.618.624 Syrians living in Turkey 

are between the ages 5 and 18 (Directorate General of Migration Management, 2018). It is recorded 

that approximately 400.000 Syrian refugee children who are at the age of education aren’t registered to 

any kind of educational institution (Tüzün, 2017). According to the current data of the Ministry of 

National Education, there are 532.469 Syrian children in Turkish schools; enrolment rate is 54.55%. 

Almost half of the students that receive an education are in temporary education centers (Educator 

Trade Union, 2017). Temporary education centers inside and outside the camps are designed for 

refugees by Disaster and Emergency Management in 25 different cities. The goal of these institutions 

serving under the management of City and District National Education Ministry is to enable refugee 

students that had to immigrate to our country complete their education, to prevent any loss of years in 

education in case they want to continue their education. On the other hand, it is aimed at organizing 

and following refugee education in educational institutions connected to the Ministry of National 

Education (MEB, 2014). 

The goal of this study is to obtain and analyze the views of Turkish teachers in the Temporary 

Education Centers about the problems they face and to make some suggestions to overcome them.  

METHODOLOGY 

Model of the Research   

The goal of this research is to obtain views of Turkish teachers working in the Temporary 

Education Centers about the education process, - and to analyze the problems they face in the 

educational process because of the Syrian refugee children. Because of the complicated nature of the 

issue to be analyzed, case study design, one of the qualitative method designs, is used in the research. 

Case studies require collecting data with more than one method to best describe a case (Creswell, 

2013, p. 14). The basic goal of this design is to understand the process by giving answers to the 

questions of what, how and why (Gürbüz and Şahin, 2014, p. 108). The case study design is preferred 

in this study to obtain the views of teachers in the research group about the educational process, to 

discover their awareness, to understand and define the factors about this awareness and to explain and 

evaluate the case.   

Semi-structured interview technique, which is one of the most preferred and used techniques 

in qualitative studies, is used in this study and the data are obtained accordingly (Yıldırım and Şimşek, 

2013, p. 46).  
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Study Group  

Study group of this research consists of a total of 19 teachers working in temporal Education 

Centers in İstanbul, Adana, Konya, Ankara, and Bursa. These centers are primary and secondary 

education centers which run by either non-governmental actors or Syrian refugees outside the camps, 

or run directly by public authorities or international organizations within the camps under the 

supervision of the Turkish Ministry of Education. They also have Turkish language teachers (Refugee 

Rights Turkey, n.d., p. 4). 

All participants in the study group work as primary school teachers. Criterion sampling, one of 

the purposeful sampling methods, is used in this study while determining the teachers to be 

interviewed. In this sampling method, a researcher organizes the criteria he/she determined before and 

studies on all cases on the basis of them (Yıldırım and Şimşek, 2013, p. 140). The criterion used in this 

research in order to determine the teachers in this research is working in Temporary Education 

Centers. Demographic information of the study group is presented in Table 1. 

Table 1. Data about the gender, the existence of Syrian teachers and number of children 

obtaining an education   

Gender n The number of children receiving an education  n Syrian Teachers n 

Female 9 1-100 18 Yes 18 

Male 10 100 and over  1 No 1 

Total 19 Total 19 Total 19 

 

According to Table 1, 9 of the teachers in the study group are female, 10 are male. 18 of these 

teachers give education to 1-100 Syrian students while 1 teacher give education to more than 100 

Syrian students. According to the Table, there is a Syrian teacher working in the schools of 18 teachers 

while there is no Syrian teacher in the school of 1 teacher in the study group. 

Data Collection Tools and Collecting Data   

Data of the research are collected with the semi-structured interview forms. A semi-structured 

interview form was formed by the researchers by taking into consideration the research questions. In 

order to provide content validity, the authors reviewed the related literature and took two field experts’ 

opinions. Pilot application of the form was completed with two teacher candidates for tested the clarity 

of the questions, necessary corrections were made, and the five-question interview form was finalized. 

Questions in the interview form are presented below:  

1-What does the concept of refugee mean to you?  

a. Who do you call refugee? Explain. 

2-Did you receive education about refugee children during college or after graduating from 

college? Explain.   

a. How do you see yourself in the education of refugee children?  

3-What kind of communication do you have with Syrian teachers in Temporary Education 

Centers? 

a. Do you experience problems in communicating with these teachers? If yes, what are these 

problems? Explain.  

4-What do you think about the psychological state of refugee students? Explain.  
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5-Do you experience problems in Temporary Education Centers during the educational 

process? If you do, what are they? Explain.   

Data Analysis  

Content analysis, one of the qualitative analysis methods, is used for analyzing the data 

obtained in the scope of the research. Content analysis is used for any qualitative data reduction and 

sense-making effort that takes a volume of qualitative material and attempts to identify core 

consistencies and meanings (Patton, 2014). The data that are analyzed with the content analysis 

method are firstly transcribed then classified according to concepts and themes. 

Data obtained from interviews are analyzed by a series of validity control starting from the 

step of analysis until the final step. Firstly, a different researcher is consulted for ensuring and 

increasing the validity of codification made by the researcher. Consistency among the coders in terms 

of codification is observed and analyzed (Miles and Huberman, 2015). Obtained codes and themes are 

interpreted on the basis of the statements of participators. Different resources in the related literature 

are analyzed for ensuring the consistency of created themes. An external scholar was consulted for 

controlling the entire study; after necessary consultations with the external scholar, the obtained 

findings were evaluated together (Creswell, 2013). In addition, some codes were not suitable for the 

study or were weak, in such cases the code needs to be removed (Miles and Huberman, 2015). In this 

research, differences which emerged from the coders and the subject was solved out till an agreement. 

Findings obtained at the end of the data analysis process are interpreted in figures and 

frequencies in the section of findings. Each participator is given a code to keep the identities 

anonymous. Firstly, gender and then the line of the participator is taken into consideration while 

creating codes. K1, K2… (K is for Kadın, the Turkish word for Female) and E1, E2… (E is for Erkek, 

the Turkish word for Male). The number of interviewed teachers are determined according to the 

sufficiency of the data (Creswell, 2013). 

FINDINGS  

In this section, findings reached in the scope of research questions are analyzed in the same 

order as the research questions; findings are presented with themes, sub-themes, examples about sub-

themes and quotations from the participator teachers in the frame of sub-problems. Frequencies and 

percentages of these themes are also evaluated and presented.  

Findings and Interpretation of the First Research Question  

The findings of “What does the concept of refugee mean to you?” and “Who do you call 

refugee?” research questions are presented under this title. Themes, sub-themes, examples about them 

and quotations of teachers are presented in Table 2. 

Table 2. Themes, examples, and quotations from participator teachers about the concept of 

refugee  

Themes  Sub-themes  Example statements about 

sub-themes  

Quotations from participator teacher views  

Concepts in the 

definition  

Urgency  

A person who had to 

immigrate, a person who 

escaped war   

I think that refugees are people who had to leave their 

homeland and sought shelter in other counties. (K2) 

Refugees are a group of people who had to immigrate. 

(E1) 

I know that they struggle for life under extremely difficult 

conditions. (E5) 

I know that they came to our country as there is war in 

their homeland; I know that their basic needs such as 

shelter and health are supported in our country. (K8) 

Difficulty of 

Conditions  

People living under harsh 

conditions, who cannot afford 

basic necessities  

Definitions 

before meeting  

Lack of 

Information  
I didn’t know 

I honestly had no information before. I just had 

information with the education we received. (E2) 
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Not being 

aware  

Incomplete awareness 

through media  

I didn’t know, I acquired information mostly during 

education. (K4) 

I had limited knowledge, I only knew what I saw in social 

media. (E8) 

I had information about refugees on the basis of the news 

in the media. I didn’t have much information. (K5) 

I didn’t have detailed information. I used to –maybe- 

misjudging them as I believed that they didn’t defend their 

country and preferred to run away.  (K7) 

Prejudices   
People who leave their 

country  

 

Teachers participated in the research attempted to make a definition of the concept of 

“refugee” on the basis of their ideas before actually meeting these individuals. They emphasized that 

they had insufficient information, they had low awareness, about the issue and they sometimes were 

prejudiced. In this context, the participator teachers stated that they obtained information about 

refugees only through media channels, which led them, think that refugees are people who left their 

countries and didn’t defend it against enemies.  

All of the participators mentioned that working with refugees definitely changed their 

viewpoints about the issue. Working with them affected their definitions of the concept and they could 

empathize with refugees as a result of actually working with them. Teachers defined the concept of 

refugee on the basis of the key concepts of urgency and living under harsh conditions. A person who 

had to immigrate, a person who lives under harsh conditions are the definitions of immigrant 

according to teachers. Frequencies and percentages of themes and sub-themes on the basis of teacher 

definitions about the concept are presented in Table 3.  

Table 3. Frequency and Percentages about the themes presented on the basis of viewpoints of 

participators about the concept of refugee  

Themes  Sub-themes  f % 

Concepts used in the definitions  
Urgency  6 37.5 

Harsh Conditions  3 18.75 

Definitions before meeting refugees  

Lack of Information  8 50 

Unawareness  5 31.25 

Prejudices  3 18.75 

 

All of the participators had a critical approach towards their conceptualizations before actually 

meeting refugees. Half of the participators criticized lack of information while most of them stated that 

they weren’t really aware of the situation of refugees before they met them. Some of the participators 

made some self-criticisms and mentioned that they had prejudices about refugees. It can be said that 

negative news about refugees in written and visual media increased the prejudices of participator 

teachers in the research group.   

Findings and Interpretation of the Second Research Question  

This part is based on the answers of teachers to the second set of questions in the research 

process. “Did you receive education about refugee children during college or after graduating from 

college? And “How do you see yourself in terms of the education of refugee children?” are the 

questions evaluated in this part. The basic reason why these questions are asked is that there is a belief 

that the educations of teachers during university or after graduation about refugees affect their 

awareness about refugees. Findings obtained from the answers of teachers to research questions are 

presented in Table 4.   
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Table 4.  Educational background of participator teachers, themes, example statements and 

quotations about refugee education  

Themes  Sub-themes  Example statements about 

sub-themes   

Quotations from participator teacher views  

Educational 

Background 

University Education  Classroom teaching graduate  I didn’t receive any education about 

foreigners. (E1) 

I graduated from the classroom teaching 

department, I didn’t receive any education 

about foreigners. (E2) 

No, I didn’t take any class about the education 

of foreign groups throughout my education life. 

(K7) 

Not receiving education 

about the education of 

foreigners  

Not receiving education 

about the issue, Not receiving 

education about the 

education of refugees   

Sufficiency of 

refugees in terms 

of education  

Taking Course/ 

Certificate   
Taking 90 hours course  

We attended a two-week seminar when we 

were first assigned this duty. We received a 

certificate (90 hours-training) about teaching 

Turkish as a foreign language. We stay in 

touch with our friends in other schools and 

cities in order to be able to keep up with the 

developments in foreign education. We try to 

support each other. In the end, there aren’t 

many people who can support us; this is why 

we try to help one another. We take support 

from experienced teachers who are working 

with refugee students. (E7) 

I received a 90-hour education in the scope of 

Lifelong Learning Project Management. I put 

myself in their shoes. I am trying to help them 

think about all of the difficulties they may come 

across (K7) 

Peer Learning   
Consulting other teachers  

 

Individual Research   

Researching from the 

internet, reading an article, 

trying to learn their language, 

researching their culture  

 

All of the teachers participated in the research are graduated from the classroom education 

department of a university. They stated that they had no training about the education of refugees or 

other disadvantageous groups during university. They only had 90-hour training about refugee 

education after graduating from university.  Participators mentioned that they obtained necessary 

information from their peers or through internet research. Frequencies and percentages of teacher 

views about educational background and sufficiency are presented in Table 5. 

Table 5. Frequencies and percentages about the educational background of participators and 

their views about sufficiency in the education of foreigners 

 

Participators graduated from the classroom education department, mentioned that they 

received no sufficient training about the education of foreigners. All of the participators who give 

education o refugees emphasized that they started refugee education through the short course they 

took. Most of the teachers said that they have been giving effort to continue their duty more 

productively by “making researches on the internet, reading articles, trying to learn their language, 

making a research about their culture”. It is observed that some of the teachers improved their 

knowledge by taking information from their colleagues and manage the educational process on the 

basis of this information.  

It is determined that participator teachers had no education or course about the education of 

foreigners of disadvantageous groups during their university education and their knowledge is based 

on only one course for 90 hours. Based on these data, it can be said that education given by these 

Themes  Sub-themes  f % 

Educational Background   

Classroom education university program   19 100 

Not receiving education about the education 

of foreigners  

19 100 

Sufficiency of refugees in terms of 

education 

Taking course/ certificate   19 100 

Peer learning  2 12.5 

Research   11 68.75 
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teachers won’t be probably of high quality and their lack of information will have a negative impact 

on their training.   

Findings and Interpretations of the Third Research Question  

In this section views of participator teachers about their communication with refugee teachers 

with whom they work together are analyzed. Some specific questions were asked to participator 

teachers to determine their views about this communication: “What kind of a relationship do you have 

with Syrian teachers in Temporary Education Centers?” “Do you experience problems in establishing 

communication?” “If yes, what are these problems?” Themes, examples, and quotations from the 

answers of Turkish teachers are presented below in Table 6. 

Table 6. Themes, examples, and quotations about views of participator teachers about their 

communication with refugee teachers  

Themes   Sub-themes Sample statements 

about sub-themes  

Quotations from participator teacher views  

Positive 

Communication  

The effort to 

learn a 

language  

Syrian teachers that learn 

Turkish, Turkish teachers 

that learn Arabic, 

students as translators, 

use of body language 

We help each other, we understand each other through 

sign language; we don’t understand each other 

sometimes. We use children as translators. (K3) 

I can communicate with the ones who know Turkish. 

Translators are used for understanding the ones who 

don’t know Turkish. (K8) 

I speak Turkish. I try to teach Turkish to Syrian teachers. 

I use Arabic translation websites to talk to the ones who 

don’t know Turkish at all. (E2) 

We have quite good communication with foreign teachers. 

We didn’t have any problem except for the language. (E4) 

Cooperation 

Good communication, 

helping each other, 

cooperation  

Non-

communication  

Not knowing 

language 

Not knowing Turkish, 

Knowing only Arabic  

Foreign female teachers don’t want to talk to male 

teachers. We don’t get much help with children because of 

that. As foreign colleagues are distant, we had problems 

with exchanging information about children. These kinds 

of problems usually occurred in our communications with 

foreign female teachers. (E7) 

Not being 

social  

Being antisocial and  

unwillingness  

Differences  

Because of 

culture   

Understanding of strict 

discipline in raising 

children, different 

cultural features  

I work in a temporary education center. There are many 

Syrian teachers working here. We communicate when it is 

necessary. Most of them don’t know Turkish. Most of the 

Syrian teachers have negative attitudes towards us. This 

is reflected in our relations with students. Especially 

female teachers are very distant.  They don’t even greet 

us. I don’t want children to speak Arabic in class. 

Students said that Syrian teachers forbid them from 

speaking Turkish in class. Syrian administrators in 

temporary education centers behave as if they are our 

superiors. They want to establish dominance over us.  

(K5) 

Communication is limited as they don’t know Turkish. 

One cannot talk to them easily as male and female 

communication is haram (forbidden by Islam). There are 

problems as cultures are different. Beating students is 

normal for them, teachers are tougher and refugee 

children are used to be beaten. (E8) 

Because of 

the education 

system 

Traditional teaching, 

effort to establish 

dominance  

Because of 

belief  

Religions obstacles in 

Male-Female 

communication  

 

Teachers explained their communications with refugee teachers as “positive communication”, 

“non-communication” and “differences”. The effort to learn the language and helping each other was 

the main issue mentioned by the participant teachers in terms of positive communication. The theme 

of learning language was explained through the sub-themes of “Syrian teachers who learn Turkish, 

Turkish teachers who learn Arabic, students as translators and the use of body language”.  

Problems in the theme of non-communication were explained on the basis of “not-knowing 

language, not being social”. Besides explaining problems resulting from positive communication and 

non-communication, participant teachers mentioned differences between two teacher groups. They 
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emphasized that differences negatively affected their communication; differences in terms of “culture, 

education system and belief” are the main issues expressed by teachers. It was emphasized that Syrian 

families usually raise their children on the basis of a strict, disciplined understanding while Turkish 

families prefer more flexible methods in raising children. This difference has resulted from the 

difference in cultural codes of two societies and it is reflected in education methods at schools. It was 

mentioned that Syrians prefer the teacher-centered and traditional approach in education and this 

caused a variety of problems in temporary education centers in which Syrians work as managers. 

Turkish teachers mentioned that they are under pressure and Syrians attempt to marginalize them in 

these education centers as their understanding in teaching is different. On the other hand, the attempts 

of Turkish teachers for finding a solution to problems are usually unsuccessful as Syrian teachers 

don’t want to communicate with Turkish teachers. Frequencies and percentages of these themes are 

presented in Table 7. 

Table 7. Frequencies and percentages of themes about participator teachers’ views in terms of 

their communication with refugee teachers  

Themes  Sub-themes  f % 

Positive Communication  
The effort to learn a language 5 31.25 

Cooperation 5 31.25 

Non-communication 
Not knowing language  4 25 

Not being social  3 18.75 

Differences  

Because of culture   4 25 

Because of the education system  2 12.5 

Because of belief (religion) 3 18.75 

 

It was observed that male and female participant teachers had different viewpoints about the 

relations they have with refugee teachers that they work together. Although researchers didn’t intend 

to make an interpretation about gender, the specific findings we determined necessitated interpretation. 

It was observed that most of the teachers who mentioned positive communication were female. Male 

teachers, on the other hand, frequently mentioned problems in communication. The thought that male-

female communication is haram (forbidden in Islam) is common among Syrian teachers and this belief 

is put into practice mostly by female teachers. This situation has a negative impact on creating a 

positive school environment in schools and on creating reliable, positive relations among teachers. 

Teachers in the research group stated that Syrian female teachers generally tend to stay away from 

Turkish male teachers who try to communicate with them; Syrian male teachers on the other hand 

generally find male teachers’ effort to communicate strange. Under the light of these findings, it is 

believed that the belief structure of Syrian teachers may negatively affect success in education and 

process of social integration; this is why the secular education system should be especially prioritized 

in temporary education centers.  

It is determined that teachers in the research group have positive relations with refugee 

children in temporary education centers. Participant teachers believe that their students see them as 

“elder sister-brother”, “guide”, “mother-father” and “friend”. All of the participants expressed similar 

views about this; they emphasized that they have a special connection with students, and they love 

them.  

Findings and Interpretations of the Fourth Research Question  

“What do you think about the psychological state of refugee children that you give 

education?” Teachers in the research group are required to answer this question. Teachers mentioned 

“psychological features” and “factors that affect these psychological features” while explaining 

psychological states of their refugee students. Themes, sample statements and references from 

interviews on the basis of the obtained data are presented in Table 8. 
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Table 8. Themes, sample statements and references from interviews on the basis of the data 

obtained from participant teachers about the psychological state of refugee children 

Themes  Sub-themes Sample statements 

about sub-themes 

Quotations from participator teacher views 

Psychological 

features   

Prone to 

violence  

Nervousness, 

propensity for 

violence, propensity 

for militarism, fear, 

insecurity, 

aggressiveness    

There is too much violence and fear as children came from 

the environment of war. (E2) 

They fight all the time as they are prone to violence. They 

physically harm each other. They believe that they will be 

beaten when they do something wrong; they think that the 

biggest punishment is physical violence.  They turn whatever 

they find into guns; pencil case, school bag, and pencils… 

They believe that the biggest power is guns. (K2) 

We witness psychological states such as introversion, 

insecurity or being highly aggressive. (E5) 

Some students are highly aggressive. They fight with each 

other all the time. They give physical damage to one another. 

They think that there is no problem in doing so. Some of them 

even enjoy violence. (K5) 

Antisocial 

behavior  

Introversion, non-

communication, not 

being understood. 

Factors that affect 

psychological 

features  

Emotional 

necessities  
Love  

They really need love and being loved, refugee students need 

to feel valuable. (E7) 

They have many social necessities. Games, cinema, theatre, 

museums, they don’t know what these are. They cannot 

express their feelings or thoughts while drawing pictures. 

Drawing a picture means drawing what is drawn on the 

board on the paper. (K5) 

They need clothing, a more livable house, food, and security.  

(K7) 

Physical 

necessities   

Shelter, clothing, food, 

cleaning supplies, 

stationery items  

Social 

necessities  

Safety, belonging, be 

respected  

 

Participant teachers mentioned that the refugee students are “prone to violence” and 

“antisocial”. They used the concepts of “Nervousness, propensity for violence, propensity for 

militarism, fear, insecurity, aggressiveness” while explaining the violent states of students.  Antisocial 

behaviors of students were explained through the concepts of “introversion, non-communication, not 

being understood”. 

Participant teachers said that there are some facts that affect the psychological state of refugee 

students. “Emotional necessities, “physical necessities” and “social necessities” are significant points 

according to the teachers. According to them, “love” is the biggest need for these students. “Shelter, 

clothing, food, cleaning supplies, and stationery items” are some of the physical necessities of students 

according to teachers. “Safety, sense of belonging and being respected” are the social necessities of 

students according to participant teachers. Frequencies and percentages of these themes are presented 

in Table 9.  

Table 9. Frequencies and percentages of themes about refugee students’ psychological states 

according to participant teachers  

Themes  Sub-themes  f % 

Psychological features  
Prone to violence  19 100 

Antisocial  2 12,5 

Factors that affect psychological 

features  

Emotional necessities   19 100 

Physical necessities   5 31,25 

Social necessities   11 68,75 

 

All of the participant teachers emphasized that students are prone to violence. Some teachers, 

on the other hand, mentioned that students are antisocial. Teachers said that students need “love” and 

it is the most significant instrument that can basically support students. The necessity to feel respected 

and the need to feel safe are the most important factors behind the problems of students according to 

participants. Besides these necessities, teachers mentioned that it is important to have shelter, proper 

clothes, food, cleaning supplies, and stationery items. 
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Findings and Interpretation of the Fifth Research Question  

In this section, it is attempted to determine the problems encountered by participant teachers 

during education. “What kind of problems do you encounter during the educational process in the 

temporary education centers that you work?” Teachers were required to answer these questions during 

interviews. Problems mentioned by participants were classified according to the resource of the 

problem. “Psychological”, “Educational”, “Physical environment”, “Communicational” and 

“Management” problems are presented under the section of themes. Sub-themes, sample statements, 

and references from participant interviews are presented in Table 10. 

 Table 10. Themes, sample statements and references from interviews on the basis of the data 

obtained from participant teachers about problems they encounter in refugee education 

Themes  Sub-themes   
Sample statements about 

sub-themes 

Quotations from participator teacher views 

Psychological    
Psychological 

problems  

Children with psychological 

problems, behavioral disorders  

The way that children behave to one another is 

quite problematic, they fight all the time. This 

is because of psychological reasons. (E4) 

Educational  

Curriculum Lack of curriculum  Children who used to receive essentialist 

education back in Syria have difficulty in 

adapting to the educational environment in 

Turkey. They are used to violence; they don’t 

listen when you are polite. (E8) 

I am polite and tolerant. They are not used to 

that. This is why I don’t think that they 

respectful towards me. (K2) 

Educational 

philosophy  

Essentialism, Turkish 

education philosophy   

Application  
Different practices of Syrian 

and Turkish teachers  

Physical 

environment  

Environment 
Lesson in a mosque, crowded 

classrooms, disorder  
Crowded classrooms, there is no program, we 

give classes in mosques, conditions are 

deplorable. (E1) 

As teaching Turkish to foreigners is a new 

field, there aren’t resources in the market; we 

are trying to find resources. (E8) 

Material  

Lack of Turkish teaching 

materials in foreign teachers, 

lack of resources  

Lack of materials that are to 

be used for teaching Turkish 

to foreigners, Lack of 

resources  

Communication   Language  

Refugee teachers and 

students who don’t know 

Turkish  

Turkish students who 

don’t know Arabic  

Students have conflicts with one another as there 

are Syrian teachers. They confuse Turkish and 

Arabic. As there are Arab teachers (Syrian), they 

can establish more authority in class. Children 

don’t find the opportunity to learn Turkish as 

Arabic is used by their family members and 

Syrian teachers. The education system, Syrian 

teachers and Arabic classes in temporary 

education centers cause a variety of problems in 

teaching Turkish to refugee students. (K5) 

Management   

Classroom 

management 

problems 

Not understanding the 

rules, not obeying the 

rules, different classroom 

management systems  

In my opinion, they don’t understand some of the 

things we say and it causes miscommunication; 

different problems occur in school management 

because of that. There are many students who 

don’t want to learn Turkish; they come to school 

for fun and cause problems in classes. (E8) 

Firstly there are too many students in classes. 

Students at different ages receive education in the 

same class. Turkish levels of students are 

different. (K5) 

Problems 

resulting from 

organization of 

classes  

Not considering age 

difference, not 

considering cognitive 

differences 

 

Participant teachers mentioned that they face a variety of problems during education. 

Problems expressed by the teachers are grouped under the themes of “psychological”, “educational”, 

“physical environment”, “communication” and “management”. Teachers in the research group said 

that there are problems because of the psychological states of refugee teachers and students. This issue 

was also presented and the reasons for it were explained in the research problems analyzed above. It is 

observed that refugee students are prone to violence, they usually fight with each other and cause 
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problems; these facts were reemphasized by the participant teachers in this section of the research 

interview.  

Teachers emphasized that there is not a specific curriculum for refugee education; it is a 

significant problem in the category of problems resulting from education. It is understood that 

participant teachers have difficulty in making plans and arrangements in curriculums according to 

refugee students who have both psychological and educational difficulties. In addition to these, 

according to the participants, there are important differences between Turkish and educational 

philosophies, which is another reason why refugee education is difficult. Refugee students mentioned 

that the approach of Syrian and Turkish teachers towards facts and issues are different, and it is 

difficult for them to perceive this situation.  

It is observed that problems in the category of physical conditions result from the improper 

environment and lack of materials. Participant teachers said that temporary education centers aren’t 

proper for education and classrooms are very crowded. On the other hand, they mentioned that they 

don’t have sufficient materials for teaching Turkish to foreigners and preparing materials for this 

purpose take a lot of time and effort.  

Communication problems mentioned by participants are based on the difference in language. 

As refugee students use Arabic with their family members and there are Syrian teachers in classes, 

they don’t feel obliged to learn Turkish.  

Another problem category commonly mentioned by the teachers in the research group is 

management problems. Problems in this category are divided into two themes: “classroom 

management” and “school management”. Not obeying the rules, not understanding the rules, different 

management methods are the sub-themes of classroom management section. Differences in age and 

cognitive level are the sub-themes of the section of difference in educational level.  

Another problem group that was commonly stated by teachers in the research group resulted 

from school management. Classroom management by teacher and school administration are the two 

sub-themes of this problem group. According to the participant teachers, Problems resulting from 

classroom management were: ‘not understanding the rules and the use of different classroom 

management systems’.  Problems resulting from the organization of classes were based on the fact that 

students with different ages and cognitive levels receiving education in the same class. Frequencies 

and percentages of these problems are presented in Table 11. 

Table 11. Frequencies and percentages of themes about problems in the process of refugee 

education mentioned by participant teachers  

Themes  Sub-themes   f % 

Psychological  Psychological problems  2 12.5 

Educational  

Curriculum  2 12.5 

Educational Philosophy  1 6.25 

Practice  4 25 

Physical environment  
Environment 4 25 

Material  2 12.5 

Communication  Language 8 50 

Management  
Problems resulting from the organization of classes  19 100 

Problems resulting from classroom management   6 37.5 

 

Participant teachers drew attention to the problems of language while describing their 

problems during the process of education. Another problem group frequently stated by the participants 

was classroom management. Students who are prone to violence, the tradition of punishment in Syrian 

culture and children who are used be punished and beaten, inconvenience of educational 

environments, Syrian teachers who continue to use traditional teaching methods and problems because 

of different practices of two different teacher groups are the main reasons of problems experienced in 

managing classes.  



International Journal of Progressive Education, Volume 16 Number 5, 2020 

© 2020 INASED 

438 

Teachers stated that they usually prefer punishing refugee students when they cause a problem 

in classes.  They emphasized that positive practices don’t have any effect on these children as they are 

used to be punished. They mentioned Syrian teachers used to punish students; according to them a 

certain kind of discipline is necessary for these children who were raised with traditional Syrian 

methods in Syria. It is said that different practices of Syrian and Turkish teachers for changing student 

behaviors cause conflicts; refugee students cannot get used to the methods of Turkish students and 

they become inconsistent.  

RESULTS AND DISCUSSION 

Individuals make definitions and form concepts on the basis of their very own experiences. 

When the definitions about “immigration” by participators are analyzed, it can be seen that there are 

some missing points. As teachers in the research don’t have any previous knowledge and experience 

about the concept, their definitions incomplete. Teachers attempted to explain the concept of 

immigration by using their knowledge about immigration or living under harsh circumstances because 

of war. These definitions of teachers are very superficial as they didn’t consider political conflicts, 

terror, natural disasters, ethnic and class conflicts and economic reasons behind the concept (Weiner, 

1996; Türkoğlu, 2011). This finding of the research indicating the lack of knowledge about refugees is 

in line with the findings obtained in some previous researches about the issue (Tarman & Gürel, 

2017). Besides that, it is observed that working with the refugees decreased the misconceptions and 

prejudices of teachers, ensured a more emphatic attitude and changed, corrected their definitions about 

immigration.  

Educators who are to work with refugees or immigrants should have special training; it is 

crucial to have sufficient knowledge and training to present efficient and proper education to these 

specific groups (Canales & Harris, 2004). Despite this fact, previous researches and this study indicate 

that teachers who give education to refugees didn’t receive any kind of qualified training and they 

have to start giving education to their students after a very brief training process.  Teachers with 

insufficient knowledge naturally attempt to increase their knowledge or fill the missing points with 

personal effort with the support and cooperation of other colleagues and with different resources 

(İstanbul Bilgi University, 2015). It can be said that basic discipline problems in classes, conflicts or 

misunderstandings between Turkish and Syrian teachers and miscommunication between teachers and 

students are some of the problems resulting from the insufficient training of teachers. As teachers feel 

insufficient in managing classes, education process becomes more problematic. Teachers who receive 

proper, specifically designed training will surely be more fruitful and establish better communication 

with refugees. Teachers will have more positive attitudes and qualified education will ensure more 

efficient learning environments which will naturally affect refugee children’s success. According to 

the related literature, immigrant or refugees should be educated in environments in which they feel 

valuable, teachers should be knowledgeable and aware of their responsibilities, they should determine 

the materials they need in education, they should be able to understand the needs of these students and 

prepare learning environments accordingly (Aydın, Gündoğdu & Akgül, 2019; McBrien, 2005; Durón, 

2004). 

Turkish students in the research mentioned that they generally have positive communication 

with Syrian teachers that they work together in temporary education centers; on the other hand, they 

stated that they occasionally experience some problems because of miscommunication. The most 

significant reason of miscommunication is the different languages used by these two groups of 

teachers (Crul et al., 2019; Eren, 2019; Taşkın & Erdemli, 2018; Crul et al., 2017; Emin, 2016; Bircan 

& Sunata, 2015; İstanbul Bilgi University, 2015; Chase, Knight & Statham, 2008). In addition to this 

important problem, Syrian teachers abstain from communicating with Turkish teachers basically 

because of religious orders. At this point, it seems crucial to give support to both Turkish and Syrian 

teachers not only to ensure cooperation between them but also increase motivation and professional 

development (Aydın, Gündoğdu & Akgül, 2019; Taşkın & Erdemli, 2018; Aydın & Kaya, 2017; Crul 

et al., 2017; İstanbul Bilgi University, 2015; UNICEF, 2015). 
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Deficiency of curriculum is the most important problem in the education of refugees in 

temporary education centers. Lack of materials and resources for teaching Turkish to foreigners, 

crowded classrooms, difficulties in managing classes, different practices of Turkish and Syrian 

teachers, different educational philosophies used by Turkey and Syria, psychological problems of 

students are the other important problems in the refugee education process. This finding of the 

research is supported by other similar researches in the related  literature (Crul et al., 2019; Aydın, 

Gündoğdu & Akgül, 2019; Sidery, 2019; Uğurlu, 2018; Crul et al., 2017; Emin, 20016; Hoş, 2016; 

Wu & Aydoğan, 2016; Bircan & Sunata, 2015; UNESCO, 2011). First of all, linguistic, academic, 

mental, emotional, social and physical necessities of students should be taken into consideration while 

preparing curriculums (Aydın, Gündoğdu & Akgül, 2019; Alanis, 2004). Some of the most important 

points in refugee education are supporting their emotional, physical and social needs. The basic way to 

reach that is to use consistent practices and shape their behaviors and to show them love and affection. 

Teachers participated in the research emphasized that the biggest and most important instrument that 

can be used for healing these students is love. Creating a learning environment based on positive 

relationships will not only help refugees but also increase the motivation of Turkish teachers. Teachers 

mentioned that students in temporary education centers have a wide range of psychological problems 

such as being aggressive, being prone to violence, militarist attitudes, offensiveness, insecure attitudes, 

not being able to establish communication, not obeying rules, the anxiety to be misunderstood. It 

should be noted that these students came from a dangerous place and they are now living under harsh 

conditions; they don’t have any place to play games or they play in dirty, improper fields and all these 

states contribute to their psychological problems (Emin, 2016). In addition to these, living conditions 

in refugee camps (Solls, 2004), noise, stress and pressure resulting from living in a small space 

together with the other family members, grouping in camps and tension between these groups 

(Erdoğan, 2014a), indifference of families in terms of education (İstanbul Bilgi University, 2015; 

Franquiz & Hernandez, 2004) are some other reasons that cause the above mentioned problems. On 

the other hand, while Syrian boys have to work, gain money and support their family, girls are forced 

to marry at early ages (Emin, 2016; Wu & Aydoğan, 2016; Deane, 2016; Bircan & Sunata, 2015; 

Erdoğan, 2014b); these facts cause additional pressure and negatively affect the psychology students. 

Students should be supported by teachers for learning through cooperation to overcome the 

problems in temporary education centers. Refugee children who had to witness war and experienced 

significant problems could regain their self-esteem and develop their social relations (Alanis, 2004). 

Environments in which these children don’t feel alone and insecure should be established (Duron, 

2004). On the other hand, Syrian teachers who witnessed violence and had traumatic experiences 

should receive specific training prioritizing peace and solution finding (Aydın, Gündoğdu & Akgül, 

2019; Crul et al., 2017). Besides all these, steps for organizing and enriching education in temporary 

education centers should be sustainable. Coordination with authorities is important in the process of 

determining steps. A holistic viewpoint and standardization of curriculums are important to overcome 

the problems in refugee education, increase the success of students and ease social integration (Hoş, 

2015). The philosophy to be followed at each step in refugee education should be “no children should 

be left behind in the journey of education”. 
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Abstract 

The objective of this research is to determine the predictive situation of the proficiency perceptions of 

preschool teacher candidates' attitudes regarding STEM Education and Problem-Based Learning 

(PBL) towards 21st century skills. Within the scope of this objective, correlational survey design, one 

of the quantitative research methods, was used. The sample of the research consisted of a total of 284 

teacher candidates studying in the Department of Preschool Education. In order to measure the 21st 

century skills of the teacher candidates according to their own perspective, the ‘21st Century Skills 

and Competences Scale’ was used. To measure the attitudes of the teacher candidates towards STEM 

education, the 'STEM Education Attitude Scale'was used. In addition, the 'Problem-Based Learning 

Attitude Scale' was employed to identify the candidates' attitudes towards problem-based learning. 

Standard multiple linear regression analysis was performed while analyzing the data. As a result of the 

research, it was observed that the attitudes of the preschool teacher candidates regarding STEM 

education and PBL had a moderate and meaningful relationship with their proficiency perceptions 

towards 21st century skills. Additionally, it was found out that the candidates' attitudes towards STEM 

education and PBL explained 20% of their proficiency perceptions towards 21st century skills.  In the 

light of the results obtained from the research, in order for preschool teacher candidates and teachers 

to design appropriate and qualified learning environments, it is suggested that they can be compared 

with enriched teaching practices that will be supported with different and innovative approaches, such 

as STEM and PBL, and structured in the focus of developing 21st century skills. 
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INTRODUCTION 

In the digital age where information and technology are constantly changing, individuals are 

confronted with many problems. Individuals will need to be ready to solve problems related to issues 

that have not yet been created and technologies that have not yet been invented and to handle 

problems caused by unexpected situations (Garay & Quintana, 2019). Individuals must have a range of 

skills called 21st century skills in order to face these challenges. 

Garay & Quintana (2019) have defined 21st century skills as a range of skills that are essential 

to interact with work and employment in today's world, especially in the technology management. In 

another definition, 21st century skills are defined as lifelong learning skills that allow students to 

familiarize with their changing life conditions and to become more responsive (OECD, 2005). Even 

though 21st century skills are known as a concept in which a wide range of knowledge, skills and 

talents are blended into individuals in today's world (Dede, 2010), there is no clear definition of which 

set of knowledge and skills it consists of (Sayın & Seferoğlu, 2016). The knowledge and skill areas 

required for individuals to adapt and succeed in the 21st Century’s requirements are shown in Figure 

1. 

 

Figure 1. The 21st Century Knowledge and Skills Rainbow (Trilling & Fadel, 2009) 

 

The structure and components of the rainbow in Figure 1 show a set of knowledge and skills 

that form 21st century skills. The basic skills recommended for individuals to acquire in the 21st 

century are life and career skills, learning and innovation skills, and knowledge, media and technology 

skills (Partnership for 21st Century Skills, 2019). 21st century skills are not actually new. What is new 

is the importance of possessing these skills for individual and social success (Rotherham & 

Willingham, 2010). When the concept is so important, the necessity of teaching the concept 

effectively and qualifiedly is necessary (Beswick & Fraser, 2019). With no doubt, education has a key 

role in the development of 21st century skills (Beswick & Fraser, 2019; Kay, 2010; Wan Husin et al., 

2016). 

In today's educational approach, it is crucial for educational systems to provide students with 

21st century skills and qualifications (Beswick & Fraser, 2019). Beyond learning and spreading, what 

is expected of education is to help students prepare for a future that requires continuous learning and 

to actively use 21st century skills (Krskova, Wood, Breyer & Baumann, 2020; Mutiani & Faisal, 2020; 

Park & Suh, 2020). 

The development of 21st century skills in students requires to determine new pedagogical and 

content-based goals in education (Voogt, Erstad, Dede & Mishra, 2013). Educating students with 

educational approaches according to the paradigms emerging in the century is very important for the 

development of 21st century skills. It is argued that an approach that integrates holistic and diverse 

fields such as science, technology, engineering and mathematics (STEM) education in the 

international arena will make it easier for 21st century skills to keep up with contemporary changes 
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and developments (Akgündüz, 2016; Beswick & Fraser, 2019; Karahan, 2019; McClure et al., 2017; 

Ünal & Aksüt, 2019; Yasar Ekici, Bardak & Yousef Zadeh, 2018). 

In STEM Education, teachers always play the most critical role (Darling-Hammond, 2016). 

This is because teachers are responsible for the practice of various teaching methods and techniques, 

as well as preparing the environment in order to make children’s scientific thinking real, giving them 

the ability to create concrete solutions using basic knowledge and skills for STEM areas (Günşen & 

Uyanık Balat, 2018; Mirzaie, Hamidi & Anaraki, 2009). However, the ability of teachers to carry out 

STEM Education in accordance with their purpose to bring the interdisciplinary perspective to all 

areas is closely related to their knowledge, experience and skills (Tippett & Milford, 2017). In this 

respect, it is thought that teachers should have sufficient knowledge of STEM subjects and application 

skills (Yaşar Ekici et al., 2018). From the results of different researches, it is understood that the 

biggest obstacle to teachers while revealing children’s natural discovering ability is themselves (Toma 

& Greca, 2018; Uğraş & Genç 2018) and that teachers believe that they do not use STEM Education 

adequately (Yasar Ekici et al., 2018). However, a real and positive perception of STEM Education 

should be developed by teachers. Researches show that teachers' beliefs, self-perceptions and attitudes 

towards their qualifications and skills on STEM Education greatly affect STEM Education practices 

(Atiles, Jones & Anderson, 2013; Ong et al., 2016; Hedlin & Gunnarsson 2014; Park, Dimitrov, 

Patterson & Park, 2017). Teachers’ attitude about the suitability of STEM Education affects the time, 

interest and even other decisions and behaviors they dedicate to these activities in their classrooms 

(Simoncini & Lasen, 2018).  

Even though it is an important driving force of the 21st century skill agenda, giving STEM 

Education to students is not enough. In addition to STEM Education, it is also necessary for students 

to meet teaching strategies that will teach them real-world problem-solving skills (Beswick & Fraser, 

2019; McCain, 2007). Problem-based Learning Approach (PBL) is one of them. In PBL, an effective 

method for combating teacher-centric teaching (Lapek, 2018), student-centric questioning is the most 

important learning time (Campbell, Jobling & Howitt, 2018). In this approach, students learn to use 

their own ideas in an original way to solve the faced problems (Lapek, 2018). In a PBL environment, 

STEM concepts can be included in the teaching process and used to improve the students’ education 

quality (Asghar, Ellington, Rice, Johnson & Prime, 2012). Students can also be included in STEM 

activities and a foundation can be built to prepare students for future STEM careers (LaForce, Noble 

& Blackwell, 2017). Therefore, the PBL approach can actively be used as a teaching method that can 

improve students' 21st century skills (Savery, 2015; Tee & Lee, 2013; Yeo & Tan, 2014). 

The sooner the mentioned information, competence and skills are acquired, the more effective 

it will be to deal with problems in the lives of individuals in a productive way (O'Neal, Gibson & 

Cotten, 2017; Tuğluk & Altın, 2018). Especially preschool education should be established on the 

development of these skills (Akgündüz, 2018). The child will be able to acquire the desired skills and 

grow up in a healthy manner with a qualified preschool education. In this respect, the need for future 

adults to develop their training programs in order to effectively teach 21st century skills should be 

revealed (Koh & Chapman, 2019; Park & Suh, 2020). However, it is noted that the preschool 

education program is particularly inadequate in terms of meeting 21st century skills (Tuğluk & Özkan, 

2019; Yasar Ekici et al., 2018). It is possible to minimize this inadequacy by offering students new 

learning opportunities (Akgündüz & Akpınar, 2018; Larson & Miller, 2011). Additionally, students' 

involvement in innovative teaching strategies such as STEM and PBL will also play an effective role 

in developing students' 21st century skills (Koh & Chapman, 2019; Mutiani & Faisal, 2020). From this 

perspective, the importance of preservice period in which teachers' perceptions of 21st century skills 

are formed should be underlined (Gudmundsdottir & Hatlevik, 2018; Uyanık-Balat & Günşen, 2017). 

Especially determining the perceptions of preschool teachers for 21st century skills prior to service 

and demonstrating the predictive power of different methods and approaches such as STEM education 

and PBL are thought to be important for candidates to address their shortcomings on this matter 

(Harris, Lowery-Moore & Farrow, 2008; Uğraş & Genç, 2018). 
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Within the framework of the explanations mentioned above, it is thought that preschool 

teacher candidates’ attitudes towards STEM education and PBL may be important variables in the 

process of predicting their proficiency perceptions towards 21st century skills. 

The Purpose of the Research 

The purpose of this research is to determine the predictive situation of the proficiency 

perceptions of preschool teacher candidates' attitudes regarding STEM Education and Problem-Based 

Learning (PBL) towards 21st century skills. For this purpose, the research problems of the research 

were created as follows: 

1. What is the level of preschool teacher candidates' proficiency perceptions towards 21st 

century skills? 

2. What are the attitudes of preschool teacher candidates towards STEM education and 

PBL? 

3. Are teacher candidates’ attitudes towards STEM education and its sub-dimensions a 

meaningful predictor of proficiency perceptions and sub-dimensions for 21st century skills? 

4. Are teacher candidates’ attitudes towards PBL a meaningful predictor of proficiency 

perceptions and sub-dimensions for 21st century skills? 

5. Together with teacher candidates’ attitudes towards STEM education and problem-

based learning, do 21st century skills significantly predict proficiency perceptions? 

METHOD 

Research Design 

Correlational survey design was used in this research. This model aims to determine the 

relationship between two or more variables, the degree of this relationship and to obtain clues about 

the cause and effect (Büyüköztürk, Çakmak, Akgün, Karadeniz & Demirel, 2016; Karasar, 2013).  

Population-Sampling 

The population of the research consists of teacher candidates who studied in the Faculty of 

Education at Çanakkale Onsekiz Mart University during the 2019-2020 academic year. A total of 284 

teacher candidates studying in the Department of Primary Education Preschool constitute the sample 

group of the research. The purposive sampling method was employed in the selection of the samples. 

In special cases with certain criteria and characteristics, it is recommended to use this technique 

(Büyüköztürk et al., 2016). In this context, data collection tools were applied to preschool teacher 

candidates who continue their education at different grade levels, including 87 (30.6%) first-year, 90 

(31.7%) second-year, 63 (22.2%) third-year and 44 (15.5%) senior students. It was determined that 

preschool teacher candidates did not take a compulsory or elective course for the variables (STEM, 

21st century skills and PBL) during the study. 

Data Collection Tools 

In this research '21st Century Skills Proficiency and Competences Scale', 'STEM Education 

Attitude Scale'’ and ' Problem-Based Learning Attitude Scale' were used. Information about the scales 

is included in the subheadings. 
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21st Century Skills and Competences Scale  

In order to measure the teacher candidates’ 21st century skills based on their own perspective, 

the ‘21st Century Skills and Competences Scale’ developed by Anagün, Atalay, Kılıç and Yaşar 

(2016) was used. The 42-item scale focuses on three dimensions: Learning and Innovation Skills, Life 

and Career Skills, and Information and Media and Technology Skills. 

In the relevant research, the Cronbach's alpha value of the scale was 0.889; and the Cronbach 

alpha coefficients of its subdimensions were 0,845 for Learning and Innovation Skills, 0,846 for Life 

and Career Skills and 0,810 for Information, Media and Technology Skills. In this research, the 

reliability coefficient of the scale was calculated as 0.907. For its subdimensions, the coefficient was 

0,879 for Learning and Innovation Skills, 0,803 for Life and Career Skills and 0,848 for Information, 

Media and Technology Skills. 

Attitudes towards STEM Education Scale 

To measure the attitudes of the teacher candidates towards STEM education, the 'STEM 

Education Attitude Scale', which was developed by Berlin and White (2010) and adapted to Turkish 

by Derin, Aydın and Kırkıç (2017), was used. The 32-item scale has the Osgood-type scale structure 

and consists of two subdimensions: 'meaningfulness' and 'feasibility'. 

The Osgood-type scale can measure attitudes and tendencies that are meant to be measured 

organizing the semantic differences of words excellently in a simple, understandable and time-saving 

way (Berlin & White, 2010). On this scale type, participants choose the word that feels closer to them 

from two antonyms (for example: boring __: __: __: __: __ exciting) (Erkuş, 2012). The scale is 

encoded as 1, 2, 3, 4 and 5 for each item, depending on where teacher candidates mark their attitudes 

and perceptions. In this coding, 5 expresses the highest attitudes and perceptions, while 1 refers to the 

lowest. The encodings in between were distributed as (1 2 3 4 5) or (5 4 3 2 1) to strengthen the 

internal consistency of the scale. However, some substances in the sub-dimension of feasibility are 

encoded as (1 3 5 4 2) to make the attitude and perception slightly more intense (e.g. simple __: __: 

__: __: __ complex) (Berlin & White, 2012). Similarly, for the (difficult __: __: __: __: __ easy) item, 

it was coded as (2 4 5 3 1) in order to make the "difficult" attitude and perception to be a bit more 

dominant (Derin et. al., 2017). 

The entire scale’s Cronbach alpha coefficient was calculated as 0.77 in the relevant research. 

While the Cronbach alpha value of 'meaningfulness'’ was calculated as 0.92, this value for 'feasibility' 

was found to be 0.84. In this research, the scale's reliability coefficient was calculated as 0.710, and for 

its subdimensions, this value is 0.876 for ‘meaningfulness’, and 0.700 for ‘feasibility’. 

Attitude Scale Towards Problem Based Learning 

In order to determine the attitudes of the teacher candidates towards problem-based learning, 

the 'Attitude Scale Towards Problem-Based Learning' developed by Turan and Demirel (2010) was 

used. The scale, rated in 5-Point Likert type, consists of 20 items, 10 of which are negative. The 

minimum score from the scale is 20, while the maximum score is 100. The Cronbach Alpha reliability 

coefficient calculated for the scale’s reliability was 0.95. In this research, the reliability coefficient of 

the scale was calculated as 0.908. 

Data Collection 

The data of the research were collected in the spring semester of the 2019-2020 academic 

year. It was stated that filling the scales implemented by the researcher was voluntary and that the 

results would be used only for scientific purposes. Instructions were provided on how to fill each 

scale. Approximately 40 minutes of time was given to complete the scales. 
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Analysis of Data 

SPSS 20.00 program was used to evaluate the research data. Standard multiple linear 

regression analysis was performed to solve research problems; however, in order to test the suitability 

of this test, the provided linearity; whether there was a missing data; and the proficiency of the number 

of the samples were checked along with the multi-variable normality (Palant, 2007). After the 

analysis, the data set of 67 students was excluded from the research. 

Standard multiple linear regression analysis is used to determine how predictive two or more 

independent variables, which are thought to be related to the dependent variable, are, according to 

Büyüköztürk (2008). In this research, the predictive variable of the research is the attitude towards two 

sub-dimensions of STEM education and PBL, and the predicted variables are the perception of 

proficiency and sub-dimensions of 21st century skills. 

In addition, the average scores in the research findings were graded as follows: 1-1.80 points 

is very low, 1.81-2.60 points is low, 2.61-3.40 points is medium, 3.41-4.20 points is high, and 4.20-

5.00 points is very high. In the interpretation of Pearson Moments Multiplication Correlation 

Coefficients (r), the level of positive relationship correlation coefficients was taken as 'high' between 

0.70-1.00; 'medium' between 0.70-0.30, and 'low' between 0.30-0.00 (Büyüköztürk, 2008). 

FINDINGS 

The numerical values depicting the sub-dimensions of the preschool teacher candidates’ 

proficiency perceptions towards 21st century skills and attitudes towards the sub-dimensions of STEM 

education and PBL are included in Table 1. 

Table 1. The description of the numerical values for the sub-dimensions of the preschool teacher 

candidates’ proficiency perceptions towards 21st century skills and attitudes towards the sub-

dimensions of STEM education and PBL 

Variable N  ̅ SD 

Learning and innovation skills 284 3.75 0.81 

Life and career skills 284 4.15 0.72 

Information, media and technology skills 284 4.28 0.70 

STEM Meaningfulness 284 3.98 0.97 

STEM Feasibility 284 3.31 0.99 

PBL 284 4.13 0.67 

 

In Table 1, it was found that the teacher candidates had a high level of learning and innovation 

skills ( ̅=3.75) and of life and career skills ( ̅=4.15) whereas they had a very high level of  

information, media and technology skills ( ̅=4.28), which are the sub-dimensions of their proficiency 

perceptions towards 21st century skills. Their STEM education attitudes were found to be high in 

meaningfulness ( ̅=3.98) and medium in feasibility ( ̅=3.31), while their PBL attitudes ( ̅=4.13) were 

found to be high. 

The results of the multiple regression analysis of the teacher candidates’ attitudes towards the 

sub-dimensions of STEM education and PBL in terms of predicting proficiency perceptions towards 

21
st
 century skills were given in Table 2. 
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Table 2. Multiple regression analysis results on the prediction of proficiency perceptions 

towards 21st century skills 

Variables B Standard 

Error 

Β T P Zero-order 

 

Partial 

 

Fixed 102.361 10.983 - 9.320 0.000 - - 

STEM 0.074 0.074 0.081 1.440 0.151 0.160 0.086 

PBL 0.100 0.100 0.365 6.489 0.000 0.382 0.361 

R=0.391 R2=0.153 

F (2,281)=25.293, p=0.000 

  

In Table 2, the teacher candidates’ attitudes towards STEM education and PBL have a 

moderate and meaningful relationship with their proficiency perceptions towards 21st century skills, 

R=0.391, R
2
=0.153, p<0.01. The two variables mentioned explain approximately 20% of the total 

variant. According to the standardized regression coefficient (β), the sequence of the relative 

importance of the predictive variables regarding proficiency perceptions towards 21st century skills 

are in the form of attitudes towards PBL and STEM education. As for the t-test results on the 

significance of the regression coefficient, it is seen that only the PBL variable is a significant predictor 

of proficiency towards 21st century skills. The teacher candidates' attitudes towards STEM education 

do not have a significant impact on their proficiency perceptions towards 21st century skills. 

In addition, while examining the binary and partial correlations between the predictive 

variables and the dependent variable, it is observed that the teacher candidates have a positive and low 

level relationship between proficiency perceptions towards 21st century skills and attitude scores 

related to STEM education (r=0.160), [when the effect of other predictive variables is controlled 

(r=0.086)]. When looking at the binary correlation between proficiency perceptions towards 21st 

century skills and PBL-related attitude scores, a positive and moderate relationship (r=0.382) is 

observed [when the effect of other predictive variables is controlled (r=0.361)]. 

The results of the multiple regression analysis of the teacher candidates’ attitudes towards the 

sub-dimensions of STEM education and PBL in terms of predicting 21st century learning and 

innovation skills were given in Table 3. 

Table 3. Multiple regression analysis results on the prediction of learning and innovation skills 

Variables B Standard 

Error 

Β T P Zero-order 

 

Partial 

 

Fixed 34.630 6.465 - 5.357 0.000 - - 

STEM Meaningfulness 0.077 0.048 0.097 1.588 0.113 0.169 0.094 

STEM Feasibility -0.009 0.073 -0.007 -0.120 0.904 -0.046 -0.007 

PBL 0.245 0.056 0.261 4.408 0.000 0.287 0.255 

R=0.303 R2=0.092 

F (3,280)=10.176, p=0.000 

  

 

In Table 3, it is observed that the sub-dimensions of the teacher candidates' attitudes towards 

STEM education and PBL have a moderate and meaningful relationship with learning and innovation 

skills which are the sub-dimensions of 21st century skills, R=0.303, R
2
=0.092, p<0.01. The two 

variables mentioned explain approximately 10% of the total variant. According to the standardized 

regression coefficient (β), the relative importance order of the predictive variables regarding learning 

and innovation skills is as follows: PBL, STEM Education meaningfulness sub-dimension and STEM 

Education feasibility sub-dimension. When the t-test results on the significance of the regression 

coefficient are examined, it is seen that only the PBL variable is a significant predictor of learning and 

innovation skills. The sub-dimensions of STEM education do not have a significant impact on learning 

and innovation skills. 

In addition, when the binary and partial correlations between the predictive variables and the 

dependent variable are examined, it is observed that the teacher candidates have a positive and low 

level relationship between their proficiency perceptions towards learning and innovation skills and the 

meaningfulness sub-dimension scores of the STEM education attitude scale (r=0.169), [(r=0.09) when 

the effect of other predictive variables is controlled]. A negative and very weak level of binary 
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correlation value (r=-0.046), [(r=-0.007) when the effect of other predictive variables is controlled] 

was found between the candidates’ proficiency perceptions towards learning and innovation skills and 

the feasibility sub-dimension scores of their attitudes towards STEM education. When looking at the 

binary correlation between the candidates’ proficiency perceptions towards learning and innovation 

skills and the PBL attitude scale, a positive and weak relationship (r=0.287) [(r=0.255) when the effect 

of other predictive variables is controlled] is seen. 

The results of the multiple regression analysis of the teacher candidates’ attitudes towards the 

sub-dimensions of STEM education and PBL in terms of predicting 21st century life and career skills 

were given in Table 4. 

Table 4. Multiple regression analysis results on the prediction of life and career skills 

Variables B Standard 

Error 

Β T P Zero-order 

 

Partial 

 

Fixed 50.767 5.158 - 9.843 0.000 - - 

STEM Meaningfulness 0.076 0.039 0.116 1.977 0.049 0.223 0.117 

STEM Feasibility -0.066 0.058 -0.065 -1.141 0.255 -0.112 -0.068 

PBL 0.262 0.044 0.336 5.900 0.000 0.371 0.333 

R=0.397 R2=0.158 

F (3,280)=17.473, p=0.000 

  

 

In Table 4, it is seen that the sub-dimensions of the teacher candidates' attitudes towards 

STEM education and PBL have a moderate and meaningful relationship with life and career skills, 

r=0.397, R
2
=0.158, p<0.01. The two variables mentioned explain approximately 16% of the total 

variant. According to the standardized regression coefficient (β), the relative importance order of the 

predictive variables regarding life and career skills is as follows: PBL, STEM Education 

meaningfulness sub-dimension and STEM Education feasibility sub-dimension. When the t-test results 

for the significance of the regression coefficient are examined, it is seen that the PBL and STEM 

education meaningfulness variables are significant predictors of their life and career skills. The 

feasibility sub-dimension of STEM education does not have a significant impact on life and career 

skills. 

In addition, when the binary and partial correlations between the predictive variables and the 

dependent variables are examined, it is observed that the teacher candidates have a positive and low 

level relationship between their proficiency perceptions towards life and career skills and the 

feasibility sub-dimension of the STEM education attitude scale (r=0.223), [(r=0.117) when the effect 

of other predictive variables is controlled]. A negative and very weak level of bilateral correlation 

value (r=-0.112), [(r=-0.068) when the effect of other predictive variables is controlled] was found 

between the candidates' proficiency perceptions towards life and career skills and the feasibility sub-

dimension scores of their STEM education attitudes. When looking at the binary correlation between 

the candidates' proficiency perceptions towards life and career skills and the PBL attitude scale, a 

positive and moderate relationship (r=0.371), [(r=0.333) when the effect of other predictive variables 

is controlled] is seen. 

The results of the multiple regression analysis of the teacher candidates’ attitudes towards the 

sub-dimensions of STEM education and PBL in terms of predicting 21st century information, media 

and technology skills were given in Table 5. 

Table 5. Multiple regression analysis results on the prediction of information, media and 

technology skills 

Variables B Standard 

Error 

Β T P Zero-order 

 

Partial 

 

Fixed 21.768 3.301 - 6.594 0.000 - - 

STEM Meaningfulness 0.062 0.025 0.153 2.491 0.013 0.210 0.147 

STEM Feasibility -0.003 0.037 -0.005 -0.088 0.930 -0.055 -0.005 

PBL 0.100 0.028 0.209 3.526 0.000 0.251 0.206 

R=0.291 R2=0.085 

F (3,280)=8.648, p=0.000 
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In Table 5, it appears that the sub-dimensions of the teacher candidates' attitudes towards 

STEM education and PBL have a moderate and meaningful relationship with information, media and 

technology skills, R=0.291, R
2
=0.085, p<0.01. The two variables mentioned explain approximately 

9% of the total variant. According to the standardized regression coefficient (β), the relative order of 

the importance of the predictive variables on information, media and technology skills is as follows; 

PBL, STEM education meaningfulness sub-dimension and STEM Education feasibility sub-

dimension. When the t-test results for the significance of the regression coefficient are examined, it is 

seen that the meaningfulness variables of PBL and STEM Education are significant predictors of 

information, media and technology skills. The feasibility sub-dimension of STEM education does not 

have a significant impact on information, media and technology skills. 

In addition, when examining the bilateral and partial correlations between the predictive 

variables and dependent variables, it is observed that the teacher candidates have a positive and low 

level relationship between their proficiency perceptions towards information, media and technology 

skills and the meaningfulness sub-dimension of the STEM education attitude scale (r=0.210), 

[(r=0.147) when the effect of other predictive variables is controlled]. A negative and very weak level 

of binary correlation (r=-0.055), which was calculated between proficiency perceptions towards 

information, media and technology skills and the feasibility sub-dimension of STEM education, [(r=-

0.005) when the effect of other predictive variables was controlled] was found. When looking at the 

binary correlation between the candidates' proficiency perceptions towards information, media and 

technology skills and the PBL attitude scale scores, a positive and low level relationship (r=0.251), 

[when the effect of other predictive variables is controlled (r=0.206)] is seen. 

DISCUSSION, CONCLUSION AND RECOMMENDATIONS  

This research was conducted to determine the predictive situation of the proficiency 

perceptions of preschool teacher candidates' attitudes regarding STEM Education and Problem-Based 

Learning (PBL) towards 21st century skills.  

It was found that the preschool teacher candidates had high learning and innovation skills and 

life and career skills, which are the sub-dimensions of proficiency perceptions towards 21st century 

skills, and that they had very high knowledge, media and technology skills. Similarly, in the studies of 

Gökbulut (2020) and Kozikoğlu and Altınova (2018), it was found that teacher candidates had high 

scores in terms of their proficiency perceptions towards 21st century skills and its sub-dimensions. in 

the literature, it was also found that teacher candidates had above mid-level and moderate proficiency 

perceptions towards 21st century skills in the field (Anagün et al., 2016; Günüç, Odabaşı & Kuzu, 

2013; Orhan Göksün & Kurt, 2017). Teacher candidates play an important role in transferring 21st 

century skills in schools (Valtonen et al., 2017). Therefore, it is significant that future teachers who 

will prepare individuals in the information community have high perceptions of 21st century skills 

(Karakoyun & Lindberg, 2020). It is also important that teachers who take care of children at the 

fastest time of change and development in all the areas of their development, such as preschool 

teaching, also think that they have these skills. 

It is seen that the preschool teacher candidates have a moderate and meaningful relationship 

with their proficiency perceptions towards 21st century skills, STEM education and PBL. In addition, 

it was determined that the candidates' attitudes towards STEM education and PBL explain 20% of 

their proficiency perceptions towards 21st century skills. Every day, the need for creating a new way 

of improving students' 21st century skills is increasing (Beswick & Fraser, 2019). In line with this 

necessity, educations, trainings, approaches and strategies should be used to allow students to take an 

interest in different areas during their education and to lead them to interdisciplinary works (Acar, 

2020). When STEM education is designed with PBL strategies, it is thought that students can have a 

well-developed set of 21st century skills. This result from the research can ultimately be cited as 

evidence.  

The preschool teacher candidates were found to have a high attitude towards PBL. Teachers 

have important roles in helping their students acquire some skills, especially in early childhood 
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(Cansoy, 2018) because during this period, students’ role models are teachers. The attitude of the 

teacher when facing problems is observed by students and taken as an example (Acar, 2020). 

Therefore, the teacher's attitude will also affect their behavior towards PBL. In this context, it is 

thought that individuals with high problem-solving skills will be raised in the future thanks to the high 

attitudes of preschool teacher candidates regarding PBL. However, it is another conclusion from the 

research that preschool teacher candidates' attitudes towards PBL are an important factor in predicting 

their proficiency perceptions related to 21st century skills. To understand problems in PBL 

environments, students implement the deduction and induction processes and analyze and find creative 

solutions to problems. In addition, they use their previous knowledge and new information to work 

intellectually in collaboration with their peers (Capraro, Capraro & Morgan, 2013). They even learn 

how to think and how to practice the information obtained as a result of their own experiences in real 

life (Larson & Miller, 2011; Morrison, Roth McDuffie & French, 2015). Therefore, PBL is a key to 

dealing with a complex world of students. It is thought that teacher candidates' attitudes towards PBL 

are an important predictive proficiency perception towards 21st century skills. 

In the research, it was determined that the attitudes of the teacher candidates regarding STEM 

education did not have a significant impact on their proficiency perceptions towards 21st century 

skills. However, it was found that there was a positive and low-level relationship between proficiency 

perception levels and STEM education. By ensuring that students gain 21st century skills that they 

need to possess in our society, it is necessary to make them STEM-literate individuals (Karahan, 

2019). Within the scope of the educational vision of the 21st century, all the aspects of the concepts 

mentioned in the educational system must be compatible with each other in order to produce positive 

and desired student outputs (Gelmez Burakgazi et al., 2019). Another conclusion from the research is 

that the attitudes of teacher candidates regarding STEM education are a significant predictor of life 

and career skills in the sub-dimension of meaningfulness. STEM education (MacDonald, Huser, 

Sikder & Danaia, 2020), where there is an increasing number of initiatives aiming the development of 

knowledge and skills, plays an important role in preparing students for their future careers and social 

challenges (Simoncini & Lasen, 2018). According to the results obtained from the research, it is 

considered that preschool teacher candidates have reached this level of awareness. In addition, the 

research found that the feasibility sub-dimension of the preschool teacher candidates’ attitudes towards 

STEM education did not have a significant impact on their proficiency perceptions towards 21st 

century skills. This result from the research is similar to the studies carried out in the literature. Studies 

conducted in the literature revealed teacher candidates had an uncertainty about STEM content 

(Cohrssen & Page 2016) and were even scared (Hedlin & Gunnarsson, 2014). Aldemir & Kermani 

(2017) and Alexander, Knezek, Christensen, Tyler-Wood & Bull (2014) have demonstrated that 

preservice and in-service teachers’ belief particularly in their qualifications and skills at STEM 

applications is also very low. This result from the research shows that preschool teacher candidates 

feel inadequate to turn these attitudes into skills even though they have a positive attitude towards 

STEM education.  

Considering the results of this research as well as the importance of the undergraduate period 

for professional development, planned elective courses regarding the development of preschool 

teacher candidates in relation to 21st century skills should be supported by different and innovative 

approaches and added to the program. In addition to the theoretical knowledge of elective courses, it is 

thought that they should be supported by enriched teaching practices. Besides, preschool teacher 

candidates should be compared with practices based on interdisciplinary research. In addition, 

preschool teacher candidates should be encouraged to structure the learning environment necessary for 

21st century skills in these courses and to design, plan, and solve problems in an organized way. 

Teachers can also be trained on the use of approaches and strategies, such as PBL and STEM, in order 

to design appropriate and quality learning environments for children. In future research, the power of 

different variables such as STEAM and scientific process skills to predict the 21st century skills 

competency perceptions can be addressed and the process can be handled comparatively with 

experimental research. 
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APPENDIX A: 21ST CENTURY SKILLS AND COMPETENCES SCALE 

SUBSTANCES  

Learning and Innovation Skills 

I form unorthodox relationships between part and whole. 

I use reasonable ways to solve the problems I face. 

Life and Career Skills 

I try to improve my skills. 

I know that learning is a lifelong process. 

Information, Media and Technology Skills 

I use technological tools to access information. 

I use media and technology effectively to communicate with others. 

 

APPENDIX B: PROBLEM BASED LEARNING ATTITUDE SCALE SUBSTANCES  

It reinforces what is learned. 

It increases working efficiency. 

It is a good educational experience for the student. 

APPENDIX C: STEM EDUCATION ATTITUDE SCALE SUBSTANCES 

Meaningfulness 

Deep__: __: __: __: __: __ Superficial   

Efficient__: __: __: __: __: __ Inefficient 

Feasibility 

Practical __: __: __: __: __: __ Theorical 

Applicable __: __: __: __: __: __: __Inapplicable 
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Abstract 

Teachers have the basic role and responsibility in the provision of peace in schools. Therefore, in this 

study, it was investigated whether there was a relationship between the emotional reactions of the 

teachers and the level of aggression by gender and profession. The study was carried out on the data 

obtained from 266 teachers who participated in the study voluntarily. Pearson Product Moment 

coefficient and MANOVA analysis were performed on the data obtained. As regard the relationship 

between the teachers’ reactance and agression levels depending on the gender and the time spent in 

profession, there was a significant relationship for the former while there wasn’t for the latter 

according to the findings obtained via statistical analysis. 
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INTRODUCTION 

Educational environments are the second places where the child spends most of their time 

after home. Teacher’s emotions and ability to express them are important in student’s psychosocial 

and academic development as teacher functions as a guide both in the academic and emotional sense 

for students in the school environment (Yöndem & Bıçak, 2008). Attitudes and behaviors exhibited by 

the teacher who is a role model of students as well as academic gains have a key role in student’s 

school life (Wentzel, 1998). The teacher faces several situations during the educational-instructional 

activities. These may cause feelings such as happiness, joy, or stress, anger or anxiety. One can say 

that managing and expressing such positive and negative emotions properly is one of the important 

personal skills for teachers who have important roles and responsibilities in the development of 

younger generations (Eskridge, & Coker,1985).  

Emotion is a complex, multi-component state which prepares individual for the action and 

causes individual to exhibit various reactions with interdependent components of objective reality that 

mobilize in the mind (Smith, Hoeksema, Fredrickson, & Loftus, 2012). This process which results in 

reaction can also be described as emotional reactivity.   Emotional reactivity involves individual’s 

emotions for a series of stimuli, intensity of these emotions, and the time passed until the individual 

goes back to the stimulation level which was before they encountered the series of stimuli that caused 

them to feel the emotion in question (Nock, Wedig, Holmberg, & Hooley, 2008). Positive emotional 

reactions can increase love, respect and confidence while negative emotional reactions can lead to 

negative consequences such as disappointment, anger and aggression (Wentzel, 1998).  

When considering the role of ability to manage emotions functionally in social skills (Durdu, 

2013), giving reactions in accordance with the context is even more important (Uz-Baş, 2010). 

Individuals who are emotional and have high levels of excitation may undergo more stressful 

experiences due to their insufficient levels of self-regulation. Due to selective perception (Cüceloğlu, 

2018), reactions given by the individual who runs against countless stimuli during the day are for the 

stimuli which are important to them. In other words, things that make sense for the individual when 

interpreting the objective reality they are in lead to emotional reactivity (Smith, & Lazarus,1990). 

Emotional process starts after the individual cognitively evaluates the stimuli around, and individual’s 

cognitive structure is effective in the functionality of emotional reactions shown (Smith, Hoeksema, 

Fredrickson, & Loftus, 2012). Individuals who tend to experience emotions more aggressively and 

unbearably can resort to more extreme and maladaptive coping responses to regulate emotions 

(Karaoğlan, 2018). This lack of awareness of the emotion causes increased aggression as a result of a 

number of mechanisms (Roberton, Daffern, & Bucks, 2012). Emotional reactions can provide a series 

of information about the individual for explaining their behavioral differences (Seçer, Halmatov, & 

Gençdoğan, 2013). Social immaturity and impulsivity can be factors that escalate violence in complex 

relations (Close, 2005) and can also pave the way for aggressive behaviors. Therefore, such 

individuals are more likely to show aggressive behaviors (Sharron, 2005).  

Aggression has been a concept existed since the beginning of human history. Aggression can 

be defined as any behavior that aims to hurt or harm the other side (Eron, 1987). It can be expressed as 

physical violence, verbal taunts, and even hostile feelings (Çayköylü, Coşkun, Kırkpınar, & Özer, 

1995). When properly expressed, aggression can also play a role in individual’s life as a behavior that 

allows them to protect their boundaries and oppose injustices (Gültekin, 2008). Aggression can be 

classified in many different ways. Hostile aggression refers to individual’s losing temper and behaving 

impromptu to hurt. Instrumental aggression means that individual behaves in a planned way to achieve 

the goal of the individual and orientates toward behaviors that harm others (Bandura, 1973). 

Aggression can be also defined as being direct and structural. Direct aggression is aggressive behavior 

towards others. In societies where structural aggression prevails, inequality and injustice are 

experienced in expressing and satisfying the basic needs of people (Opotow, 2000). Aggression can be 

caused by alcohol or drug use, peer and parental relationships in infancy, and personal characteristics 

such as sensuality and rapid excitation.  
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An atmosphere dominated by structural aggression appears to be in contrast with the spirit of 

contemporary education. Contemporary education contributes to the formation of healthy societies by 

aiming to educate democratic individuals who can think freely, are tolerant and who can make their 

own decisions (Altunay-Şam, Çaypınar, & Alimçam, 2016). Democracy is a value that appreciates 

humans because they are human, questions and allows questioning, and it is against aggression and 

violence (Fromm, 1982). Aggression is the use of force that damages others by emotional, physical or 

verbal means. It is imperative that educational environments are the environments where both 

providers and beneficiaries of the services feel safe (Gökçiçek, 2015). Teachers provide a safe haven 

and a student-centered environment and should become an appropriate role model for all students, 

especially children who are emotional, sensitive and have difficulty with social skills (McGaha-

Garnett, 2013). In this sense, teachers’ emotional reactions and behaviors may have devastating effects 

on the educational atmosphere (Eskridge & Cocker, 1985). 

Aggressiveness is exhibited either actively or passively and in a group at an individual or 

organizational level (Fleischer, 2017). Studies that investigate violence in workplaces in recent years 

point out that schools are not excluded from the context and it is important to examine the aggression 

behavior among teachers, who are the main actors there ( Sasson, & Somech, 2015; Coskun, 2019). 

Like all other workplaces, mobing and bullying are among the types of aggression encountered in 

educational institutions (Keim & McDermott, 2010; King, & Piotrowski, 2015). One of the risk factors 

that increase aggression and violence in schools is the characteristics of the teacher (Yavuzer, 2011; 

Ünlü, 2019). Teachers can exhibit violence and aggression behavior just like students (Jackson, 2000). 

In this context, considering the findings that the emotional inconsistency situation in the person can 

increase the conflict (Bedirhanoğlu, 2017). It is accordingly important to investigate how teachers’ 

styles of coping with anger and frustration and their emotional reactivity levels affect the aggressive 

behaviors that may exhibit. 

Teachers are some of the primary actors who are responsible for educating new members of 

society in a school climate where democracy and science dominate (Altunay-Şam, Çaypınar, 

&Alimçam, 2016; Yıldırım, Ünal, & Çelik, 2011). Teachers can run against countless situations which 

may arouse several emotional reactions in them in many cases in the classroom. Discipline is not a 

technical problem but a problem of attitude, and this attitude depends on unconditional positive 

respect and encouragement (Selçuk, 2001). In classroom, this attitude is subject to teacher’s being 

aware of their emotions, able to manage them functionally, that is, to cope with stressors efficiently. 

The individual's emotional consistency tends to solve them by dealing with the problems they face 

effectively (Sun, & Jin, 2009). Therefore, consistency and skill in managing emotions are reflected in 

the performance of the individual in the business environment (Lounsbury, Sundstrom, Loveland, 

&Gibson, 2003).  In such cases, emotional awareness and emotion regulation skills of teachers can be 

decisive in their behaviors (Bayındır, 2016). Hence, behaviors of teacher as the role model of students 

in case of stress and frustration can be effective in personality and identity of the child (Wentzel, 1998; 

Yavuzer, 2009). In this sense, investigating the relationship between teachers’ levels of emotional 

reactivity and aggression for prevailing democracy and peace in classroom setting was the impetus of 

this study. It was also investigated in the study whether women and men have similarly different 

emotional reactivity in teaching as they have different awareness levels for their emotions, as reported 

in the literature. 

To this end, the relationship between teachers' aggression and emotional reactivity levels was 

investigated in this  research, for this purpose, the following questions were examined: 

Is there a significant relationship between teachers' levels of emotional reactivity and 

aggression? 

Do teachers' levels of emotional reactivity and aggression differ by gender? 

Do teachers' levels of emotional reactivity and aggression differ by their year of professional 

experience? 
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METHOD 

Research Design 

This study is a descriptive study aimed at revealing the relationship between emotional 

reactivity and aggression of teachers. So relational survey model is used in this study to explore the 

relationship between teachers’ levels of aggression and emotional reactivity as it is (Karasar, 2011). 

Study Group 

The sample of the study consists of 266 teachers working in Samsun, Çorum, Eskişehir and 

Amasya and who volunteer for the research. 50.8% of the participants are male and 49.2% are female. 

It takes about 15 minutes for the participants to complete the research forms. The distribution of the 

participants by their professional experience year and gender are shown in Table 1. 

Table 1. Descriptive Statistics Table of Teachers' Professional Experience Year and Gender 

 f % 

0-5 year 79 29.7 

6-10 year 59 22.2 

10-16 year 31 11.7 

16-20 year 35 13.2 

21-25 year 40 15 

25+ 22 8.3 

Man 135 50.8 

Woman 131 49.2 

Total 266 100 

 

Data Collection Tools 

Personal Information Form. In the form is prepared by the researchers, there are two 

questions asking about the variables of gender and length of service. 

Emotional Reactivity Scale. The Emotional Reactivity Scale was developed by Nock, Wedig, 

Holmberg and Hooley (2008) was adapted to Turkish by Seçer, Halmatov and Gençdoğan (2013). The 

scale is a four-point Likert-type scale consisting of 17 items. The subscales consist of three factors: 

emotional sensitivity, emotional reactivity and psychological resilience. The highest score that can be 

obtained from the scale is 64 while the lowest is 17. The total score of the scale and subscale scores 

can be calculated. The total score refers to the participants' emotional reactivity scores. The internal 

consistency coefficient for the overall Emotional Reactivity Scale was calculated to be .82. The 

coefficients were calculated to be .82, .76. and .71 for emotional sensitivity, emotional reactivity and 

psychological resilience, respectively (Seçer, Halmatov, & Gençdoğan, 2013). Alpha for current study 

is .72. 

Aggression Questionnaire. The questionnaire was developed by Buss and Perry (1992) and 

later revised by Buss and Warren (2000). Adaptation of the scale to Turkish was performed by Can 

(2002). Consisting of 34 items, the Aggressiveness Questionnaire is a five-point Likert-type 

instrument with five subscales. The subscales are physical aggression, verbal aggression, anger, 

hostility and indirect aggression. Scores of the whole scale and its subscales can be calculated, and the 

lowest possible score is 34 points while the highest is 170 points. 58 points and below refers to low, 59 

to 110 points to normal, 110 points and above to high aggression level (Yavuzer, 2009). 
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Procedure 

The research was performed in the academic year of 2017-2018. 266 teachers working in 

Samsun, Çorum, Eskişehir and Amasya participated in the research voluntarily. The instruments were 

applied face-to-face to some of the participants and online to the others on voluntary basis with email. 

The participants were informed of the purpose and scope of the study before the procedure by the 

researcher. Information was thereby given about the purpose of the research, the application 

procedure, and the principles of privacy and voluntary participation. The data were then collected from 

teachers who volunteered to be involved in the research. The entire procedure took approximately 10 

to 15 min. 

Data Analysis 

First, the kurtosis and skewness values of the data were calculated and also Kolmogorov-

Smirnov test was performed to determine whether the data were normally distributed. The normality 

hypothesis values and descriptive values of the data are shown below (Table 2). 

Table2. The Normality Hypothesis Values and Descriptive Values 

Variables n 
X  

S Min. Max. Swekness Kurtorsis 

Aggression 266 88.46 22.06 39 140 .116 -.531 

Emotional Reactivity 266 39.57 11.36 19 64 .345 .-892 

 

Since the skewness and kurtosis values varied between -1.96 and + 1.96, the data are normally 

distributed (Tabachnick, & Fidell, 2012) (Table 2). So, Pearson’s Product Moment Correlation 

Coefficient and MANOVA analysis were used to analyze the research findings in accordance with the 

purpose of the research. Pearson’s Product Moment Correlation Coefficient test was performed to test 

the relationship between teachers’ levels of aggression and emotional reactivity. The MANOVA 

analysis was carried out to test whether the relationship between the levels of aggression and 

emotional reactivity varied by some variables. Manova is used to test whether groups formed 

according to one or more factors differ significantly in terms of more than one dependent variable  

(Büyüköztürk, 2012). The data were analyzed in SPSS 20 software package. 

FINDINGS 

Is there a significant relationship between teachers' levels of emotional reactivity and 

aggression? 

The relationship between emotional reactivity and aggression scores of the teachers was tested 

with Pearson’s Product Moment coefficient due to the normal distribution of data. 

Table 3. Correlation Analysis Results for the Relationship Between Emotional Response Level 

and Aggression Level 

Variable Aggression 

Emotional reactivity .324* 

*p<.01 

 

According to Table 3, it is possible to say that there was a significant relationship between the 

teachers' scores of emotional reactivity and aggression (r= .324, p<.01). Generally, when we look at 

the literature, we find that aggression varies according to gender. While physical aggression is 

significant in men, verbal and indirect aggression is higher in women. One reason for this may be that 

women's verbal and social skills developed earlier and faster than men  ( Zhang, Lui, & Zhang,2020). 

Arriaga and Aguiar(2019) concluded that women tend to exhibit less aggressive behavior when they 

perceive anger and sadness than men (Arrıaga, & Aguıar, 2019). Emotional impulse scores in women. 
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Considering that reactivity indicates the level of responses appropriate to the situation, they may result 

from being more sensitive to the mimic signs of sadness and anger. 

Do teachers' levels of emotional reactivity and aggression differ by gender? 

The MANOVA analysis was performed to determine whether the levels of emotional 

reactivity and aggression differed significantly by gender. The values achieved in the analysis are 

given in Table 4. 

Table 4. Results of Multivariate ANOVA Analysis Conducted for Scores of The Research 

Variables by Gender 

Variables Gender n X  
S sd F p 

Aggression 
W 131 81.08 20.90 

1-264 32.29 .000 
M 135 95.62 20.83 

Emotional 

Reactivity 

W 131 43.02 11.62 
1-264 26.01 .000 

M 135 36.22 10.06 

 

Considering the MANOVA analysis results in Table 4, it was found that the emotional 

reactivity and aggression levels of the teachers significantly differed by gender [Wilks’ Lambda λ = 

.850, F (1, 263) = 26.01,  p<.001; F(1, 263)=32.29, p< .001)]. Accordingly, while aggression and 

emotional responsiveness scores are high in both genders, it can be said that aggression score is higher 

in men and emotional reactivity in women. Accordingly, while aggression and emotional reactivity 

scores are high in both genders, it can be said that aggression score is higher in men and emotional 

reactivity in women. This may be due to the fact that women are more adequate in recognizing and 

analyzing emotions than men and that they enable them to suppress aggression more strongly than 

men (Coping, 2017). 

Do teachers' levels of emotional reactivity and aggression differ by their professional 

experience year? 

The MANOVA test was performed to determine whether the levels of emotional reactivity 

and aggression differed by the professional experience year. The findings related to the analysis are 

given in Table 5. 

Table 5. Results of Multivariate Anova Analysis for Points Taken from Research Variables by 

Time of Professional Experience Year 

Variables 

Professional 

Experience year n X  S sd F p 

 0-5 year 79 88.22 23.933    

 6-10 year 59 91.96 22.076    

Agression 

11-15 year 31 85.61 19.97 

5-260 .719 .610 

16-20 year 35 89.82 23.24     

 21-25 year 40 87.9 20.45    

 25 + 22 82.81 19.17    

 

 

0-5 year 79 38.26 11.64    

 6-10 year 59 38.08 9.96    

Emotional 11-15 year 31 44.00 11.05 

5-260 1.632 .152 

Reactivity 16-20 year 35 39.08 10.25    

 21-25 year 40 39.9 11.85    

 25 + 22 42.22 13.97    
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According to the results of MANOVA analysis performed to find an answer to the third 

hypothesis in Table 5, the levels of aggression and emotional responsiveness did not differ 

significantly by teacher professional experience year [Wilks’ Lambda λ = .962, F (5, 255) = 1.632, p> 

.05;  F( 5, 255)= .719, p> .05]. Since the difference was not significant, post hoc test values were not 

examined. According to this finding, no difference was found in aggression and emotional reactivity in 

comparison to the time spent in the profession. 

DISCUSSION AND CONCLUSION 

The research concluded that there was a significant relationship between the teachers’ levels 

of emotional reactivity and aggression. Cognitive patterns of individual are effective in the 

performance of aggression (Kutlu-Samet, 2018). How individuals evaluate the context they are in 

plays a decisive role in their choices. Spielberger, Jacobs, Russell, & Crane (1983) stated that the 

emotion which underlies aggression to a large extent is anger (as cited in Ersan, 2019). There are 

studies noting the relationship between emotional reactivity and anger which is felt against frustrations 

and disappointments (Parneix, Péricaud, & Clément, 2013). Teaching is a very important and 

laborsome profession. Teacher, who is happy with the development of the students, sometimes finds it 

difficult to deal with the intensity of daily life and the momentary situations in the classroom. Indeed, 

as one of the places where interaction with people occurs most intensely (Barut, & Kalkan, 2002), 

educational environments are areas of life where there is a constant dynamic interaction between 

teacher’s personal characteristics and contextual challenges (Chaaban, & Du, 2017).  How this 

dynamic interaction results against teacher’s favor is described as burnout (Ören, & Türkoğlu,2006). 

According to Konter (1995), when they get exhausted and frustrated, individuals may snap and have 

difficulty with self-control (as cited in Gökçiçek, 2015). Emotional reactivity of teachers who 

experience such exhaustion can lead to positive or negative consequences in classroom setting 

(Wentzel, 1998). Success in the teacher’s emotional regulation strategies can prevent them from acting 

aggressively in the event of frustration and stress in the classroom (Cengiz, 2017). Considering the 

fact that aggression can be caused by frustration and consequent inability to regulate the negative 

emotions that an individual has encountered, the research result that a positive significant relationship 

between the negative emotional reactions and aggression is supported by the literature (Elmas, 2017; 

Wentzel, 1998). 

According to the findings of this study, the teacher’s emotional reactivity levels significantly 

differed by gender. Accordingly, the female teachers’ mean scores of emotional reactivity were higher 

than the male teachers’ mean scores. Emotional reactivity indicates increased anxiety and stress 

(Yumuşak, 2019). The fact that female teachers have higher emotional intensity and relevant 

emotional reactivity in interpersonal relationships than male teachers is supported by several research 

studies (Hasta, &Güler, 2013; Yurdakul, & Üner, 2015; Çakmak, 2018). Higher levels of tolerance 

towards stress as one of the primary causes of these intense emotions among women than among men 

can explain higher levels of emotional reactivity among female teachers (Pederelli etc., 2018). 

Similarly, Labouvie, Lumley, Jain, & Heinze (2003) stated that reaction of anger was on higher levels 

among women than among men. Cognitive flexibility described as a cause of negative emotional 

reaction increases individuals’ positive emotional reactions (Canas, Quesada, Antoli, & Fajardo, 2003) 

and their levels of thinking about events and phenomena multi-dimensionally (Kutlu-Samet, 2018). It 

can be argued that multi-dimensional thinking can expand the behavioral repertory which may be the 

reflection of anger and cause more positive reactions rather than aggression. In other words, flexibility 

and richness of behavioral repertory indicate the success in emotional regulation skills. Stress can lead 

to affective fluctuations in individual (Eskridge, & Cocker, 1985). Ability to notice these fluctuations 

in emotion and cope with anger and rage caused by disappointments and fluctuations as a result of 

stress point to the importance of emotion regulation skills (Ersan, 2019). Yumuşak (2019) called 

attention to the relationship between emotion regulation skill and emotional reactivity and concluded 

that emotional reactivity was higher among women.  Teaching is a profession in which individuals can 

encounter several stressful situations and which therefore requires using emotion regulation skills all 

the time (Chan, 2003), and higher emotional reactivity among female teachers can be explained by the 

fact that women may have difficulty with their emotional regulation skills compared to men in general 

(Pedrelli et al., 2018).   
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The male teachers’ mean scores of aggression level were found to be higher than the female 

teachers’ mean scores. This finding also corresponds with the studies conducted by Kurtyılmaz (2005) 

and Doğan, Karacan-Doğan and Kayışoğlu (2017) who examined the relationship between preservice 

teachers’ aggression level and various variables. Both studies observed higher aggression levels of 

male preservice teachers than the levels of female preservice teachers. Similar results were achieved 

by studies on samples from teaching profession (Altunay-Şam, Çaypınar, & Alimçam, 2016; Yöndem, 

& Bıçak, 2008). In general, social gender roles allow men to express emotions such as anger and 

frustration more easily and aggressively than women (Hasta, & Güler, 2013).   This might have been 

associated with male teachers’ higher aggression levels achieved in this study compared to female 

teachers. Moreover, how men’s social gender roles facilitate expressing their reactions through 

aggressive behaviors in the cases of frustration may have been effective in higher mean scores of 

aggression among male teachers. 

It was concluded that the teachers’ levels of emotional reactivity and aggression did not differ 

significantly by their length of service. This hypothesis prepared on the basis of the consideration that 

teachers with longer length of service along with age and experience would have more advanced 

emotional regulation skills (Kunzmann, Kupperbusch and Levenson, 2005) was not supported by the 

research findings. Schweizer et al. (2019) concluded that there was no increase in positive emotional 

reactivity and that there was a decrease in the skill of negative affect regulation with aging. That is to 

say, no increase was observed in positive reactivity and ability to coping with negative affect with the 

years of experience in profession. In fact, there are studies indicating that type of aggression changes 

as the age advances. Here, the change is not in the quantity but in the quality of aggression with the 

improving cognitive and social skills. How this study did not investigate the change in quality of 

aggressive behaviors can be shown among the reasons for the fact that no significant difference was 

observed in mean scores of aggression by the length of service.  

 Mean scores of aggression refer to the sum of scores obtained in five subscales. Total score 

achieved from the scores of physical aggression, verbal aggression, hostility, anger and indirect 

aggression subscales was high. Again, emotional reactivity levels of participant teachers were 

evaluated with their total scores of the scale. Emotional reactivity was evaluated with the total score of 

emotional sensitivity, emotional reactivity and psychological resilience subscales. However, the fact 

that no comparison was made on the level of subscales to explore the effect of verbal and social skills 

of female and male participants that may change with age (Walker, & Richardson, 1998; Öcel, 2011) 

on their aggressive behaviors and emotional reactivity is one of the limitations of the research. 

It is thought that testing the hypotheses of this research on a larger sample can support the 

generalizability of these research results. A similar study can be conducted on a sample out of teaching 

profession but with similar demographics to examine the relationship between emotional reactivity 

and aggression among vocational groups. The fact that this research was performed on a sample 

involving the members of the same profession is another limitation of this research. 

Facing obstacles and experiencing conflict is by nature of being a human. In such cases, 

teachers’ ability to recognize and manage their own feelings in a healthy manner is an important skill 

for an environment which facilitates the achievement of the desirable and expected goals of education, 

and it can be a preventive factor for violence in schools. In this context, psychological counselors can 

organize trainings for teachers in emotion awareness and management in schools. 
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Abstract 

The aim of this study is to analyse the science questions in terms of visual content in the higher 

education entrance exams in Turkey. In this context, 1714 questions in total prepared by the Center 

for Measurment, Selection and Placement (CMSP) between 1999 and 2019 in the fields of Physics 

(n=631), Chemistry (n=553) and Biology (n=530) constitute the data source of the study. This study 

includes case study which is one of the qualitative research patterns. The data of the study are 

analyzed by descriptive analysis based on the visual content of questions according to the fields of 

science, their years and their roles in solving questions (partial role and full role). According to the 

results, the science questions: i) are concentrated on greatly physics in terms of visual content 

compared to biology and chemistry on the basis of fields; ii) although visual content varies slightly 

over the years in terms of its type, the formatted drawing image is used quite a lot compared to other 

types; iii) formatted drawing and measurement diagrams in the field of physics in many years, 

formatted drawing and graphics in the field of chemistry , and flowchart and graphics in the field of 

biology have been largely included and iv) the role of visuals in solving the question has been partial 

in physics in many years, and in chemistry and biology it has been found to have a partial role in some 

years and in some cases it has a full role. As a result of the study, it is understood that the science 

questions applied to students at the entrance to university in Turkey do not show a balanced 

distribution in terms of visual content type on the basis of fields.  
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INTRODUCTION 

Science literacy for all students has been the target of many national and international reforms 

for more than two decades. The need for nations' science literacy is considered to be crucial to change 

especially between national and international exam scores and the unsuccessful outlook (Dupuis & 

Abrams, 2017). Exams often cause many students to be more stressful than ever before. Furthermore, 

students build their hopes on good exam results. Therefore, many students think that exam results are 

an important step in determining their life in the future (Setiawan, Garnierand & Isnaeni, 2019). It is 

aimed to understand what students learn, what they do not know well, or to be able to produce 

solutions to them by determining what kind of misunderstandings they have (Bulunuz, Bulunuz, 

Karagoz & Tavsanli, 2016). These exams, which are applied to make a judgment about students' 

learning levels, determine to what extent they are succesful in their intended achievements (Lidar, 

Lundqvist, Ryder & Ostman, 2020). These exams are examples of countries' high school and 

university entrance exams, as well as international exams such as PISA and TIMMS. These exams 

aim to summarize the achievements of the students in the learning process. The main logic in these 

exams is to understand the different modes that formulate the science language (He, Barrera-

Pedemonte & Buchholz, 2019; Wiberg & Rolfsman, 2019). Furthermore, the science language of 

exams is an integration of texts, visual images (diagrams, images, graphics, maps, tables, charts) and 

mathematical expressions (Anagnostopoulou, Hatzinikita & Christidou, 2012a). However, evaluating 

student success in science is to test their knowledge both textually and visually (Dupuis & Abrams, 

2017). Students have to accurately interpret what is requested in the questions and effectively pass on 

their scientific knowledge in order to succeed in the tests (Yeh & McTigue, 2009). In particular, 

students should use these skills at the highest level in science questions with visual content. Students 

need an in-depth understanding of knowledge in order to solve questions of science with visual 

content (LaDue, Libarkin & Thomas, 2015). Students use this information to interpret various forms 

of images in questions (Saß, Wittwer, Senkbeil & Koller, 2012).  

The standard national tests are very important to evaluate students' science achievement and 

to increase the quality of education in the national context. Today, these tests influence the teaching 

way of teachers and students' learning in many countries (Anderson, 2012). Because both teachers and 

students have to respond in accordance with the standards of the exams. To put it simply, this means 

adapting the teaching content to the things tested (Hamilton & Berends 2006; Lidar et al., 2020). The 

standard science tests aim to evaluate both verbal and visual communication skills of student. This is 

because students both should interpret the task demands of the test correctly and should be able to 

transfer their scientific knowledge effectively in order to be successful in such evaluations (Yeh & 

McTigue, 2009). Therefore, it is necessary to configure the science teachers, the teaching process and 

course materials to support students to interpret science questions correctly in both national and 

international standardized tests (LaDue et al., 2015; Moon, Brighton, Jarvis & Hall 2007). University 

exams are the turning point in the career choices of students in the field of science in Turkey. In order 

for students to solve science questions in these exams, they must have an in-depth understanding of 

knowledge in the field and the ability to analyze many conceptual relationships when they graduate 

from high school. Since science questions require a wide range of knowledge and a connection 

between fields on many subjects, it is understood that it is the field where students have much 

difficulty in exams (She, Stacey & Schmidt, 2018). Moreover, science is the field where students 

answer questions at the lowest average in the annual university entrance exams in Turkey. These 

underachievements of students in the field of science are associated with many factors such as 

teachers, schools, resources and family. However, the effect of the structure of science questions on 

students' success in these exams is often overlooked. 

The researches on the exams in Turkey are largely focused on questions in the secondary 

school to high school entrance exams and international exams such as PISA ve TIMSS (Atalmis, 

Avgin, Demir & Yildirim, 2016; Incikabi, Pektas & Sule, 2016; Turkoguz, Balim & Bardakci, 2019). 

It is seen that the international literature is particularly focused on the question structures in the 

university entrance exams (Borji & Sánchez, 2019; Kuramoto & Koizumi, 2018; Mohammadi, 

Moradi & Goldasteh, 2019; Rodrigo, Penas, Miyao & Kando, 2018). In these studies, science 



International Journal of Progressive Education, Volume 16 Number 5, 2020 

© 2020 INASED 

474 

question structures are mostly evaluated in terms of compliance with teaching programs. However, it 

is understood that the studies evaluating the textual and visual content structure and function in the 

questions remain in a very limited number. It is seen that the studies, which examine questions in 

terms of visual content in particular, are very limited (Anagnostopoulou, Hatzinikita & Christidou, 

2012b; Yeh & McTigue, 2009). Moreover, despite the importance of these exams upon Turkish 

society, it is appeared that the researches on science questions in the university entrance exams in 

Turkey remain very limited (Altun, Sendur & Alpat, 2016). However, it is understood that there is not 

any study examining science questions in terms of visual content conducted so far. This study 

contributes to the improvement of science questions in terms of visual content in the university 

entrance exams which will be continued to be applied at a national level in Turkey in the future. The 

study aims to examine the science questions in the university entrance exams in Turkey in terms of 

visual content. In this context, the main question in the study is: What are the visual content structures 

of science questions in the university entrance exams between 1999 and 2019 in Turkey? The sub-

questions that lead to the work in line with this main question are as follows:  

1. Are there any differences in the fields of science in the case of the visual content of the 

questions? 

2. Is there a difference in the distribution of questions over the years in terms of visual content 

type? 

3. Is there any difference in the distribution of the visual content status of the questions 

according to the science fields over the years?  

4. Is there any difference in the distribution of the questions in terms of visual content type 

according to the science fields over the years? 

5. Are there any differences in the distribution of the role of the image in solving the 

questions according to the fields of science over the years? 

Science Tests  

Tests are used as the primary tool to evaluate the success of science education and to develop 

more effective educational programs (Sievertsen, Gino & Piovesan, 2016). Legislators and 

administrators in the community believe that the results of the tests are a reliable indicator of the 

knowledge that students have and their ability to use it. The assessments on student success in the 

field of science play an important role in changing the unsuccessful views of countries' science 

education policies (Lee & Stankov, 2018; Liou, 2017; Said, 2016; Shi, He, Wang, Fan & Guo, 2016). 

In addition, the science tests applied by the countries themselves make it possible to compare the 

individual performances of the students nationwide. These tests are often used to draw conclusions to 

understand learning outcomes in science courses that students receive at various class levels (Lofgren 

& Lofgren, 2017). Moreover, these tests are used to measure and monitor students' academic progress 

(Hursh, 2001; Dupuis & Abrams, 2017; Visone, 2010).  

The Program for International Student Assessment (PISA) and Trends in International 

Mathematics and Science Study (TIMSS), which are applied to evaluate the knowledge and skills 

acquired by students in the field of science, are the most important international exams. These exams 

are seen as a mirror of the education systems of the countries. Today, the results of these exams have 

become an important factor in the design of more effective education models in countries (Feniger & 

Leifstein, 2014; Grey &Morris, 2018; Yemini & Gordon, 2017). Moreover, the educational models of 

the countries overachieved these exams are examined by other countries. Therefore, countries plan 

their education policies by taking the example of the countries that are successful in these exams. 

International monitoring studies in education allows countries to see their situation and compare them 

to those of other countries. In this context, the results of international exams such as PISA and TIMSS 

are used as an instrument for improvements in education and policy-making. Among these exams, 
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PISA, which is conducted to determine the science literacy competencies of 15-year-old students, is 

considered to be the most remarkable exam.  79 countries in total and more than 600,000 students 

participate in the PISA 2018 survey. The average scores of countries and economies in the field of 

science vary between 336 and 590 in PISA 2018. The countries with the highest success in this field 

are Singapore, China, Estonia and Japan. Science literacy defined within the scope of PISA research 

is considered as the ability of students to engage with science-related issues and to reflect on scientific 

facts. PISA science literacy includes the ability to explain facts scientifically. This exam requires 

students to remember their knowledge of a given condition and use their knowledge to interpret the 

facts associated with this condition. Students with this proficiency are expected to define, use and 

create descriptive models and representations. The science content areas in PISA 2018 include 

"Physical Systems", "Systems related to Living", and "Earth and Space Systems". The exam is held as 

computer-based with 6890 students from Turkey. When the class-level distributions of students in the 

sample of PISA 2018 in Turkey are examined, it is determined that 78.8% of the students continue to 

study in the 10th grade, 17.7% of the students continue to study in the 9th grade and 2.9% of the 

students continue to study in the 11th grade. According to PISA 2018 results, Turkey has made big 

progress in science literacy compared to the 2015 PISA results. Turkey has been one of three 

countries among OECD countries that have statistically significantly increased their scores in all three 

areas. Turkey, ranked the 54th in science literacy in PISA 2015 research, has moved to the 39th place 

in PISA 2018 research. Turkey has significantly increased its performance compared to 2015 and also 

increased its average score from 425 to 468. Turkey (0.3%) is above the OECD average (0.7%) in 

terms of the proportion of students below the 1b proficiency level of the students displaying the 

lowest performance in science literacy. The students in Turkey are (4.7%) in the level 1b, (20.1%) in 

the level of 1a, (32.8%) in the 2nd level, (27.3%) in the 3rd level, (12.3%) in the 4th level, (2.3%) in 

the 5th level and (0.1%) in the 6th (Ministry of National Education, 2019). In each cycle of PISA 

studies, an area is chosen as an area-weighted field and in-depth analyzes are performed in that area. 

In this context, the field of science literacy is chosen as weighted field in the PISA 2015 research. 

OECD has published some of the science questions asked to students in PISA 2015 on its website. It 

is understood that the shared questions consist of many different topics and various difficulty levels. 

Moreover, it is understood that the questions are supported by different visuals. A visually supported 

sample question about "Fossil Fuels" is included in Figure 1 (OECD, 2015). 

 

Figure 1. An example of the science questions asked to students in PISA 2015 
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Student Selection Exams for University in Turkey  

In many countries, students have to take student selection exams to enter college after 

graduating from high school (Konecny, Basl, Myslivecek ve Simonova, 2012; Kusayanagi, 2013; 

Borji & Sanchez, 2019; Zhang, 2016; Zhang, Chen & Wang, 2014). The university entrance exams in 

Turkey have taken various names such as the student selection exam, the transition to higher 

education examination, undergraduate placement exam, higher education institutions exam. This 

exam includes a written exam which is applied once or twice a year at specific dates throughout the 

country by the Center for Measurment, Selection and Placement (CMSP) in Turkey. CMSP is the only 

test center in Turkey and in the world on this scale, providing exam services to over ten million 

candidates annually on a national scale. Until the 1960s, only some of the high school graduates in 

Turkey were admitted to universities without exams. With the increase in the number of high school 

graduates over the years, universities' own student selection methods have become unable to meet the 

need. "Inter-University Student Selection and Placement Center (I-USSPC)" was established in 1974 

to serve the purpose. This institution was renamed as “Student Selection and Placement Center 

(SSPC)” with a law amendment made in 1981 and “Center for Measurment, Selection and Placement 

(CMSP)” in 2011. There are different applications in the world regarding the transition from high 

school to university. In Turkey, the system was developed with several changes within years and the 

university entrance system was finalized in 2017 (OSYM, 2020).  

A test of multiple choice and open-ended questions is applied for high school graduates to get 

into universities in Turkey. Application of the exam simultaneously starts and is completed on the 

planned day and time in all the city centres inTurkey. Since the quotas of popular universities and 

departments are very limited, very few students can enter these universities as a result of these exams. 

However, students have the right to re-enter next year if they fail the exam. An evaluation system is 

used in which each four incorrect answers eliminate a correct answer to prevent students from 

answering randomly in exams. The performance of each student is calculated on the basis of the fields 

and the ranking is determined by CMSP.  In this context, students make selections by taking into 

account the base points the universities and programs accepted in the past years. After these 

preferences, CMSP completes the placement of students in university and departments according to 

their success ratings. Both exam results and university placement results are published on CMSP's 

own website. 

Students have to score high marks in these exams to enter popular universities and fields. 

Therefore, these fields where a limited number of students can enter are highly competitive. 

Moreover, schools, families and teachers in Turkey run against making the student successful within 

this period. The test content is the subjects in the courses that the students take during their high 

school years. Depending on the field, these exams include questions from many fields such as 

Turkish, mathematics, physics, chemistry, biology, social sciences. There are 20 questions in total 

respectively  Physics (7), Chemistry (7), Biology (6) in the first part of this exam (BPT); 40 questions 

in total respectively Physics (14), Chemistry (12), Biology (12) in the second part of the exam (FBT) 

for the purpose of determining the proficiency of the students in the science fields. 2.296.138 people 

participate in the 2020-"The Exam of Higher Education Institutions (TEHEI), the Basic Proficiency 

Test (BPT) and 1.672.376 people participate to Field Proficiency Test (FPT) applied by CMSP 

throughout Turkey. According to 2020-TEHEI, 58.68% of candidates from the science-oriented field, 

which also includes science, score 170 and more. This is the minimum passing score applied to 

choose a 4-year undergraduate program in Turkey for 2020. It is seen that the raw score average of the 

2020-BPT science tests is 2.67, and the 2020-FPT raw score average is 1.08 in Physics, 1.41 in 

Chemistry, 1.30 in Biology. However, when the numeric data shared by CMSP through its website are 

examined, the results show that students are very bad at answering correctly the science questions in 

both 2020-BPT and 2020-FP (OSYM, 2020). In addition, it is stated that 1,131,330 (47%) candidates 

in the physics subtest, 1,163,813 (49%) candidates in chemistry subtest 1,477,782 (62%) candidates in 

the biology subtest that all forms the science test have no correct answer in any question in the 

detailed exam evaluation report prepared for 2019-TEHEI (OSYM, 2019). 
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The students are concentratedly prepared for these exams by receiving private tuitions besides 

the education of the school. Science is the field in which the students are mostly in need of these 

private tuitions in Turkey. Within this period, students both repeat the science subjects they take 

during their high school years and solve a large number of questions. Moreover, teachers and 

institutions focus heavily on the sample questions and solutions to similar questions in the past years 

to ensure their students succeed in exams. The fact that the students understand the structure and 

solution techniques of the questions clearly affects their success in the university exams they will 

take. These questions in the field of science have various representations. These representations 

contain various forms, such as text, icons, equations, and visuals. Students need to have an in-depth 

conceptual understanding to understand and interpret these different usages in science questions. In 

particular, students not only need to have a wide knowledge structure but they need to have also 

analytical thinking skills to interpret questions of science with visual content.  

Visual Representation and Students’ Evaluation of Questions in Science  

Visual representations are called symbolic (figurative) representations in the related literature 

(Petersson, 2002). Symbolic representations include visual learning representations like diagrams, 

pictures, photos, models, charts, maps, tables, and various symbols (Coleman, McTigue & Smolkin, 

2011; Moline, 1995; Roberts et al., 2013; Schraw, McCrudden & Robinson, 2013; Schraw & Paik, 

2013; Vekeri, 2002). Presenting the content of science in different modes is quite important for the 

student to effectively configure knowledge. It is pointed out in the related literature that learning in 

science through texts and visual expressions is much more permanent than learning only through text 

for the student (Ardasheva, Wang, Roo, Adesope & Morrison, 2018; Gross, Wright & Anderson, 

2017). Because students understand natural phenomena better while working with visuals on scientific 

texts in science (Mayer, 2013; Newman & Ogle, 2019). Presentation of science content through visual 

representation supports an in-depth understanding (Ainsworth, 2006, 2008; LaDue et al., 2015; Rau, 

2018; Rau, Michaelis & Fay, 2015; Stieff, Werner, DeSutter, Franconeri & Hegarty, 2020; Tippett, 

2016). National Research Council [NRC] (2012, 2013) and Next Generation Science Standards 

[NGSS] (2013) emphasize the importance of visual representation to understand science. According 

to NGSS Lead States (2013), in addition to writing in science, students' interaction with visual 

learning representations such as drawings, models, diagrams, charts and tables is critical for students 

to provide more effective scientific insight. 

If it is not possible to observe and try processes and concepts, it is important to make these 

situations understandable with visual representations in a course (Preston, 2017).  Coleman et al. 

(2011) indicate the use of visual representations for learning purposes has a strong effect on 

accurately explaining and sampling abstract concepts in science. Visuals in science are powerful 

learning tools for students (Carney & Levin, 2002; Guo, Wright & McTigue, 2018). This is because 

visual representations enable targeted messages in science with scientific texts to reach the student 

effectively. Many studies shows that it is greatly easier for students to understand the content of 

science enriched with visuals (Chang, 2012; Cheng & Gilbert, 2014; Wilson & Bradbury, 2019; Gou, 

Zhang, McTigue & Wright, 2017). Visual content is seen as a valuable teaching representation in 

science education as well as effective structures in evaluating students' science learning. Particularly 

in many countries, science questions in university entrance exams have parts that focus on students' 

visual content skills. Questions with this visual content require students to use their interpretation, 

analysis, reasoning, problem solving and in-depth thinking skills. 

METHOD 

The Design of the Study 

This research is a case study created for the purpose of examining the questions of the science 

field in terms of visual content in the selection exam applied to higher education institutions after 

secondary education in Turkey. The case study focuses on in-depth examination and depiction of a 
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phenomenon within certain limits (Merriam, 2002; Yin, 2009). In other words, it is a qualitative 

approach that the researcher collects information through various materials and documents relating to 

a particular phenomenon over a given period of time (Creswell, 2013). This is because the research is 

based entirely on document-based data, which is the focus of research on its own. Such a research is 

defined as a document review (Bretschneider, Cirilli, Jones, Lynch & Wilson, 2017; MacDonald & 

Tipton, 1996). Therefore, this research is a document review examining the visual content status of 

science questions in the exams applied for students entering university in Turkey between 1999 and 

2019.  

The Data Source of the Study 

The data source of the study consists of the science questions in the selection exam applied to 

the students between 1999 and 2019. One or two exams every year for the students who have 

graduted from the high school to be able to get into universities are held by the Center for 

Measurment, Selection and Placement (CMSP). In this context, the science exams applied for the 

purpose of selecting students to place in the universities in Turkey were implemented as a single-stage 

exam system between 1999 and 2005 and as a two-stage exam system between 2006 and 2019. The 

documents of the study are obtained through open access via the web page of CMSP. The questions 

belonging to all years in the field of science include multiple choice items. The distribution of 

questions from the fields of science used in these exams according to the years is presented in Table 1. 

Table 1. The distribution of science questions in university entrance exams on the basis of fields 

according to the years  
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1999 19 13 12 44  2011-2 30 30 30 90 

2000 19 14 12 45  2012-1 14 13 13 40 

2001 19 14 12 45  2012-2 30 30 30 90 

2002 19 14 12 45  2013-1 14 13 13 40 

2003 19 14 12 45  2013-2 30 30 30 90 

2004 19 14 12 45  2014-1 14 13 13 40 

2005 19 14 12 45  2014-2 30 30 30 90 

2006-1 13 9 8 30  2015-1 14 13 13 40 

2006-2 13 9 8 30  2015-2 30 30 30 90 

2007-1 13 9 8 30  2016-1 14 13 13 40 

2007-2 13 9 8 30  2016-2 30 30 30 90 

2008-1 13 9 8 30  2017-1 14 13 13 40 

2008-2 13 9 8 30  2017-2 30 30 30 90 

2009-1 13 9 8 30  2018-1 7 7 6 20 

2009-2 13 9 8 30  2018-2 14 13 13 40 

2010-1 14 13 13 40  2019-1 7 7 6 20 

2010-2 30 30 30 90  2019-2 14 13 13 40 

2011-1 14 13 13 40  Total 631 553 530 1714 

 

When Table 1 is examined, the exams between 1999 and 2009 are conducted as the Student 

Selection Exam (SSE), and there were 44 exam questions in the field of science (Physics 19, 

Chemistry 13 and Biology 12) in 1999. In the SSE conducted in 2000 and 2005, there were 45 

questions in the field of science (Physics 19, Chemistry 13 and Biology 12) In 2006 and 2009, the 

exam was turned into two-stage exam system and there were 30 questions of science in SSE-

1(Physics 13, Chemistry 9 and Biology 8) and there were 30 questions of science in SSE-2 (Physics 

13, Chemistry 9 and Biology 8). Afterwards, the exam changed between 2010 and 2017 and there 

were 40 science questions (Physics 14, Chemistry 13 and Biology 13) in the first stage Higher 

Education Placement Exam (HEPE)  and there were 90 science questions (Physics 30, Chemistry 30 

and Biology 30) in the Undergraduate Placement Exam (UPE). Finally, the exam changed again 

between 2018 and 2019, and there were 20 science questions (Physics 7, Chemistry 7 and Biology 6) 



International Journal of Progressive Education, Volume 16 Number 5, 2020 

© 2020 INASED 

 

479 

in the first stage called Basic Proficiency Test (BPT), and there were 40 science questions in the Field 

Proficiency Test (FPT) (Physics 14, Chemistry 13 and Biology 13). When the total numbers are 

examined, it is seen that there were 1714 science questions in total between 1999 and 2019, of which 

are 631 in physics, 553 in chemistry and 530 in biology.  

The Analysis of the Data   

The data of the study are descriptively analyzed in the context of the taxonomy that Yeh & 

McTigue (2009) classified visual content types. When the classifications on visual representations are 

examined in the relevant literature, it is observed that many of them are categorized under almost the 

same visual types (Lohse, Biolsi, Walker & Rueler, 1994; Moline, 1995). However, it is found that 

visual content evaluation in the researches just related to science exam questions is only included in 

the studies belonging to Yeh & McTigue (2009). Within this framework, all questions in the field of 

science applied in university entrance exams between 1999 and 2019 are evaluated by using the visual 

content classification that Yeh & McTigue (2009) define under eleven categories. These 

classifications are:  Formatted Drawing (C1), Illustrated Dictionary (C2), Measurement Diagram 

(C3), Flowchart (C4), Table (C5), Graphic/Histogram (C6), Section (C7), Hybrid (C8), Photo (C9), 

Natural Drawing (C10) and Map (C11). Furthermore, a second analysis is conducted by sampling the 

rubric, in which Yeh & McTigue (2009) define the role of the image in solving science questions. In 

this context, a two-level classification system is created and questions containing images are 

examined according to this system. The role of the image in answering the question is divided into 

two categories: partial and full role. The image, which has a partial role in answering the question, 

defines the situation in which the student should use both the image and the information in the root of 

the question in order to answer the question. The image, which has a full role, describes the situation 

in which only visual content is sufficient for the student to answer the question. Table 2 includes 

classification of visual content types, there are visual content samples about science questions in 

Table 3, and there are examples on the role of visuals in answering questions in Table 4. The data of 

this study are calculated as frequency and percentage values in the SPSS 18 Program.  

Table 2. Classification system for visual content 

Visual Type / 

Code Name 
Description of The Image 

Formatted Drawing / C1 
Drawing the image only in an external way or the visual represented by a symbolic 

drawing.  

Illustrated Drawing / C2 Naming picture sections with tags (e.g. Labeling root and leaves in plant growth). 

Measurement Diagram / C3 Representation of a measurement within the visual (size, temperature, distance, etc.). 

Flowchart / C4 It is the demonstration of stages of a process with arrows or numbers. (E.g. life cycle) 

Table/  C5 Images formatted with cells that contain rows and columns. 

Graphics /Histogram/ C6. Reorganizing quantitative information in a visual format. 

Section / C7 
Marking the internal parts or processes of a structure with labels (E.g. Internal structure 

of blood vessels). 

Hybrid / C8 Images with two or more visual types together. 

Photo / C9 Using a photo of a topic (E.g. Picture of a glacier) 

Natural Drawing / C10 
A depiction of all the characteristics about a subject (e.g. A bird covered in beautiful 

feathers) 

Map / C11 
Marking to demonstrate geographical features spatially such as mountains and other 

structures (E.g. air stream map of United States) 

*C: Code 

 

The examples on visual content of science questions in the university entrance exams are 

shown in Figure 2 and Figure 3.  
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Figure 2. The samples of science questions containing images used in the university entrance 

exams in turkey 

 

        

Figure 3. Examples on the role of visuals in answering science questions 
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Analysis Reliability of Data  

Three assistant professors who are the expert in science education independently evaluated 52 

questions from the field of science in the university entrance exams applied in Turkey between 1999-

2019 in January 2020.  The two experts here (identified as the second and third evaluator) are the 

authors of this study. Within the scope of the figurations to ensure data analysis reliability, it is 

obtained that the correlation value is .93 between the evaluations of the first and second experts, and it 

is .90 between the evaluations of first and third specialists. Following these high consistency values, 

two researchers jointly analyze all questions in the field of science between 1999 and 2019 in terms of 

their visual content. Some disagreements between the researchers regarding the category under which 

image will be evaluated are resolved by reaching a full agreement by including in the interview with 

the other expert.  

Results 

In this section, the results of the analysis on the science questions in terms of visual content in 

the university entrance exams applied in Turkey are presented. The distribution of the visuals used in 

the science questions in the university entrance exams within the fields and all science questions is 

shown in Chart 1.  

 

Chart 1. The distribution of visuals used in science questions in university entrance exams 

within fields and total questions 

 

When the Chart 1 is examined, there are 1714 questions in the field of science between 1999 

and 2019 total, and 743 of these questions are found to have visual representation. In addition, it is 

determined that visual representation is mostly used in physics questions (n= 443) and used in 

chemistry questions at the very least (n=129).  

The distributions of the visuals used in the science questions in the university entrance exams 

according to their types are shown in Table 3.  
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Table 3.  The distribution of the visuals used in the science questions in the university entrance 

exams according to their types  

Year 
Total number 

of questions 
C1 C2 C3 C4 C5 C6 C7 C8 

The number of 

Questions with 

visuals 

1999 44 11 0 7 2 0 2 0 0 22 

2000 45 10 0 7 1 0 5 1 0 24 

2001 45 12 1 6 1 0 5 1 1 27 

2002 45 10 0 6 1 1 4 0 0 22 

2003 45 14 0 7 1 2 4 0 1 29 

2004 45 12 0 2 1 0 5 0 0 20 

2005 45 15 0 4 1 4 2 2 2 30 

2006-1 30 8 0 3 0 0 3 0 2 16 

2006-2 30 8 0 1 1 0 1 1 1 13 

2007-1 30 9 0 3 1 3 2 0 0 18 

2007-2 30 8 0 3 0 0 2 1 2 16 

2008-1 30 10 0 3 1 4 2 0 0 20 

2008-2 30 7 0 5 1 1 2 0 0 16 

2009-1 30 7 0 1 0 3 2 0 1 14 

2009-2 30 8 0 1 1 0 2 0 2 14 

2010-1 40 7 0 3 0 3 3 0 2 18 

2010-2 90 17 2 8 2 4 3 0 1 37 

2011-1 40 9 1 3 2 4 2 1 1 23 

2011-2 90 18 1 4 3 1 4 2 2 35 

2012-1 40 10 1 2 1 1 4 0 0 19 

2012-2 90 15 0 6 3 0 4 0 1 29 

2013-1 40 11 2 0 0 2 4 1 0 20 

2013-2 90 18 3 3 3 3 6 1 0 37 

2014-1 40 6 0 2 2 4 5 0 1 20 

2014-2 90 19 2 2 3 2 4 0 1 33 

2015-1 40 4 1 0 2 4 5 1 1 18 

2015-2 90 15 5 1 2 1 4 0 0 28 

2016-1 40 6 0 0 0 4 2 0 1 13 

2016-2 90 14 6 1 1 5 3 0 0 30 

2017-1 40 8 2 0 0 3 2 0 1 16 

2017-2 90 14 2 3 2 1 3 1 1 27 

2018-1 20 1 0 0 1 1 0 1 0 4 

2018-2 40 7 1 1 1 1 3 0 1 15 

2019-1 20 4 0 0 2 1 0 0 1 8 

2019-2 40 6 3 0 0 1 0 0 2 12 

Total 1714 358 33 98 43 64 104 14 29 743 

 

When  the distribution of the images included in the science questions in the university 

entrance exams is examined in terms of their types according to the years in Table 5, it is observed 

that the formatted drawings (n=358) are mostly preferred, while the categories like the section (n=14), 

hybrid (n=29) and illustrated dictionary (n=33) are preferred less. In addition, it is found out that the 

types of visual representation called picture, natural image and map are not used in any questions. On 

the other hand, it is found out that the highest use of visual content is identified  in the exams held in 

2010-2 and 2013-2 (n=37) while the least use of visual content is identified in the exam held in 2018-

1 (n=4).  

The percentaged distributions of the science questions in the university entrance exams in 

terms of visual content according to the fields and total number of questions are given in the Chart 2.   
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Chart 2. The percentaged distributions of the science questions in the university entrance exams 

in terms of visual content according to the fields and total number of questions 

 

There is the percentaged distribution of the visual content on the basis of the fields according 

to the years and in terms of the total number of science questions in the university entrance exam in 

Chart 2. When it is examined according to the years, there appears to be a decrease in the percentage 

of the visual content used in the questions asked in the field of physics. In particular, it is understood 

that all the questions asked in the field of physics include (100%) visual representation in the exam 

held in 2008-1 When the questions asked in the field of chemistry according to the years, it is found 

out that there is no visual content in the exams held in 2006-2 and 2018-1, and the similar situation is 

valid for biology in the exams held in 2006-1 ve 2009-1. Moreover, it is detected that the visual 

representation is mostly used in the field of chemistry in 2009-1 (56%) and in the field of biology 

(67%) in 2005.  The percentaged distribution of visual content types used in the questions of physics, 

chemistry and biology is seen in Table 4. 

Tablo 4. The percentaged distribution of the questions on the fields of science in the university 

entrance exams in terms of visual content on yearly basis 

Year 
Physics Visual Code Chemistry Visual Code Biology Visual Code 

1 2 3 4 5 6 8 1 2 3 4 5 6 8 1 2 4 5 6 7 8 

1999 58  32   5    8       17  8   
2000 47  37   5       21  8  8  8 8  

2001 47  32   11  14     7  8 8 8  17 8 8 

2002 47  32   11  7    7     8  17   
2003 53  37     21     14  8  8 17 17  8 

2004 53  11   5  7     14  8  8  17   

2005 63  21     14    14 14  8  8 17  17 17 
2006-1 62  23    8      33 11        

2006-2 62  8   8 8          13   13  

2007-1 62  23  8       11 11  13  13 13 13   
2007-2 46  23    8 11     11 11 13    13 13  

2008-1 69  23   8  11    22 11    13 25    

2008-2 38  38   8  22    11 11    13     
2009-1 46  8  8  8 11    22 22         

2009-2 54  8   8 8 11         13  13  13 

2010-1 50  21    14     15 15     8 8   
2010-2 43  27   3  10 3    7  3 3 7 13   3 

2011-1 64  14  7 7      15 8   8 15 8  8 8 

2011-2 47  13   10 7 10 3   3   3  10  3 7  
2012-1 71  14          15   8 8 8 15   

2012-2 40  20   3 3 7   3  3  3  7  7   

2013-1 57    7 7   8   8 15  23 8   8 8  
2013-2 40  10   3  20 3   10 7   7 10  10 3  

2014-1 29  14   7      15 23  15  15 15 8  8 

2014-2 40 3 7   7 3 17     3  7 3 10 7 3   
2015-1 29 7   7 7 7     15 8    15 8 23 8  

2015-2 40 10 3   3  10 3   3 3   3 7  7   

2016-1 36    14        8  8   15 8  8 
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2016-2 33 3 3  3 3  13 3       13 3 13 7   

2017-1 29    7 7 7  8   8   31 8  8 8   
2017-2 37  10   3  10     7   7 7 3  3 3 

2018-1 14    14            17   17  

2018-2 36  7 7  7  15 8   8       15  8 
2019-1 57      14     14     13     

2019-2 21      7 23 8   8    15     8 

Total 45 1 15 <1 2 4 2 9 2 <1 <1 5 7 <1 4 3 8 5 7 3 2 

 

There are the percentaged distributions and average percentages of the visual content types 

preferred in the questions of physics, chemistry and biology in the university entrance exams on 

yearly basis in Table 6. When Table 6 is examined, it is understood that in terms of visual content C1 

(45%) is preferred much higher than the other types of visual contents in the questions of physics. In 

addition, it is determined that the visual types like C3 (15%) and C6 (4%) are also used frequently in 

the questions of physics. Moreover, it is seen that the visual types like C5 and C8 are used within the 

questions of physics even in limited numbers in different years. Nonetheless, it is understood that the 

visuals like C2 and C4 are within the very least questions of physics and in a very small number of 

years. It is noticeable that C1 (9%), C5 (5%) and C6 (7%)  are used more than other types of visual 

content used in chemistry questions. Besides, C3, C4 ve C8 are used in chemistry questions at a very 

low rate (<1) compared to other visual types. C4 (8%) and C6 (7%) are used more than other visuals 

in terms of the type of visual content used in biology questions. In addition to these, it is understood 

that the visual content types like C9, C10 and C11 are not included in any year in the questions within 

all fields of science. Yet, it is found out that the C7  is not contained within the questions of physics 

and chemistry, and the C3 is not included in biology questions. Furthermore, it is determined that the 

usage rates of C4 in the field of physics, C3, C4 and C8 in the field of chemistry are below 1%. When 

we look at the rates of the diversity of visual usage on the basis of all science fields, it is seen that this 

situation is more balanced in the questions of biology.  

The percentaged values defining the role of the visual content in solving the science questions 

are included in Chart 3.  

 

Chart 3. The percentaged distribution on the role of visuals in solving the science questions 
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The percentaged rates on the role of the visual representation in answering the science 

questions are shown in Chart 3. When the percentaged distributions are examined, it is observed that 

most visual questions in the field of physics have a partial role in many years, and moreover, all visual 

questions in the field of physics have a partial role in the 2018-2 and 2019-1 exams. It is understood 

that all questions with visuals in the field of chemistry have a partial role in the 1999, 2001, 2002, 

2003, 2009-2, 2012-1 and 2016-1 exams in chemistry, and all of the visual questions in the 2007-1, 

2017-1 and 2019-1 exams have a full role. However, it is understood that all questions with visual in 

the field of  biology are partial in the 1999, 2001, 2008-2, 2012-1 and 2018-1 exams, and all visually 

images have a full role in the 2010-1 and 2019-1 exams. In addition, in chemistry in the 2006-2 and 

2018-1 exams and in biology 2006-1 and 2009-1 exams it is seen that no role is observed because no 

visual is used. 

Discussion, Results and Suggestions  

In this study, the science questions involved in the university entrance exams in Turkey 

between 1999 and 2019 are examined in terms of visual content. The status of the visual content in the 

questions indicates the important results in terms of the fields of science, years and roles in solving 

questions.  

The visual content in analyzed questions is found to be concentrated mainly on physics 

compared to the fields of chemistry and biology. Many concepts in the field of physics are often 

difficult to be understood by students through oral or written texts. Therefore, these concepts in the 

field of physics should be supported with visuals that students will understand correctly (Martin, 

Mullis, Foy & Stanco, 2012). The situation that arises here can be explained by the fact that the 

experts preparing questions in the field of physics understand the importance of supporting the 

content of the subjects not only with text but with visuals (Yeh & McTigue, 2009). On the other hand, 

it is an astonishing result that visual content is much less involved in questions in chemistry and 

biology than in physics. Since both the fields of biology and chemistry contain largely abstract 

concepts, visuals play an important role in students' meaningful understanding of the knowledge in 

these fields. This situation can be explained by the fact that the experts preparing the questions of 

biology and chemistry create question content only through texts instead of the visual supported 

question content because this question structure is easier to prepare than the latter. This is because 

choosing and preparing a visual suitable for the content of a question in science is often seen as a 

laborious task. Moreover, it is a fact that for an expert preparing questions presenting the problem 

regarding the science content by associating it with an original image requires a truly creative 

thinking. The fact that the images in the questions do not show a balanced distribution for each 

science discipline indicates that the experts who prepare these questions are either not provided with 

the field-specific visual content training or are weak about it. It can also be said that while creating 

question pools for biology and chemistry fields, it is not paid attention to display a balanced 

distribution on the basis of fields for both visual and text-only questions. 

It is determined that the science questions in terms of the visual type are concentrated on 

largely formatted drawing according to all years. That formatted drawing is mostly preferred in the 

analyzed exam questions may result from easier preperation of this type because  formatted drawing 

visuals are a simple and symbolic presentation of a content in science. On the other hand, it is 

understood that the use of hybrid, which represents the combination of the content with more than one 

visual type in a science question, is rather weak. The low preference of the images of hybrid in the 

questions can be explained by the fact that the experts do not know these structures adequately. It can 

also be difficult to convert a science content to a question with the interaction of multiple images. 

Contrary to this research, Yeh & McTigue's (2009) indicate that commonly used visuals are illustrated 

dictionaries, graphics and hybrids in their studies in which they examine the visual content of science 

questions in student selection exams in United Sates of America. In fact, it is understood that hybrid is 

preferred extensively when analyzed various materials such as science textbooks, supplementary 

references, science journals. In addition, it is observed that photographs, natural drawings and maps, 
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which take an important place in many models where visual representations are classified in the 

literature, are not included in any questions in all years. In science, students need visual 

representations such as photographs, natural pictures and maps from the universe they live in to make 

sense of the content correctly and to remember it more easily (Chang, 2012; Slough, McTigue, Kim & 

Jennings, 2010; Wilson & Bradbury, 2016). Today, most of the written materials in science are 

depicted naturally through current and retrospective photographs, depictions through the drawings 

that are closest to reality, and maps representing spatial information from a particular place are used 

extensively (Coleman, et al., 2011; McTigue & Flowers, 2010; McTigue & Flowers, 2011). 

Especially in recent years, many subjects in science are included in the content that requires students 

to relate spatially from the current life. Considering the explanations regarding these images, it is a 

surprising result that these structures are not included in the analyzed science questions. It is thought 

that the reason for not using the visuals in science questions is due to preferring to present the subject 

with familiar visual representations on the basis of science disciplines. Considering the richness of the 

content of science, students can mix many of the shapes and symbols. Moreover, students cannot 

associate situations, objects, events and processes that represent the content of science with their own 

mental models (Lindner, Eitel, Strobel, & Koller, 2017). It is an unexpected finding that these images 

are not preferred in the analyzed questions.  

When the distribution of use of visuals in science questions according to years on the basis of 

fields is examined, it is determined that the use of visuals in the questions of physics has decreased 

significantly in recent years. Moreover, it is understood that this has decreased in recent years while 

the images are used in almost all or the vast majority of the questions of physics in many years. 

However, it is observed that the use of visuals in the questions of chemistry has decreased 

significantly in recent years and has not been used at all in some years. It is found out that the use of 

visuals in the questions of biology has shown certain increases and decreases over the years and has 

never been used in some years, however, there has been a certain increase in visual use in recent 

years. The decrease in the number of visual content usage in the questions of physics and chemistry in 

recent years indicates that the question pool created by experts has turned into a predominantly textual 

orientation. Moreover, it can be said that the questions directly evaluating student’s knowledge level 

in these two fields are mostly concentrated. However, it can be shown as the reason behind the 

increase in the visual contents in the field of biology in recent years is that the subjects in the 

curriculum are taught to the students through very rich printed and digital visuals in schools today and 

this is taken into consideration by the specialists.  

When the distribution of visual types in the questions on the basis of the fields is evaluated, it 

is understood that the formatted drawing is mostly included in the field of physics. On the other hand, 

it is observed that the illustrated dictionary and flow chart are less preferred in the questions of 

physics. It is determined that the formatted drawing, table and graphic images become prominent in 

the questions of chemistry. However, it is understood that the use of the measurement diagram, flow 

chart and hybrid in the questions of chemistry remains very low. Flowchart and graphic images are 

found to be more preferred in the questions of biology.  Yet, it is found out that there are no photos, 

natural drawing and map in any science questions. Besides, it is indicated that there is no section in 

any questions of physics and chemistry and no measurement diagram in any questions of biology. The 

reason for the prominency of formatted drawing in the questions of physics and biology is that it is the 

easiest and most appropriate visual representation to convert the  knowledge content into a question 

(Yeh & McTigue, 2009). In particular, it is known that the formatted image in various sources of 

knowledge is heavily preferred to simplify the complexity of the subjects in both areas. Therefore, 

while preparing questions in these two areas, it can be said that experts use the formatted drawing, 

which is the easiest and familiar visual type in modeling abstract and complex information. However, 

it is not surprising that the topics in the field of biology contain a variety of facts and processes on the 

basis of living things and life, and that flow diagrams and graphics are the most suitable visuals to 

support the questions prepared in this field.  

When the role of visuals is evaluated in solving questions, it is determined that visuals in the 

questions of physics often have a partial role in many years. It is also understood that all or the vast 
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majority of visual questions in physics have a partial role in recent years. It is determined that the 

visuals in the questions of chemistry show partial and full role-weighted distribution in various years, 

however, in some years, all of the questions have partial or full roles. It is found out that the visuals in 

the questions of biology show a partial and full role-weighted distribution in various years. However, 

it is understood that all of the visuals in the questions of biology have partial or full role in some 

years. It is also understood that the explanations, numbers and symbols with the texts are exactly the 

same as the image added to the question and look like their repetition in the analyzed questions. To be 

more precise, the content of the question that will be asked only with visual or text seems to be 

repeated twice. Therefore, visuals have a full role in such a question and the text is understood as 

unnecessary. In addition, the intense prominency of the partial role in the questions in the fields of 

science indicates that some questions are difficult to be structured only by visual (Anagnostopoulou et 

al., 2012). This is because the visuals alone remain weak in the ability to present many subjects in 

science. Therefore, while preparing questions on such issues, some supportive information is needed 

in additin to the visual (Yeh & McTigue, 2009; Saß, Schütte & Lindner, 2017). 

This study, which presents important results on the visual structure of science questions in 

Turkey's 20-year university entrance exams, is seen as valuable in terms of contributing to the experts 

who have prepared the science question for university entrance exams. The results provide clues to 

policy makers on measurement and evaluation and experts who prepare questions in terms of 

improving visual content in the field of science and moving it to better points. The number and 

diversity of visual content in exams clearly indicate the production of comparison and discussion 

between the fields of science. Although the total use of various visual types remains weak on the basis 

of science fields, it is seen that different types of visuals are included in the exams to evaluate student 

performance in various years. In addition, the revealed results that some images show a special spread 

to the disciplines of science, or rather, it is understood that these disciplines are the most 

representative images of the subject content. However, given the science question pools in the 

university entrance exams, the discussions on the intensity of the visual types that are weak or not in 

the questions chosen for years can be considered as a limitation of this study.  

The way students interpret the information should be diversified by including the visual types 

used poorly in the questions according to the science fields in the content of the questions in the future 

exams. It should be provided the expert preparing science questions with a training opportunity in the 

context of visual content. The scientists from the fields of science should be able to come together to 

discuss which topic contents can be represented by visuals, or what kind of visuals can be presented 

with a more appropriate representation, and they should be able to create a relevant question-

preparation guide. In addition, the necessary improvements should be made in the context of visual 

contents in high school programs by evaluating the statistics of the science question types with visuals 

that are correctly answered by the students. As a final recommendation, science exams can include 

question structures in which the students will draw their own mental models related subjects. 
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