
International Journal of Progressive Education, Volume 16 Number 6, 2020 

É 2020 INASED 

 

i 

  



International Journal of Progressive Education, Volume 16 Number 6, 2020 

É 2020 INASED 

ii  

 

 

 

 

 

 

Volume 16          Number 6        December 2020 

DOI: 10.29329/ijpe.2020.277 

 

 

 

 

 

 

 

 

An International Journal Published by International Association of Educators (INASED) 

  



International Journal of Progressive Education, Volume 16 Number 6, 2020 

É 2020 INASED 

 

iii  

International Journal of Progressive Education 

Frequency: Six times a year. 

ISSN: 1554-5210  

Owner: International Association of Educators  

Publisher: Pen Academic Publishing 

Indexing/Abstracting:  

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

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

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

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

5. ERIC: http://www.eric.ed.gov 

6. ERIH Plus: https://dbh.nsd.uib.no/publiseringskanaler/erihplus/ 

2020 Subscription Rates  

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

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

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

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

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

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

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

International Association of Educators  

c/o: Dr. Alex Jean-Charles  

901 S National Ave Hill Hall 205D Springfield, MO 65897  

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

department ijpe-editor@penpublishing.net 

 

 

 

 

 

http://www.oclc.org/worldcat/default.htm
http://www.doaj.org/home
http://www.ebsco.com/
http://www.cabells.com/
http://www.eric.ed.gov/
https://dbh.nsd.uib.no/publiseringskanaler/erihplus/
mailto:ijpe-editor@penpublishing.net


International Journal of Progressive Education, Volume 16 Number 6, 2020 

É 2020 INASED 

iv 

 

International Journal of Progressive Education 

Editor: 

Hakan Dedeoglu Hacettepe University, Turkey 

  

Managing Editor: 

Martina Riedler Canakkale Onsekiz Mart University, Turkey 

  

Associate Editor: 

Chen Xinren Nanjing University, China 

  

Assistant Managing Editors: 

Eryca Rochelle Neville University of Missouri-Columbia, USA 

Alex Jean-Charles SUNY College at Oneonta, USA 

Mustafa Koc Isparta Suleyman Demirel University, Turkey 

He Ning Nanjing University, China 

  

Editorial Board: 

Bertram Chip Bruce University of Illinois at Urbana-Champaign, USA 

Peggy Placier University of Missouri-Columbia, USA 

Yang Changyong Southwest China Normal University China 

Sharon Tettegah University of Illinois at Urbana-Champaign, USA 

Fernando Galindo Universidad Mayor de San Sim·n, Bolivia 

Susan Matoba Adler University of Hawaii West Oahu, USA 

Carol Gilles University of Missouri-Columbia, USA 

Julie Matthews University of the Sunshine Coast, Australia 

Nezahat Guclu Gazi University, Turkey 

Cushla Kapitzke University of Queensland, Australia 

Catalina Ulrich Universitatea din Bucuresti, Romania 

Juny Montoya Universidad de Los Andes, Bogot§, Colombia 

Winston Jumba Akala Catholic University of Eastern Africa, Kenya 

Kwok Keung HO Lingnan University, Hong Kong 

Sara Salloum University of Illinois at Urbana-Champaign, USA 

Pragasit Sitthitikul Walailak University, Thailand 

Serkan Toy Iowa State University, USA 

Catherine D Hunter University of Illinois at Urbana-Champaign, USA 

Bongani Bantwini University of Illinois at Urbana-Champaign, USA 

Mehmet Acikalin Istanbul University, Turkey 

Luisa Rosu University of Illinois at Urbana-Champaign, USA 

Sheila L. Macrine Montclair State University, USA 

Tuncay Saritas Iowa State University, USA 

Martina Riedler Canakkale Onsekiz Mart University, Turkey 

Ihsan Seyit Ertem Gazi University, Turkey 

Youngyung Min University of Illinois at Urbana-Champaign, USA 

Raul Alberto Mora Velez University of Pontificia Bolivariana, Columbia 

Van-Anthoney Hal University of Illinois at Urbana-Champaign, USA 

Chan Raymond M.C. Hong Kong Baptist University 

Pauline Sameshima Lakehead University, Canada 

Erdal Toprakci Ege University, Turkey 

Hye-Young Park University of Illinois at Urbana-Champaign, USA 

Ali Ekber Sahin Hacettepe University, Turkey 



International Journal of Progressive Education, Volume 16 Number 6, 2020 

É 2020 INASED 

 

v 

John L. Pecore University of West Florida, USA 

Salim Razē Canakkale Onsekiz Mart University, Turkey 

Yasser A. Al-Hilawani Yarmouk University, Irbid, Jordan 

Levent Cetinkaya Turkish Educational Research Association 

Serkan Yēlmaz Hacettepe University, Turkey 

John L. Pecore University of West Florida 

David Ansong University of North Carolina at Chapel Hill 

Arturo Rodriguez Boise State University, USA 

Michael Jessee Adkins Marshall University, USA 

Thomas G Ryan Nipissing University, Canada 

Mustapha Alhassan Clark Atlanta University, USA 

  

Advisory Board 
 

Lu Youquan East China Normal University 

Ma Hemin East China Normal University 

Chrispen Matsika Georgia College & State University 

Jeylan Woliye Hussein Almeya University, Ethiopia 

Zorhasni Zainal Abiddin University Pudra Malasia 

Sevgi Kingir Hacettepe University 

Yalcin Yalaki Hacettepe University 

Serkan Yilmaz Hacettepe University 

Pinar Ozdemir Hacettepe University 

Nergiz Kardas Hacettepe University 

H¿seyin Kotaman Harran University 

Ahmet Saylēk Ankara University 

Hakan Sarē­am Dumlupēnar University 

Abuzer Akg¿n Adēyaman University 

Munise Se­kin Kapucu Osmangazi University 

ķ¿kran U­uĸ Ahi Evran University 

Engin Karadaĵ Eskisehir Osmangazi University 

M Bahattin Acat Eskisehir Osmangazi University 

Zeynep Sonay Polat Ay Hacettepe University 

Feyzullah ķahin D¿zce University 

¥zlem ¢akēr Ankara University 

Gºkhan G¿neĸ Hakkari University 

Ann Marie Smith University of Texas of the Permian Basin 

Selim Soner S¿t­¿ Baĸkent University 

Amrita Dhawan City University of New York 

  

Editorial Assistants 

Levent Cetinkaya Turkish Educational Research Association 

Ulas Yabanova Dumlupēnar University, Turkey 
 

 

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

nor the officers of the International Association of Educators (INASED). Copyright, 2020, International 

Association of Educators (INASED). ISSN 1554-5210 



International Journal of Progressive Education, Volume 16 Number 6, 2020 

É 2020 INASED 

vi 

TABLE OF CONTENTS  

 

Volume 16, Number 6 

December 2020 

 

Articles 

01 Visually Impaired Mentally Sighted: An Inclusive Education Case 

Authors: B¿nyamin Bavlē, Mithat Korumaz, Erdoĵan Akar 

16 A Review of Meta-Analysis Articles in Educational Sciences Conducted Between 2010 

and 2019 in Turkey 

Authors: Mehmet Taha Eser, Meltem Yurt­u 2 

33 Instructional Design Considerations for Flipped Classroom 

Author: Abdullah Arslan 

60 Examining the Thoughts of 60-72 Month-Old Children's Fathers on the Concept of 

Value and the Processes of Having Values Acquired to their Children 

Authors: Bet¿l G¿m¿ĸ­¿, Murat Bartan 

79 Pre-Service Turkish Language Teachersô Metaphorical Perceptions of Social Media 

Platforms 

Author: Kenan Bulut 

94 Use of Smartphones in Class: Examining the Relationship Between M-Learning 

Readiness, Cyberloafing, Nomophobia and Addiction Variables 

Authors: Ali Ķbrahim Can Gºz¿m, Raziye Erkul, Nur Aksoy 

121 The Relationship Between Pre-Service Turkish Teachersô Attitudes Towards the 

Creative Drama Method and Their Self-Efficacy Perception: The Case of Muĵla Sitki 

Ko­man University 

Author: Didem ¢etin 

136 Determining the Qualifications of the Secondary School Students in the Field of 

Quadrants: A Scale Development Study 

Authors: Serhan Ulusan, Duygu Dinamit, Gºkhan Aksu 

151 Examination of the Teachers Multicultural Perceptions: Sample of Hatay Province 

Author: Ali Mazē 



International Journal of Progressive Education, Volume 16 Number 6, 2020 

É 2020 INASED 

 

vii  

164 Teacher Opinions on the Use of Educational Games in Social Studies Course 

Authors: Tugba Somen, Meral Metin Goksu 

184 A Multidimensional Approach to the Problems Experienced by the Classroom Teachers 

With Syrian Students in Their Classes 

Authors: Mevl¿t Kara, Mehmet ¥zen­ 

202 The Opinions of the Classroom Teachers about the Enrichment Educational Programs 

for Gifted Students Who Continue to the Inclusive Classes 

Authors: Tansel Yazēcēoĵlu, Deniz Akdal 

215 Experiences of Primary School Teachers Regarding to Teaching Turkish to Students 

who are not Native Turkish Speakers: A Phenomenology 

Authors: ¥zlem Yēldēz ¢elik, H¿lya Kodan 

231 Examination of Abstracts Presented at the 6th International Preschool Education 

Congress 

Author: Servet Kardeĸ 

245 The Problem of Education between Ontology and Epistemology and Application of 

Kierkegaard Thought to the Problem 

Authors: Olcay Bayraktar, Mehmet Ali Dombaycē 

273 The Investigation of Childrenôs Persistent and Reactive Behavior With Respect to 

Parenting Attitudes 

Author: Ķsa Kaya 

283 Investigation of the Relationship between Well-Being, Social Anxiety and Self-

Regulation Skills in Adolescents 

Authors: Mehmet Fatih Aslan, Okan Bilgin 

296 The Comparison of the Social Skills, Problem Behaviours and Academic Competence of 

Gifted Students and Their Non-gifted Peers 

Authors: Mahmut ¢itil, Ufuk ¥zkubat 

313 A New Approach In The Professional Development Of Prospective Visual Arts 

Teachers: A Lesson Study Model 

Authors: Yahya Hi­yēlmaz, Ahmet Aykan 



International Journal of Progressive Education, Volume 16 Number 6, 2020 

É 2020 INASED 

viii  

325 Speak Now or Forever Hold Your Peace: Turkish Academicsô Self-efficacy Beliefs in 

their Spoken English 

Authors: Adem Yēlmaz, Pēnar Ayyēldēz, Hasan ķerif Baltacē 

344 Blogging in EFL Learnersô Academic Writing 

Author: Selim Soner S¿t­¿ 

352 Investigation of Studies for the Use of Augmented Reality Applications for Educational 

Purposes: Content Analysis 

Authorss: Ferhat Bah­eci, Ali Sercan Yaratan 

365 Pre-Service Teachers as Creators and Students as Viewers of Childrenôs Literature-

Related Digital Stories: A Formative Experiment 

Author: Mustafa Ulusoy 



International Journal of Progressive Education, Volume 16 Number 6, 2020 

É 2020 INASED 

 

1 

Visually Impaired Mentally Sighted: An Inclusive Education Case  

 

B¿nyamin Bavlē
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Erdoĵan Akar
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Abstract 

This research was carried out as part of an Erasmus + project called ñVisually Impaired Mentally 

Sightedò targeting to improve the conditions and materials used in the educational environment and to 

develop personal and professional skills of the school staff. This qualitative study employed 

descriptive case study design. The study involved 16 participants in total including visually impaired 

students, teachers and the principal from the high school which is the coordinator institution of the 

project. The researchers conducted two semi-structured focus group interviews with the participant 

teachers, one focus group interview with participant students and a face-to-face interview with the 

school principal. The data were analysed according to content analysis. The researchers created four 

themes as follows; óconsciousnessô, óprofessional developmentô, óteaching materialsô and ómotivationô. 

That means students in this case study increased their motivation at school. Also, teachers realized that 

there is a key area for their professional development. At the same time, the importance of using 

inclusive educational materials that enable disabled students to access education became apparent. 

Keywords: Visually Impaired Students, Inclusive Education, Teachersô Professional Development, 

Consciousness 
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INTRODUCTION  

The estimated number of children living with disabilities is at least 93 million according to 

UNICEF (2018), but the actual numbers are thought to be much higher. According to the World 

Health Organisation (WHO, 2011, p.8) around 785 million (15.6%) persons 15 years and older live 

with a disability, while the Global Burden of Disease estimates a figure of around 975 million (19.4%) 

persons.  Many children and adults with disabilities have historically been excluded from mainstream 

education opportunities. They have attended special education schools where they are usually 

segregated from their peers. However, over the last three decades, ñintegrationò of children with 

special needs in inclusive classes has been a crucial topic for special education professionals. Special 

education is the education which aims to meet the educational needs of individuals who are in need of 

special education in an environment appropriate for the deficiencies and characteristics of those 

individuals using the specially developed educational programs and techniques provided by specially 

trained staff (Cavkaytar, 2006). It is stated in the Right of Children with Disabilities to Education 

(Sart, et.al, 2016) that there are two common conceptual models used in defining disability, namely 

the individual model and the social model. These models look into the status of disability from 

different perspectives and offer different solutions to solve the problems that people with special needs 

face. On the one hand, the individual model, also known as the medical model, is said to focus on the 

ñpersonal tragedyò of the individual and define disability within a dual system consisting of those who 

are ill versus those who are healthy, those who are normal versus those who are abnormal, and those 

are handicapped versus those who are not handicapped (Sart, et.al, 2016), and as a result, persons with 

disabilities are not considered to be ordinary members of society, but rather people to be excluded. On 

the other hand, in the social model, disability is not seen as a problem inherited by the person, but is 

rather perceived as a set of obstacles caused by the social environment or society, or that comes into 

existence as a result of difficulties the society creates for individuals (Sart et al, 2016).  That is to say, 

the social model mainly focuses on the social aspects of the problem and thus seeks to treat disability 

through social and inclusive methods. 

Bearing in mind the aforementioned models, several different methods have been applied in 

the education of persons with visual impairment up until today. The first method applied to students 

with disabilities was exclusion. As one can understand from the term ñexclusionò, it means keeping 

the disabled and any person different from the norm, that is, anyone who is not appropriate for the 

educational environment prepared for regular students out of the educational system. In this traditional 

method, content is more important than the studentsô needs, and schools, as a result, are not considered 

to be a place to cater to different learning needs, but rather a place to focus on the transmission of a set 

of curriculum content organised in routine ways by teachers who usually work in isolation (Clark et al, 

1999).  Therefore, students with special needs have been excluded from schools or kept away from 

regular students and educated in places accommodated in accordance with their needs. There are 

several reasons for this situation. As mentioned in the conceptual paper called ñOvercoming Exclusion 

through Inclusive Approaches in Educationò, (UNESCO, 2003) the main reasons for exclusion are 

socio-economic factors like inadequacies and inequalities in the educational system, negative attitudes 

towards differences, an insufficient curriculum that is unable to meet the needs of a wide range of 

different learners, physically inaccessible environments to many learners and inadequate human 

resources. These reasons usually result in exclusion of learners; as a consequence, students with 

disabilities are denied access to education in any form.  

Another method applied by educational systems is segregation. It refers to keeping the 

students with special needs in a different educational environment specifically designed for their 

needs. In other words, education of students with disabilities is provided in separate environments 

designed for specific needs and in isolation from regular students. However, thanks to ideology 

brought by the social model, new strategies have been introduced and students with special needs have 

started to take their places in mainstream schools with regular students. Integration of students with 

disabilities is one of these strategies. The aim of integration is to avoid or reduce restrictions in any 

aspect of a childôs development which might result from segregated education. A popular method 

applied to students with special needs in many countries is inclusive education. Thanks to inclusive 

education, educational environments, teaching materials and teachers working with students with 
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special needs have been altered dramatically. Students with disabilities have more time to spend with 

their peers, which also has positive effects on the regular students as they gain some ideas regarding 

these people, who are an inseparable part of society. 

Educational Needs of Visually Impaired Students in Turkey 

Vision is one of our primary senses and is used continuously to gather information during 

functional activity (Roberts, et al., 2016). Yet, the number of people with visual impairment in the 

world is known to be 285 million (WHO, 2012), and according to the statistics in 2002 presented by 

the Turkish Statistical Institute (TUIK, 2011), 12.3% of the population in Turkey was disabled. There 

were 460,383 disabled people aged between 0-19, and 8.4% of them were visually impaired. It is also 

stated in the same research that 36.33 % of the disabled people in Turkey cannot read or write, and 

only 2.24 % of disabled students can find a chance to go to university (Melekoglu, ¢akēroĵlu & 

Malmgren, 2009). There are several regulations and articles in Turkey securing the rights of disabled. 

One of them is the Turkish Special Education Needs Legislation (No. 2916), mandating that all 

children have the right to be educated and, since 1983, the Ministry of National Education has 

promoted inclusive practices at all levels of school in Turkey (Melekoglu, ¢akēroĵlu & Malmgren, 

2009) Also, according to the 42nd article of the Constitution of the Republic of Turkey, no one shall 

be deprived of the right of education, individuals may not be deprived of their right to receive an 

education, and primary education is mandatory for all citizens, both girls and boys, and must be free of 

charge in public schools. Education of visually impaired students, the main focus of this article, has 

been a problematic issue for governments in terms of providing an adequate educational environment, 

competent educational personnel and appropriate teaching materials. This has resulted in different 

approaches to teaching visually impaired (VI) students. In some countries, there are mainstream 

schools with VI students where they have a chance to obtain integrated and inclusive education with 

their peers. Horton (1988) defines integrated education as programmes where visually impaired 

children attend a regular school in their home community where they study in the regular classroom 

with regular teachers, but receive extra help or ñsupport servicesò from a special education teacher 

who has been trained to work with visually impaired children.  

Educational Needs of Teachers Working with VI Students 

Many researchers have indicated that the quality of teachers is critical to the academic 

achievement of students (Carlson et al., 2004). However, since the courses teachers take during their 

undergraduate years do not prepare them for working with children with disabilities, teachers, who are 

one of the most important factors of inclusion often graduate without gaining knowledge or experience 

working in inclusive classrooms (Batu, 2010). This often makes teachers working with students with 

disabilities face serious problems in and out of the classroom as they do not have enough experience 

or knowledge, nor have they practised enough to be competent teachers knowing what to do in an 

inclusive classroom. In addition, even some special education teachers often lack knowledge about the 

curriculum of some subjects taught at schools such as science content and science pedagogy. When it 

comes to teaching visually impaired students at mainstream schools, ordinary teachers working at 

primary or secondary levels have greater difficulties compared to those special education teachers. 

Therefore, teachers who are very important in the lives of visually impaired students should extend 

and develop their educational competence and skills. Since the beginning of this century, much has 

been done to improve the quality of teacher education in Turkey (¢akēroĵlu & ¢akēroĵlu, 2003). Some 

universities now have departments for the teaching of different types of special needs, namely visual 

impairment, hearing impairment, giftedness, and mental retardation as well as a general teacher 

education department on special needs education.  

Pre-school and primary school teacher education departments have a course on special needs 

as a required course, while secondary teaching departments simply offer the course as an optional 

elective. However, as VI students have to attend a mainstream high school after graduating from a 

primary school in Turkey, they need to go to a mainstream school and study with teachers who have 

little or no knowledge regarding the teaching strategies to be applied and materials to be used. To 
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remove this lack of knowledge, the Ministry of National Education has organised several seminars and 

courses on preparing Individualised Education Plans and classroom strategies in recent years. Despite 

all the advances in special needs education and regulations in force to provide better learning 

environments for students with special education needs, the scarcity of trained special education 

teachers and adequate schools is currently the most critical problem in the special education field 

(ķenel, 1998), which causes problems both for the students with special needs and teachers working 

with them. Ataman (2005) states that the reasons for that problem are resource deficiencies in terms of 

fiscal scarcity and a lack of trained professionals in the special education area. 

Needs of Schools  

In Turkey, there are 16 primary schools for the blind today, yet there are no mainstream high 

schools which accommodate the blind in Turkey apart from vocational ones. Students graduating from 

these primary special education schools for VI students must enter a national exam held throughout 

Turkey and need to get a good mark from it if they would like to go to a high-quality school. This 

creates an unfair playing field for VI students as they have to compete with regular students. 

Additionally, even if they are successful enough to go to one of those quality schools, they face lots of 

problems during their education life, such as an inappropriate educational environment, a lack of 

teaching materials, and insufficient teachers in terms of working with VI students. Up until now, most 

of the educational services provided to students with disabilities have been provided in special 

education schools designated by various disability classifications. However, schools should 

accommodate all children, regardless of their physical, intellectual, social, linguistic, or any other 

limitations. Also, Hegazy (2013) points out that an attractive, accessible and well-designed school 

provides children with a rich special experience in which they can continually challenge themselves in 

a secure and a supportive environment. As a result of this and similar international and national 

declarations, schools have become more and more inclusive and beyond those special education 

schools, educating students with disabilities in regular public schools with their peers has gained 

strong attention.  

This trend has also become popular in Turkey and gained support from the Ministry of 

National Education. In the last decade, the Turkish government has emphasized the importance of 

inclusion of students with special needs into regular education classrooms, and encouraged schools 

and families throughout the country to embrace inclusive education and the principles behind it. 

Bearing in mind the principles behind inclusive education, the Ministry of National Education stated 

in the 8
th
 article of regulation on Secondary Education Institutions that students with special education 

needs can attend mainstream school depending on their abilities, health status and residential 

addresses.  In ñA Guide Book for School Principals- Teachers-Parentsò (MEB, 2011) it is stated that 

special education differs from the schools for nonȤdisabled pupils in terms of content, arrangement of 

content, assessment, teaching methods and materials used. That is the reason why teachers working 

with students with special needs have been asked to prepare an individualised education plan for the 

disabled to be applied in their mainstream classes. These plans should take the needs of the students 

into consideration and aim at developing certain skills so as to make them be ready for their future. 

Thanks to the regulations, educational environments should adapt the design and physical 

structures, teaching methods, and curriculum as well as the culture, policy and practice of education 

environments so that they are accessible to all students without discrimination. As a result, schools 

have become more inclusive to provide quality and adequate education for everyone. Dreyer (2017) 

defines these schools as inclusive schools and states that inclusive schools must recognize and respond 

to the diverse needs of their students, accommodating both different styles and rates of learning and 

ensuring quality education to all through appropriate curricula, organizational arrangements, teaching 

strategies, resource use and partnership with committees. As a result of this conceptual and theoretical 

argument, the aim of this current research is to find out what the final results of inclusive education 

practices are in the school where an Erasmus+ project for visually impaired students was carried out. 

Specifically, we aim to find answers to these sub-questions: What are the learning experiences of 

visually impaired students? How is the professional development of teachers affected? What kind of 
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contributions do other students make to their learning processes? How is the school's administrative 

processes reorganized?  

METHODOLOGY  

Context of the Study 

This research was carried out as part of an Erasmus + project called ñVisually Impaired 

Mentally Sightedò targeting to improve the conditions and materials used in the educational 

environment and develop personal and professional skills of the staff. The starting point of this project 

was the difficulty that the teachers working with students with special needs faced and the students 

with special needs experienced during their academic lives. When the idea to implement this project 

emerged, there were 4 totally blind students getting educated at different levels. One of them was in 

12
th
 grade, 2 of them were in 10

th
 grade and one of them was a prep student. On the one hand, when 

we talked with those students with special needs, we realised that these students were not really happy 

about the quality of the education they had been provided since they were taught as if they were 

students without special needs.  On the other hand, having classes with those students in a mainstream 

school, the teachers also experienced several difficulties and felt that they had to do something to 

solve these problems. These difficulties were mainly about educational materials, teaching strategies 

and accommodation of the teaching environment. After talking with those students about what they 

needed to be more successful and with the teachers about how to be better at teaching their subjects to 

visually impaired students, we noted down several possible solutions to these problems and 

implementing this project was considered to be the most fruitful one. As a result, we started to write 

this project, aiming to improve the quality of education through developing the professional skills of 

the teachers, applying the appropriate teaching strategies and using the necessary teaching materials. 

As the aforementioned objectives were rather challenging and demanding for teachers working at a 

high school, we sought partners with an academic background who were able to do research on this 

subject, and spend time working with us in order to find answers to the questions we have put forward 

above. Thus, we got in touch with these academics who were very interested in taking part in the 

project and implementing the project activities so as to collect data and publish this article. We also 

looked for partner organisations from different countries that would help us to clearly understand how 

to deal with the problems which we had been facing in and out of the classroom, such as teaching 

strategies, accommodation of teaching environment, professional development of the staff and 

increasing the motivation of both teachers and students. In conclusion, we started this project as part of 

an Erasmus + project in which four partner organisations took an active part, namely a Turkish high 

school, a Turkish university, a British special education school, and a Romanian special education 

school.  To sum up what has been done in the context of this project; the project is a three-year project 

started on the 1st of September, 2017 and will terminate on the 31st of August 2020. The teachers 

taking part in this project have attended two Learning / Teaching / Training activities held in Romania 

and the UK respectively. The schools that we visited in the first two years of the project are our 

partner organisations and experienced in producing and practising materials for VI disadvantaged 

students. In addition to this mobility, two of the staff attended a course on the production of 3D 

materials, which are of great importance in and out of the class so as to make the teachers and students 

feel more comfortable in an educational environment thanks to the tangible materials to be produced. 

This project has intended to produce three intellectual outputs, namely an article for the academic 

world, a lesson-plan book for the teachers working with VI students and an audio library for the VI 

students to reach out some basic materials that they need while studying. The congress to be held on 

the 22nd of August 2020 is the dissemination activity of the project to which more than 120 teachers, 

academicians and stakeholders are invited. During the workshops, the participants will have a chance 

to see and practice the lesson plans we have produced.    

Design of the Study 

The study employed qualitative methods for data collection and analysis (Stake 2000; Yin 

2011) which focused on the comprehension of human thoughts (Denzin and Lincoln 2005), and of 
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their actions within their own unique context. The researchers aimed to understand the changing 

context of a high school with visually impaired students as a part of Erasmus+ project. Hence, the 

researchers planned to design the study in accordance with the definition of McMillan and 

Schumacher (1993) who defined qualitative research as ñprimarily an inductive process of organizing 

data into categories and identifying patterns among categoriesò (p.479). Specifically, this qualitative 

study employed descriptive case study design. This is because, as Baxter and Jack (2008) quoted from 

Yin (2003) ña case study design should be considered when: (a) the focus of the study is to answer 

ñhowò and ñwhyò questions; (b) you cannot manipulate the behaviour of those involved in the study; 

(c) you want to cover contextual conditions because you believe they are relevant to the phenomenon 

under study; or (d) the boundaries are not clear between the phenomenon and contextò (p.545). For 

this study, the researcher adopted descriptive case study that tends to provide detailed and 

contextualized data that can lead to ña full and thorough knowledge of the particularò (Stake, 2000, p. 

22). In this case study, the researchers needed to have a grasp of individual experiences of teachers, 

the school principal and visually impaired students by obtaining data in their own unique context. 

Ethical Issues 

The study is conducted with the approval of the project by national agencies (in Turkey, 

Romania and England) since, as aforementioned, the study is a part of an Erasmus+ project within a 

multi-institutional partnership. With ethical sensitivity, the researchers asked participants to sign the 

consent form. In this consent form, the researchers clearly presented the purpose of the research and 

the procedure. Each of the participants was kept informed about the study and their right to withdraw 

from the study at any time. Besides, after transcribing interviews and while analysing the data, the 

researchers asked participants to share their views as a part of the member checking process (Creswell, 

2012).  

Participants  

The study involved 16 volunteer participants in total from the high school which is the 

coordinator institution of the project. One of the participants is the school principal. Two of the 

participants are visually impaired students. And the other 13 participants are the teachers who attended 

school visits abroad during this Erasmus+ project in the 2018-2019 fall and spring semesters. The 

researchers preferred criterion sampling, which is one of the purposeful sampling methods (Creswell, 

2012; McMillan & Schumaer, 1993; Neuman, 2006) to determine the participants of the study. 

Purposeful sampling allows researchers to find and select participants who yield a potentially wide 

range of information regarding the research question to be addressed (Born and Preston 2016). 

According to criterion sampling, the researchers defined criteria for teacher participants as 

ñparticipating mobility within the projectò and ñteaching visually impaired studentsò. The students and 

the school principal were already defacto participants in this study. 

Data Collection Procedures 

For the purpose of the study, the researchers conducted two semi-structured focus group 

interviews with the participant teachers, one focus group interview with participant students and a 

face-to-face interview with the school principal. The researcher preferred focus group interviews for 

the data collection technique because the interaction among the participants increases the depth of the 

data in this way (Patton, 2002). The researcher formed the semi-structured interview questions in three 

stages. In the first stage, they scrutinized overall aims of the project and reviewed the literature. Then, 

they created draft questions for the interview. In the second stage, interview questions were looked 

over by academic staff of the university as a ópeer-reviewô strategy (Creswell, 2012). Some of the 

questions were eliminated as a result. In the third stage, the researchers tried the questions within a 

pilot interview and some interview questions were revised. The researchers collected data using these 

interview questions as bellows: 

Interview questions for participant students;  
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- Do you think that taking part in such a project contributed to you? If so, in what way do you 

think the process contributed? 

- Do you think that your teachers' education activities have changed after the project? If you 

think, could you explain us? 

- Did your teachers change their attitudes and behaviours towards you after your participation 

in the project? If so, could you please explain us? 

- How do you think the tools and equipment supplied under the project affect your learning 

performance? 

- How did participating in such a project affect your thinking about school and teachers? 

- Do you think your visits / project has contributed to equal opportunities in education for 

visually impaired students in your school? Why? 

Interview questions for participant teachers;  

- How did it help you to take part in such a project? 

- How did your education and training activities change after your participation in the project? 

- How did your attitude towards disadvantaged learner groups change after your participation 

in the project? 

- How do you think the tools and equipment supplied under the project affect your teaching 

performance? 

- What effect do you think such a project has on the learning groups? 

The researchers participated in all of the school visits abroad. Moreover, they spent time with 

teachers during these visits and also during other parts of the project. Hence, it is possible to say that 

the participants were close enough to the researchers to express their feelings and thoughts without 

barriers. Also, the researchers informed participants before interviews about the aim of the meetings 

and interviews. Focus group interviews with teachers lasted between 120 and 180 minutes. The first 

teachersô focus group consisted of 7 teachers, and the second focus group consisted of 6 teachers. The 

last focus group interview with visually impaired students lasted 60 minutes. The school counsellor 

participated in this interview with students to make students feel emotionally safe. The face-to-face 

interview with the school principal lasted 40 minutes. Both focus group and face-to-face interviews 

were conducted in the school where the case study took place. All of the interviews were recorded by 

using audio devices. The researchers attended each interview in order to take field notes and analytic 

memos. This participation allowed the researchers to provide investigator triangulation (Creswell, 

2012). Thus, the researcher could crosscheck their field notes and observations. All of the interactions 

during the interviews were recorded and transcribed then sent back to participants for member 

checking.  

Interpretation of Data 

The researchers preferred manual analysis of the data. They utilized the content analysis 

technique, which allows researchers to find out similarities between codes, categories, themes and 

their uniqueness (Strauss and Corbin, 1990; Yēldērēm and ķimĸek, 2005). The analysis of the data was 

carried out according to coding cycles proposed by Salda¶a (2009). Each of the researchers examined 

the transcriptions of the interviews individually several times to create initial codes. In the first cycle, 

each researcher employed In Vivo coding which enables the researchers to create codes from 

participantsô statements. Then, the researchers gathered codes under the categories according to their 
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similarities in the second cycle. In the third cycle, the researchers reanalysed and reorganized the 

codes under the final themes. The main priority of the researchers was to detect the networks and 

relations between codes, categories and finally themes. The researchers employed ópeer-reviewô of 

academic staff who have studied on educational science and have strong experience on qualitative data 

collection and analysis  in the faculty during analysis of the data to establish credibility of creating 

themes. Finally, the researchers created four themes as follows; óconsciousnessô, óprofessional 

developmentô, óteaching materialsô and ómotivationô. These themes reflect the differences as well as 

the similarities of the codes and categories (Salda¶a, 2009).  

FINDINGS  

As a result of the analysis of the research data, four different themes were obtained: 

ñawarenessò, ñprofessional developmentò, ñteaching materialò and ñmotivationò.  Under the theme of 

awareness, two different sub-themes were created: cognitive and affective. Under the sub-theme of 

ñcognitive awarenessò, the sub-categories of ñinstructional awarenessò sub-category was developed, 

and under the sub-theme of ñaffective awarenessò, the ñempathy developmentò, ñdisabled person 

awarenessò and ñcommunication with disabled personò were developed. Under the theme of 

ñprofessional developmentò, two different sub-themes were created: ñprofessional development 

opportunityò and ñawareness of professional development needò. Under the theme of ñteaching 

materialò, the sub-themes of ñopportunity to use teaching materialò and ñopportunity to develop 

teaching materialò were developed. Under the theme of ñmotivationò, the sub-themes of ñlearning 

motivationò and ñteaching motivationò were developed.  

Theme One: Awareness 

When the expressions of the teachers participating in the study were examined, two 

dimensions of awareness came to the fore: cognitive and affective. In the cognitive awareness 

dimension, teachers stated that they achieved instructional awareness as a result of the project. Within 

the scope of this project, teachers stated that they had becomeaware of using instructional materials, 

creating a learning environment, using teaching methods, doing assessment and evaluation, developing 

kinesthetic skills, and developing life skills for the visually impaired students. Teachers stated that 

they gained awareness about creating a learning environment as a result of the project. In this context, 

the school principal ¥nder stated the followings: 

Maybe you've seen the signs, we've changed them all. We did it in our own workshop and we 

even did production in our own workshop. It is not three-dimensional but we made all the 

signs made of glass in the glass workshop. We worked with an expert and arranged the names 

accordingly. There is no such practice in any school right now. 

The teachers who participated in the study stated that they also gained awareness about using 

different teaching methods. Physics teacher Serdar expressed his opinion on this subject as follows ñI 

have realized more clearly what way they used to learn things they could and couldn't do.ò Canan, an 

English teacher, explained her awareness of using different teaching methods as follows: 

 They somehow involve children in life. They make trips and make students see and touch. 

Previously we used choirs and exhibitions, but I think the number of the activities that we 

have been using is becoming more diverse. Wolbo is one of them. It's nothing new, but it was 

something I saw and implemented through the project. 

Canan is also among the teachers who stated that they have gained awareness in assessment 

and evaluation. Canan explained her awareness as follows: ñI think we have become more conscious 

about the lesson for the child in terms of learning and how to measure it.ò Erman, also an English 

teacher, emphasized the awareness he gained about assessment and evaluation with these words: 

Our system of exams! Maybe we'll find something newer, more practical, something that suits 

more. How useful can we be with technology? Which questions are useful to apply to these 
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students? For example, we asked them to fill-in-the-gap questions, the voice system reads and 

says the bottom line and continues. So we won't put the bottom line there. 

Another area of awareness is the development of kinesthetic skills. Regarding this issue 

English teacher Erman stated that, ñThe possibility of doing sports is almost impossible for disabled 

people. But the students were doing sports at the school we had visited.ò Sinem, the school counselor, 

used the following expressions regarding developing kinesthetic skills:  

The thing that impressed me the most was when we went to Romania. My point of view has 

changed. There was an IT teacher. He was a very confident gentleman. His movements, 

physical control were very good. At this point, I started to think that children should definitely 

and certainly participate not only in cognitive activities but also in physical activities very 

intensely such as climbing trees, doing different sports, engaging in visual arts. 

Finally, the participants stated that they gained awareness about developing life skills. English 

teacher Eda expressed her thoughts on this subject as follows:  

There was a lesson in life skills. We also participated in the life skills workshop. It caught my 

attention there. How will the visually impaired student iron? How will he repair it? How will 

he overcome the difficulties he may encounter at home? Then our parents in Turkey relevant 

to our own students are becoming helpful in this regard. When they need it, they can be 

directly involved, but in Europe children are liberated a little more. How can our students 

overcome such a challenge? Questions like that had occurred in my head. 

Music teacher ¥zge expresses her awareness of life skills teaching and development as 

follows: ñWe've already done it there. How many inches are you going to keep the knife? They gave us 

a salad. We asked how they taught them. How does an individual make a salad?ò  

The second dimension of awareness is affective awareness. In the affective awareness 

dimension, teachers stated that they gained empathy, awareness of disabled people and communication 

with disabled people as a result of the project. Music teacher ¥zge expressed her thoughts on empathy 

development as follows ñI have recognized how precious empathy is in every respect.ò Regarding to 

this issue school principal ¥nder states ñI can say that I realized how valuable empathy is in every 

respectò. Onder also made the following statements: ñSo here I have further reinforced the belief that 

caring for human beings and humanitarian issues, and that this can only be achieved through the 

existence of such a mentality in schools such as this school.ò Teachers and students used similar 

expressions about disabled individual awareness. Mahmut, one of the students, made the following 

statements: ñI would like to thank my teachers who started this project. Good thing they did that 

because such projects are not witnessed at state schools. This is a step to raise awareness.ò Visual arts 

teacher Banu expressed her views as follows: ñAn event was held in Romania. They blindfolded one of 

us at the event. And they gave us some materials and we were asked to paint. It's the first time I've ever 

had it. I had a hard time.ò The last topic for affective awareness is communication with disabled 

individuals. Music teacher ¥zge used the following words: ñI realized that it was unnecessary to say 

some words or to try to do something that disabled students could do. I realized that this behaviour 

prevented them. Student participant Mahmut used similar expressions: ñOur relations with our 

teachers have improved. We are better acquainted with the teachers involved in the project. We had 

good dialogue with them. Gºzde, an English teacher, said, ñI can now afford to be more open and 

braver in my approach to my disabled students. Even though I am not teaching Murat, I can now have 

a good conversation with Murat. I have learned that we need to approach them more openly.ò 

Theme Two: Professional Development  

The participants stated that they gained awareness of the need for professional development 

and the opportunity for professional development as a result of the project. Music teacher ¥zge 

expressed her thoughts on the awareness of the need for professional development as follows: ñLet me 

just say this. Everything I said was a gain for me. I've never thought about it before. I've never been in 
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such an environment. I didn't need it, but everything I've just stated is a gain for me, so I'm glad.ò 

Erman, an English teacher, also expressed his views on the need for professional development: ñWe 

realized that there are a lot of associations working for the visually impaired. We noticed that some of 

them organized some activities on some days. As you see these, people's awareness in terms of 

personal development begins to increase.ò ¥nder, the school principal, expressed his views on the 

need for professional development as follows:  

ñOf course, I can say that it caused my individual awakening very seriously. It gave me great 

pleasure to be on this project. It both improved my spiritual world and my thought. But 

beyond the project, it pushed me in a different direction. It pushed me into different research. I 

get ideas from people in the form of an oral interview and try to make readings. I was 

especially shocked in the UK, I was very impressed, it made a lot of contribution to me in 

England. So you can ...ò 

In the project, the participants stated that they had the opportunity of professional 

development. Physics teacher Serdar used the following words: ñFor example, we bought a three-

dimensional printer. I attended seminars about 3D printer with my colleague, Erdoĵan. We attended 

workshops. We're trying to learn something. There, we learned the drawing programs of the three-

dimensional printer. That's new learning for us. Maybe we wouldn't have worked so hard like that 

without this project.ò Canan, an English teacher, said: ñExtra teaching materials are very important, 

but we need to learn how to use them. We need teaching materials. Then I think the process will work 

quicklyò.  

Theme Three: Teaching Material 

In addition to awareness and professional development, the participants stated that they had 

the opportunity to use and develop teaching material. Math teacher Batuhan used the following 

expressions regarding using instructional materials: ñWithin the scope of the project, I got aware of 

how difficult it is for visually impaired students but how easy it can be. In fact, I think we can include 

these people in our lives with certain materials. I think these people can participate in learning 

mathematics or geometry.ò Gºzde, on the other hand, expressed her experiences regarding the use of 

teaching materials as follows: ñWe can become more active by ignoring certain things that can be 

done with technology. I discovered that!.ò Visually impaired students who participated in the study 

stated that they gained awareness about using instructional materials at the end of the project. Eren, 

one of the students, summarized this situation as follows: ñI can only say that there is a difference in 

my field of music. After returning from Romania with my music teacher, we started learning the notes 

in the Brail alphabet. We saw that people do it that way. So we said, why don't we?ò Music teacher 

¥zge said the following about using instructional material: ñThanks to the project, I realized that there 

were systems. They have music sections. Every branch has a department. Each disabled person has a 

note written in Braille that is easily accessible.ò Similar expressions were used by students, such as 

Mahmut.: ñI had the opportunity to see many materials in Romania. It was a big advantage for me. 

The 3D printer, for example, could definitely help us. We can produce all shapes. In fact, our basic 

material.ò  The other student, Eren, expressed his thoughts on this subject with the following words: ñI 

learnt new things during the project's overseas visits. We have seen how the solutions we know can be 

applied in our training there. Various designs were made.ò The participants also stated that they had 

the opportunity to develop teaching materials through the project. Gºzde, an English teacher, 

expressed her thoughts on the subject as follows: ñYes, I need time if I go back to class with those 

materials. I spend a lot of time preparing those materials, but once I prepare it, I use it for a year.ò 

Canan, an English teacher, expressed her thoughts on developing teaching materials as follows: 

The children were listening and filling the gap. He made important points on the 3D printer. 

Like the Eiffel Tower. We were giving it to the children and asking questions about it. This is 

located in Paris, France. Can you feel that there is such a feature? What feature do you think it 

has? How long can it be? At first they would guess and then explain the features on that topic. 
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Theme Four: Motivation 

Another achievement of the participants was motivation. The participants stated that they 

gained learning and teaching motivation through the project. One of the students, Eren, made the 

following statements about learning motivation: ñYes. thanks to the project I started to learn musical 

notes in Braille.ò The project also increased teachers' motivation in teaching. In this regard, the 

mathematics teacher Batuhan said the following: 

Mathematics was actually taught to them in a much better way. Actually, our system is a rote 

teaching system. I believe they can be more successful. I believe that these students will be 

able to do better at mathematical subjects except geometry. I didn't feel any difference 

personally after the project. Related to teaching, I have realized that there is concern about 

how to better teach mathematics. 

CONCLUSION AND DISCUSSION 

At the end of the project, teachers had gained awareness regarding disabled learners. Teachers 

empathized with disabled learners, developed more empathy for disabled learners, and improved their 

communication with disabled learners. In addition to that, teachers obtained awareness in using 

teaching material, creating learning environments, using teaching methods, using assesment and 

evaluation, using kinestetics and developing life skills. Furthermore, the project provided the 

opportunity for professional development for teachers. In respect to professional development, 

teachers also felt the need for professional development in teaching disabled learners. Throughout the 

project, teachers and disabled students had the opportunity to see, observe and experience various 

teaching materials in partner schools. As a result of this inspiration, teachers also had the opportunity 

to develop their own teaching materials for disabled learners. Finally, the project enabled teachers to 

increase their teaching motivation. It is natural that awareness mostly results in action. Apart from 

teachers, due to project activities, materials, and both professional and psychological outputs,  disabled 

learnersô learning motivation increased as well.  

Although there are a lot of visually impaired students in Turkey, the number of studies carried 

out to monitor and understand the present situation and to find solutions to the problems these students 

face is very limited. Based on the findings of our research, the problems generally arise from teachers 

with no or limited experience in working with visually impaired students, lack of materials suitable for 

visually impaired students, and an inappropriate teaching and learning environment, which results in 

lack of motivation and awareness.  Regarding teachers, it can be said that thare are two kinds of 

teachers. The first group can be described as being not fully committed to inclusive practices in their 

classrooms, while the other group of teachers is willing to implement effective inclusive practices 

(Baykaldē, 2017). Although the second group is willing to work effectivley, they are not equipped with 

special education techniques and may feel unconfident about teaching visually impaired students 

(Aydemir, 2009, p62). During the interviews with the participants, it was frequently repeated by the 

teachers that they were unaware of the needs of the visually impaired students and didnôt know what 

to do in their classes. In addition to that, Kargēn, Acarlar, & Sucuoĵlu (2004) stated that the reason for 

the participantsô poor evaluation of their teachersô instructional techniques can be explained by the 

limited teaching knowledge of the practitioners. Another problem that was encountered regarding the 

education of visually impaired students was the teaching materials. According to Durna (2012) 

students who have their own special course materials such as Braille, audio or recorded documents, 

have been more successful than those who need someone elseôs help while studying. In other words, 

they want to be independent while studying, which will make it easier for them to decide when and 

what to study. Besides, students with visual impairement could not get enough out of the teaching 

styles in the classroom as their learning style is different from the sighted students and teachers have 

limited knowledge (Bayram, 2014). If the visually impaired students had the same materials as other 

students, they believe that their academic success would increase since they would be able to 

participate in reading and writing activities by following the book at the same time (Durna, 2012). 
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The third problem is the learning and teaching environment. Generally, mainstream schools in 

Turkey are not equipped to meet the needs of visually impaired students. Most schools do not provide 

audio or tangible materials inside or outside the classroom. Besides, other educational places are also 

not suitable for visually impaired students. For instance, the limited number of libraries cannot meet 

the needs of visually disabled individuals satisfactorily because Braille books are either too old, 

printed years ago or unsuitable to read due to their overuse and missing letters (Durna, 2012). This 

results in the dissatisfatction of the students with visual impairement. As a result, life satisfaction of 

visually impaired adolecents decreases with age as they continue their education in mainstream 

settings, where many are studying with sighted peers for the first time (Aydemir, 2009). 

Bearing in mind all the findings of this research, it can be said that teacher training at 

university level should be revised. As every teacher will possibly be working with a visually impaired 

student in their future career, they should be taught teaching strategies and how to produce class 

materials for visually impaired students as well as those sighted ones. In addition to the revised teacher 

training curriculum in higher education, the materials to be used inside the classroom and the ones to 

be produced for visually impaired students so as to make them able to study on their own should be 

prepared by experts and/or teachers with experience in special education. Finally, standardization in 

terms of tangible and audio teaching and learning materials has to be provided at schools so that 

anyone with visual impairement can get the most benefit from the school. To be able to create a such 

learning and teaching environment, parents, teachers, school principals, academicians and politicians 

should work hand in hand with one another.   
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Abstract 

This study examines meta-analysis studies published in the field of educational sciences from 2010ï

2019, in journals indexed within the scope of the T¦BĶTAK ULAKBĶM TR Directory. Of the 163 

studies scanned, 26 meta-analysis studies that meet the inclusion criteria constitute the sample of this 

content analysis study. Within this research, a meta-analysis control form (MACF) developed by the 

researchers was used. The coding made by each of the two researchers has been considered, and it is 

concluded that the coherence between the codings was is sufficient (82%). The results of this research 

indicate that the most obvious problems in meta-analysis studies are: not establishing hypotheses; not 

calculating reliability between encoders; not using a flow chart (in terms of traceability); the use of 

commercial software in the analysis; not combining effect sizes on a common metric; use of the fail-

safe N in determining publication bias; evaluation of I
2
 on the basis of categories; and decision making 

according to the result of the heterogeneity test in model determination. It is thought that the current 

study will contribute methodologically to the avoidance of errors in future meta-analysis studies. 
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INTRODUCTION  

Many studies in the social sciences investigate the differentiation of the dependent variable 

according to the independent variable categories. The final result obtained from the inferences based 

on the significance of the frequencies varies, for several reasons (Aloe, Amo & Shanahan, 2014; 

Thiese, Ronna & Ott, 2016). Therefore, the same study may give different results, in different 

samples, under different conditions, or may be interpreted differently. This fact will lead to different 

tendencies among researchers in the evaluation of a subject in the literature. In such cases, the process 

of combining the studies together and reviewing them will give more meaningful results, in terms of 

guiding the literature. Most calculation procedures of the significance test require the outlined studies 

to be independent. Considering dependent studies as independent and interpreting the results 

accordingly may cause significance test errors (Rosenthal, 1995); this can be prevented by combining 

several non-independent studies as a single study through various dependent variables (Rosenthal, 

1991). Meta-analysis provides statistical analysis of the results collected from more than one study 

(Aloe et al., 2014; Card, 2012); it also provides a method for arranging a large and inconsistent mass 

of findings and evaluating overall effect size (Cooper, Hedges & Valentine, 2009; Glass, 1976; 

Rosenthal, 1991; Rosenthal, 1995). Meta-analysis allows researchers to achieve more accurate and 

more reliable results than any primary study or non-quantitative narrative review can provide 

(Nakagawa, et al.,2017; Rosenthal & DiMatteo, 2001). DeCoster (2004) expressed the objective of 

meta-analysis as providing the same methodological discipline as the literature obtained from 

experimental studies. Baĸol, Doĵuyurt and Demir (2016) stated that considering the technique, 

methodology and results together will lead to more subjective results. Therefore, meta-analysis can 

provide more accurate information to researchers, through an objective review of the studies carried 

out in the field of interest. 

Meta-analysis is mostly used in scale development and descriptive studies (Baĸol et al., 2016); 

it is also preferred in studies evaluating the relationships between dependent and independent variables 

(Rosenthal & DiMatteo, 2001). 

Meta-analysis studies are not only systematic literature reviews involving the process of 

blending the results, they are used to perform more specific and more sensitive reviews (Card, 2012; 

Cook et al., 1992; Hedges & Olkin, 1985; Higgins & Green, 2011). 

Although the processes required for meta-analysis are basically the same, they are classified 

differently by different researchers. According to Mullen (1989), meta-analysis is performed in three 

steps: 1) central tendency, 2) heterogeneity of the results of the works, and 3) explanation of the 

diversity among them, with the properties of the works. DeCoster (2004), however, listed the steps as: 

1) defining the relevant theoretical relationships, 2) collecting the set of works that provide data 

regarding the relationships, 3) coding the works and calculating the effect sizes, 4) analysing the effect 

of the moderator variables and the distribution of the effect sizes, and 5) reporting and interpreting the 

results.  

The minimum number of works that can be included in a meta-analysis study is two, but the 

results from two works may show an unstable structure (Borenstein, Hedges, Higgins & Rothstein, 

2009; Rosenthal, 1995). In meta-analysis studies, reviewing a small number of works poses a problem, 

and the quality of these works (whether good or bad) is criticised (Rosenthal & DiMatteo, 2001). 

Therefore, it is very important to confirm that the works to be included in the analysis address the 

same categories (Baĸol et al., 2016). This requirement, which aims to minimise deviation in the data 

set, depends on the comprehensiveness and systematicity of the inclusion and exclusion processes for 

the works to be covered within the scope of the study (C¹t® & Jennions, 2013; Higgins et al., 2019). 

For instance, using predefined questions and keywords and screening a single database with 

inclusion/exclusion criteria eliminate some biases and can be accepted as systematic techniques, 

although they are not comprehensive. For meta-analysis studies involving social sciences, it can be 

said that there is room for better documentation of search steps, in terms of systematicity and 

repeatability. The number of works to be included in/excluded from the meta-analysis is determined 

by the control forms, according to the specified criteria and methods in the literature (Baĸol et al., 
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2016; Rosenthal, 1991; Rosenthal & DiMatteo, 2001), increasing the internal reliability and external 

validity of the study (Baĸol et al., 2016). With a correct coding, therefore, it will be easier to explain 

changes in effect size (Furtak, Seidel, Iverson & Briggs, 2012; Lipsey & Wilson, 2001). 

Effect size is the most important part of a meta-analysis reviews. If the sample is not too 

small, it provides illustrations of various central trend and variability indices, as well as effect sizes; 

this is often very valuable (Rosenthal, 1995; Rosenthal & DiMatteo, 2001). Two main effect size 

families are ófamily rô and ófamily dô (Rosenthal, 1995; Rosenthal & DiMatteo, 2001; Williams, 

Greenwood & Parker, 2013). The most important members of the first family are Pearsonôs r and 

Fisherôs z transformation. In the ranking of the standard r for comparisons, meta-analysis generally 

uses the conversion of the correlation coefficients from Pearsonôs r to Fisherôs z (Borenstein et al., 

2009). The three most important members of the d family are Cohen's d, Hedges' g, and Glass's ȹ 

(Rosenthal, 1995; Rosenthal & DiMatteo, 2001). Hedges' g is the standardised average difference that 

converts all effect sizes into a common metric that can be interpreted as the difference between the 

two groups, measured as a reference to a standard deviation (Cooper & Hedges, 1994). An advantage 

of Cohen's d and Hedges' g is that they are off-scale or standardized. The main limitation of both is 

their being parametric statistics (Williams et al., 2013). 

Two basic effects are mainly used within the scope of meta-analysis: fixed and random 

effects. When the fixed effects model is adopted, the significance test is based on the total sample size, 

and the generalisation is carried out over the sample sizes. Hence, in the fixed effects model the 

statistical power is high, but the generalisation is limited (Borenstein, Hedges & Rothstein, 2007; Hill, 

Davis, Roos & French 2019), which may sometimes create limitations. Therefore, the random effects 

model is used. When the random effects model is adopted, the significance test is based on the total 

number of included works, not the total sample size, and generalisation goes beyond the specific 

works coming from the same population. Therefore, as the heterogeneity increases with the increase of 

generalisability, its statistical power decreases. Since the number of random samples in the works 

included in the meta-analysis is quite low, the random effects application should not target too much 

sensitivity (Rosenthal, 1995). The answer to the question of whether to use the fixed effects or random 

effects model in a meta-analysis relates to how sampling was performed. The sampling method used in 

the universe of active works (from which we collected the works) determines how we can generalise 

the results of the analysis. The fixed effects model assumes that the results of the works conducted in a 

population according to certain rules can be generalised to cases similar to this population and these 

rules. On the other hand, the random effects model assumes that we define a universe of works, and 

the actual effect size is different for each work in the universe. The works included in the analysis are 

assumed to be a random example of all works in the universe. Therefore, the random effects model 

can generalise the results of the analysis to all universes and cases included within the framework of 

the sampling (Borenstein, 2019; Borenstein et al., 2009). 

Publication bias is one of the factors to be considered in meta-analysis that may lead to 

misinterpretation (Ioannidis & Trikalinos, 2007; Lin & Chu, 2018). Publication bias is a potential 

problem for any systematic review, because works reporting high effect sizes are more likely to be 

published than those reporting small effect sizes (Borenstein et al., 2009; Lipsey & Wilson, 2001; 

Rosenthal, 1991; Rothstein, Sutton & Borenstein, 2006; Vevea & Woods, 2005). Van Aert, Wicherts 

and van Assen (2019) grouped the methods used to review publication bias under two categories, 

namely  used to test publication bias and the verification of the effect size for publication bias. They 

defined bias determination methods under these categories. The most commonly used bias 

determination methods are the fail-safe N, funnel plot, Egger's linear regression, test of excess 

significance, Begg and Mazumdar's rank correlation test, normal qïq graph and p-uniform's 

publication bias test (Baĸol et al., 2016; Borenstein et al., 2009; Darabi, Liang, Suryavanshi & Yurekli, 

2013; Lipsey & Wilson, 2001; Vevea & Woods, 2005). The symmetry of the funnel plot (one of the 

most commonly used methods) indicates that there is no publication bias, whereas its skewness 

indicates the presence of bias (Darabi et al., 2013; Vevea & Woods, 2005). Baĸol et al. (2016) express 

not including all works in the literature in the study as a validity issue, whereas Aloe et al. (2014) state 

that the inclusion of published and unpublished works in a meta-analysis study does not seriously 

affect the publication bias, therefore the publication bias may not completely result from the sample. 
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In meta-analysis, heterogeneity tests are measures of the differences between the works. 

Heterogeneity estimates the amount of variation among reviewed works, arising from the variables 

and from the external error (Higgins, Thompson, Deeks & Altman, 2003). These tests are reported 

using H, R, I
2
, †and Q-values, which are considered to complement each other in the interpretation. I

2
 

is a simple percentage of the total variance; it should not be interpreted as the amount of heterogeneity 

(Borenstein, 2019). Unlike the Q-value, I
2
 does not depend on the total number of works used to 

calculate the summary effect size. Therefore, I
2
 is the preferred statistic when reporting the 

heterogeneity of a small group (Higgins et al., 2003). A high I
2
 value indicates that variance is 

associated with factors other than the variable being investigated (Higgins et al., 2003). The Q statistic 

is a weighted variance that indicates whether all works come from a population with chi-square 

distribution. A significant Q statistic indicates that effect sizes come from different populations 

(heterogeneity). If the Q statistic is not significant, all works are assumed to have the same population 

effect, indicating the use of fixed effects models (Darabi et al., 2013). As the I
2
 value, the Q statistic 

should never be used as the amount of heterogeneity (Borenstein, 2019). The H statistic emerges using 

Cochran's Q statistic. The parameter † is defined as the variance of the actual effect sizes.  

The R
2
 statistics are calculated together with †  and the typical variance within the group 

(study) ů
2
, similar to the H

2
 statistics. H, R and I

2
 statistics are not dependent on the number of studies. 

Therefore, it is recommended that one of these coefficients is presented with the tests performed 

(Higgins & Thompson, 2002). 

The following are expressed as ways of addressing heterogeneity: conducting a citation review 

and meta-analysis; allowing or ignoring heterogeneity using fixed and random effects models while 

modelling the data; and conducting research to explain and eliminate heterogeneity (Higgins et al., 

2003). 

The properties recorded for each work and outlined in the study set can be used as moderator 

variables, that is, variables associated with the amount of the effect size achieved for different works 

(Rosenthal, 1995). The simplest way to analyse the moderators is to compare the average effect sizes 

in different subgroups that constitute moderator levels. The analysis of the moderators in meta-

analyses allows further testing of the details of the theory and a better understanding of the research 

literature (Rosenthal & DiMatteo, 2001). 

Reporting the prediction interval and confidence intervals along with the data of the works 

covered in the meta-analysis is an important issue. The prediction interval provides information on the 

range of the effect sizes on a single metric. In other words, it gives information about the range. The 

accuracy of the prediction interval is somewhat affected by the number of works. If the analysis 

includes at least ten works, the prediction interval is likely to be accurate enough to be useful. The 

confidence interval is a sensitivity index that shows how precisely we estimate the average effect size 

(Borenstein et al., 2009). 

Purpose of the Study 

Meta-analysis studies are expected to include many criteria, especially in terms of 

methodology. The purpose of this study is the evaluation of meta-analysis works conducted in 

educational sciences between 2010 and 2019 in Turkey, including the steps followed in terms of 

methodology and the comments made regarding the findings and results obtained. At the same time, 

this study aims to prevent both conceptual and statistical mistakes that may occur in future meta-

analysis studies. 

Research Questions 

Within the scope of the study, meta-analysis works conducted in Turkey from 2010ï2019 

were evaluated, considering the following points, in terms of methodology: 
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1. What are the criteria that are considered in the introduction parts of the studies? 

2. What are the criteria that are considered in the methodology parts of the studies?  

3. What are the criteria that are considered in the conclusion, discussion and suggestions parts 

of the studies? 

METHODOLOGY  

Research Model 

The works included in the study were evaluated in terms of methodology, using content 

analysis. The main objective of content analysis is to reach the concepts and relationships that express 

the collected data in an understandable way (Yēldērēm & ķimĸek, 2006). 

In the study, the introduction, method and conclusion parts of each meta-analysis work were 

reviewed and evaluated according to the specified criteria. In this regard, a descriptive process was 

followed. Descriptive studies are defined as involving a type of research that enables the revealing of 

the current situation as it is. 

Sample  

In the current study, meta-analysis papers published in the journals indexed within the scope 

of the T¦BĶTAK ULAKBĶM TR Index (ULAKBĶM) were analysed, using the content analysis 

method. A total of 163 works were accessed in the field of educational sciences, as a result of a 

screening carried out in ULAKBĶM with the keywords óMeta-Analysisô and óMeta-Analizô. Of those 

163 works, 26 works that meet the inclusion criteria were evaluated within the scope of the study.  

Data Collection Process 

Regarding the identification of the works to be evaluated within the scope of the study, the 

first screening date was 7 January 2020, and the last screening date was 18 February 2020. Since there 

is not a separate óeducational sciencesô database in the ULAKBĶM system, the screening was carried 

out on the social sciences database. Although the current study is a content analysis study, the 

screening process is outlined by using the flowchart suggested for use in the PRISMA notification for 

systematic review and meta-analysis. The flowchart for the screening process is given in Figure 1. 
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Figure 1 

 

Data Collection Flowchart 

In addition to the flowchart, Table 1 provides information about the journals in which the 

works evaluated in the study were published. 

Table 1 Distribution of Papers Evaluated within the Scope of the Study, by Journal 

Journal f 

Education and Science (Eĵitim ve Bilim) 5 

Turkish Studies: International Periodical for the Languages, Literature and History of Turkish or Turkic 4 

Journal of Hacettepe University Education Faculty (Hacettepe ¦niversitesi Eĵitim Fak¿ltesi Dergisi) 3 

Journal of Abant Ķzzet Baysal University Education Faculty (Abant Ķzzet Baysal ¦niversitesi Eĵitim 

Fak¿ltesi Dergisi) 

2 

Eurasian Journal of Educational Research 1 

Pegem Education and Training Journal (Pegem Eĵitim ve ¥ĵretim Dergisi) 1 

Adēyaman University Journal of Educational Sciences (Adēyaman ¦niversitesi Eĵitim Bilimleri Dergisi) 1 

Journal of Ķnºn¿ University Education Faculty (Ķnºn¿ ¦niversitesi Eĵitim Fak¿ltesi Dergisi) 1 

Kastamonu Education Journal (Kastamonu Eĵitim Dergisi) 1 

Journal of Erzincan University Education Faculty (Erzincan ¦niversitesi Eĵitim Fak¿ltesi Dergisi) 1 

SPORMETRE Journal of Physical Education and Sports Sciences (SPORMETRE Beden Eĵitimi ve Spor 

Bilimleri Dergisi) 

1 

Journal of Trakya University Education Faculty (Trakya ¦niversitesi Eĵitim Fak¿ltesi Dergisi) 1 

Journal of ¢ukurova University Education Faculty (¢ukurova ¦niversitesi Eĵitim Fak¿ltesi Dergisi) 1 

Journal of Mersin University Education Faculty (Mersin ¦niversitesi Eĵitim Fak¿ltesi Dergisi) 1 

Gazi University Journal of Gazi Education (Gazi ¦niversitesi Gazi Eĵitim Dergisi) 1 

Educational Management in Theory and Practice (Kuram ve Uygulamada Eĵitim Yºnetimi) 1 
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Regarding Table 1, five of the works were published in Education and Science (Eĵitim ve 
Bilim), four works in Turkish Studies: International Periodical for the Languages, Literature and 

History of Turkish or Turkic, three works in the Journal of Hacettepe University Education Faculty 

(Hacettepe ¦niversitesi Eĵitim Fak¿ltesi Dergisi) and two in the Journal of Abant Ķzzet Baysal 
University Education Faculty (Abant Ķzzet Baysal ¦niversitesi Eĵitim Fak¿ltesi Dergisi). 

Regarding the evaluation of other features related to the papers but not included in Table 1: 4 

of the 26 works were observed to focus on the effectiveness of the relationships and 22 on the 

effectiveness of the differences between the studies reviewed. Six works were from 2015, seven from 

2016, seven from 2017, four from 2018 and two from 2019. 

Validity and Reliability of the Study 

Transactional content analysis for detailing screening forms is one of the methods that 

increase the validity of content analysis studies (Baĸol et al., 2016). In order to ensure high research 

validity, the items specifying the properties that meta-analysis should have (in terms of methodology) 

are included in the coding form. Each work was enumerated by the researchers to ensure that the 

works were included in the sample only once. 

In order to determine the reliability of the coding processes to be carried out by the 

researchers, 6 of the 26 papers were selected at random and analysed by both researchers. The 

reliability of the coding was determined, and the agreement between the raters (expected to be at least 

80%) was calculated as 82%, using the formulas suggested by Miles and Huberman (1994). In 

addition, to increase the reliability of the paper classification process, the classifications were 

discussed by the researchers and disagreements were resolved. 

Data Collection Tool 

Prior to the content analysis, the researchers developed a meta-analysis control form (MACF) 

to reveal the methodological deficiencies of the included meta-analysis works. PRISMA (2009), 

control forms developed by Geyskens, Krishnan, Steenkamp and Cunha (2009) and the meta-analysis 

evaluation form developed by Baĸol et al. (2016) were used in the development of the MACF. The 

characteristics of the meta-analysis process and the most common problems in meta-analysis were 

considered in its creation. 

The items included in the MACF require that the encoder codes the questions related to the 

methods and techniques used in the study as Yes/No, except for one item. For some items, the 

researchers were expected to make explanations about the relevant case, in addition to the coding. The 

MACF consists of three sections: Introduction Part of the Study (14 items), Methodology Part of the 

Study (12 items), and Conclusion, Discussion and Suggestions Parts of the Study (3 items). 

Data Analysis 

The data obtained by the MACF were explained using frequency and percentage values. 

Limitations  

The study is limited to 26 studies available in the ULAKBĶM system. The inclusion criterion 

for the works evaluated within the scope of the research was set as being a meta-analysis study. 

Following screening performed with the keywords óMeta-Analysisô and óMeta-Analizô, works lacking 

any statistical information among the meta-analysis were excluded from this research, according to the 

MACF. 

  

https://www.researchgate.net/deref/http%3A%2F%2Fdx.doi.org%2F10.14687%2Fijhs.v13i1.3460
https://www.researchgate.net/deref/http%3A%2F%2Fdx.doi.org%2F10.14687%2Fijhs.v13i1.3460
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FINDINGS  

Findings and Interpretations Regarding the Introduction Parts of the Studies 

The findings obtained as a result of the analysis of 26 papers according to the first 14 items of 

the MACF form are given below. 

Table 2 Descriptive Statistics of the Answers given to the Items in the Introduction Part  

MACF items f % 

The purpose of the study is explicitly stated. 25 96 

The reason(s) for the selection of variables is explicitly stated. 24 92.3 

The research problem is reported. 20 77 

Sub-problems related to the research problem are reported. 16 62 

One or more research hypotheses are established. 1 4 

The databases in which the screening was performed are specified. 25 96 

The dates of the screening process are reported. 12 47 

The keywords used in screening are reported. 23 88 

Inclusion criteria are reported. 26 100 

Exclusion criteria are reported. 6 23 

Unpublished studies are evaluated within the scope of the work. 17 65 

Intercoder reliability is tested. 14 54 

The number of screened works, eligible works and the ones included in the review are reported using 

a flowchart as well as the works exclude from the study and exclusion reasons. 

3 12 

The studies included in the meta-analysis are reported in a table. 10 38 

 

Table 2 shows the satisfaction of the criteria in the MACF developed by the researchers 

(mainly based on the PRISMA criteria) by the 26 works published in 2010ï2019. Works carry 

different properties that meet different criteria. For the reviewed papers, the criteria most frequently 

met are: reporting of inclusion criteria, reporting of keywords used in screening, specification of 

databases where screening was performed, explicit statement of the purpose of the study, explicit 

statement of the reason(s) for variable selection and reporting the research problem.  

While 16 works contain information on both the start and end dates of the screening process, 

in 4 works (~ 15%) only the final screening date is included.  

In addition, there are 12 works in which the studies to be included in the meta-analysis were 

not analysed by at least two coders. Therefore, for these, inter-coder reliability was not tested. Of the 

14 works in which inter-coder reliability was tested, 9 (~ 64%) used the MilesïHuberman method, 

while 4 (~ 29%) employed Cohen's Kappa. In 1 (~ 4%) work, only the establishment of agreement is 

mentioned; no numerical value is given. 

The criteria least satisfied by the 26 works are: establishment of a hypothesis; reporting of 

exclusion criteria; and reporting numbers of screened works, eligible works, works included in the 

review and works excluded from the study (with exclusion reasons) (i.e. having a flowchart). Among 

these, lack of exclusion criteria and absence of a flow chart affect the transparency of the research 

(Moher, Liberati, Tetzlaff & Altman, 2009). 

Findings and Comments Regarding the Methodology Parts of the Studies 

The findings obtained as a result of the analysis of 26 papers according to 12 items included in 

the MACF form are given below. 
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Table 3 Descriptive Statistics of the Answers given to the Items in the Methodology Part  

MACF items f % 

Software used in the analysis: 

CMA (22) 

MetaWin (5) 

Excel (2) 

SPSS (3) 

85 

19 

8 

12 

Normal distribution was tested to check whether combining the effect sizes of the 

studies is appropriate or not. 

4 15 

Information about the analysis of extreme values is provided. 0 0 

Effect sizes were combined on a single metric using the conversion formula. 1 8 

Effect sizes were interpreted and reported as small/medium/large. 26 100 

Fail-safe N is reported. 19 73 

Publication bias is specified. 25 96 

Heterogeneity/homogeneity is specified. 26 100 

Moderator analyses were performed. 20 77 

The result of the heterogeneity test was taken into consideration in the selection of the 

model used. 

2 8 

Confidence intervals were interpreted. 7 27 

Prediction intervals were interpreted. 0 0 

 

As can be seen in Table 3, the CMA program was most frequently used in the works. In four 

of the works (~ 15%), no information is given about the statistical program used. 

The effect sizes were observed to be interpreted as low/medium/high in all works. In 10 of the 

26 works (~ 38%), Cohen's d was used in effect size calculations, whereas in 8 (~ 31%), Hedge's g 

was used. In eight works (~ 31%), the coefficient used in effect size calculations is not reported. The 

reasons for using the selected coefficient are reported only in one work. 

Regarding the detection of publication bias, the funnel plot was used in 22 works (~ 85%); 

Eggerôs test in 5 (~ 19%), Begg and Mazumdarôs rank correlation test in 3 (~ 12%) and Duval and 

Tweedieôs method in 4 (~ 15%). No results related to the test of publication bias is reported in any of 

the works. In addition, in 11 of the 26 works (42%), fail-safe N is not reported, whereas in 11 (73%) of 

the remaining 15 works, fail-safe N was used to specify publication bias. It should be noted that five 

different coefficients were used for the specification of publication bias in two different works. 

In 18 of the 26 works (~ 69%), both I
2
 value and the Q test (heterogeneity or homogeneity 

test) were employed; whereas only the Q test was used in 8 works. In addition, in 16 works where I
2
 

was used, this coefficient was evaluated in three categories, as low, medium or high (25%, 50% and 

75%, respectively). 

At the model selection point, the random effects model according to heterogeneity was used in 

20 of the 26 works (~ 77%), both fixed and random effects models were used in 1 work, the random 

effects model according to the objectives in the literature was used in 2 works and the random effects 

model according to both literature and heterogeneity was used in 1 work. In one work, the random 

effects model was reported to be preferred because of failing to meet common effect size assumption. 

In another work, the random effects model was reported to be preferred because the studies included 

in the meta-analysis were not functionally equal, and the work aimed to make a generalisation from 

the determined effect size. As can be seen from these results, it can be said that within the scope of the 

analysed works, model selection was made according to the results of the heterogeneity test. 

In 20 of the 26 works (~ 77%), the structure formed by the effect sizes was found to be 

heterogeneous, and moderator analyses were performed. In two works, moderator analyses were 

reported to be performed according to the homogeneity of the structure formed by the effect sizes of 

the works included in the meta-analysis. In one work, the structure formed by the studies included in 

the meta-analysis was determined to be heterogeneous and moderator analyses were carried out, but 

no further information was provided in terms of revealing the reasons for heterogeneity. In another 

work, the structure formed by the effect sizes was found to be heterogeneous, but the moderator 

analysis was not performed; similarly, in another, the structure formed by the effect sizes was found to 

be homogeneous and the moderator analysis was not performed. In yet another work, the structure 
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formed by the effect sizes was found to be heterogeneous, the moderator analysis was not performed 

and the absence of a moderator analysis was reported as a limitation of the study and it was suggested 

that it was performed. 

Regarding the methodology parts of the analysed works, the most common shortcomings are 

as follows: prediction intervals were not interpreted, normal distribution was not tested to assess the 

appropriateness of combining effect sizes, the information regarding the analysis of extreme values 

was not provided and effect sizes were not combined on a single metric using the conversion formula. 

These can be interpreted as showing that the characteristics of the studies reviewed in the works were 

not substantially taken into consideration. 

Findings and Comments Regarding the Conclusion, Discussion and Suggestions Parts of 

the Studies 

The findings obtained as a result of the analysis of Conclusion, Discussion and Suggestions 

parts of 26 papers according to three items of the MACF are given below. 

Table 4 Descriptive Statistics of the Answers Given to the Items in the Conclusion, Discussion 

and Suggestions Parts  

MACF items f % 

Limitations of the work are reported. 11 42 

Generalisations are made considering the findings. 26 100 

Adequate suggestions are submitted for future research. 14 54 

 

As seen in Table 4, limitations are reported in 11 of the 26 works (~ 42%). The lack of 

reporting of the limitations in 15 of the works (~ 58%) can be interpreted as a negative factor. In all 26 

works, generalisations are made considering the findings. In 11 of the 26 studies (~ 42%), suggestions 

for future research are submitted. 

DISCUSSION, CONCLUSION AND SUGGESTIONS  

Regarding the publication years of the works analysed in the study, no published study 

satisfying inclusion criteria was found between 2010 and 2014. This shows that interest in and the 

popularity of meta-analysis in the field of educational sciences have increased in the last five years. 

The vast majority of the works included in the study focus on the effectiveness of the differences, 

while the remaining few focused on the effectiveness of the relationships. 

Research hypotheses were observed not to be established in the majority of the works. 

Considering that hypotheses explain the available data, suggest solutions to the problem and are 

testable (Karasar, 2011), the importance of establishing a hypothesis is clear. 

Inter-coder reliability was found to be untested in a significant portion of the works reviewed 

in the study. Miles and Huberman (1994) emphasise that the performance of coding by two 

researchers on the same data set makes descriptions clearer; in addition, it is possible to reach an 

agreement about the meaning of the coding and the parts of the data belonging to a specific code if 

two researchers code the same data set. 

Most of the works covered in this study contain deficiencies in the reporting of exclusion 

criteria, numbers of screened works, eligible works, works included in the review and excluded works 

(and the reasons for exclusion) by using a flow diagram, and in the reporting of the works included in 

the meta-analysis explicitly as a table. Additionally, the screening dates are not reported in some of the 

works. The lack of reporting of relevant details creates problems in terms of the transparency, 

reliability and repeatability of the research. At the same time, these deficiencies cause problems 

related to validity. 
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Regarding the computer programs used, the CMA program was observed to be used in most of 

the 26 works. CMA is a commercial software for meta-analysis applications. Meta-analyses were 

observed to be carried out by a single program in the reviewed works, which restrains the revealing of 

other evidences related to the results by using different outputs that may be obtained through other 

software. 

Another remarkable deficiency is that normal distribution and extreme value assumptions 

were not tested in a significant number of the 26 works. The test of the assumptions before performing 

statistical analysis helps to ensure the accuracy of the analysis results and is one of the factors that 

eliminates the risk of the study deviating from scientific principles. Without this, the study becomes a 

non-scientific study. 

In most of the works, the effect sizes were not combined on a common metric using 

transformation formula (or no information is given on this issue). The main objectives of the meta-

analysis can be stated as: combining relevant studies and calculating the effect sizes, combining these 

calculated effect sizes on a common metric and, finally, achieving an average effect size from the 

effect sizes combined on a common metric (Cohen & Manion, 2001; Field, 2001). 

Regarding the works reviewed in the course of the research, the coefficient used in effect size 

calculations is not mentioned in some works, and only one work provides information about why the 

coefficient used in the calculation of the effect size was preferred. Regarding the literature, the use of 

Hedgeôs g is recommended for very small sample sizes (< 20); for sample sizes greater than 20, it is 

suggested that the results will be approximately equal regardless of whether Cohen's d or Hedge's g is 

used (Durlak, 2009; Ellis, 2010; Hedges & Olkin, 1985). Failure to provide information about the type 

of the effect size and the reasons for preferring it is considered a threat to the differentiation of study 

results in meta-analysis. 

Regarding the fail-safe N, no quantitative output is reported in some of the 26 studies 

reviewed in this research; the fail-safe N was used to address publication bias in some others. The fail-

safe N is one of the expressions of the p value obtained from meta-analysis. It describes the robustness 

of a significant result by calculating how many studies with effect size zero can be added to the meta-

analysis before the result loses statistical significance. The fail-safe N value is strongly affected by the 

average mediating effect of unpublished studies (Iyengar & Greenhouse, 1988). The fail-safe N is 

usually very large, even if the null hypothesis (H0) is accepted. If the p value is too small, the fail-safe 

N will be too large; if the p value is slightly less than 0.05, the fail-safe N will be small (Hagger, 

Wood, Stiff & Chatzisarantis, 2010; Rosenthal, 1979). It gives information about the robustness of a 

statistically meaningful result, that is, the power of meta-analysis. Using a fail-safe N in determining 

the presence of publication bias may lead to false results (Higgins & Green, 2011; Scargle, 2000). 

In the vast majority of works, the I
2
 value was classified as low, medium or high in terms of 

heterogeneity, which is not a correct approach, as I
2
 is not an absolute distribution index, but a ratio; it 

therefore does not give information about the distribution, and a heterogeneity that can be considered 

high in one context can be considered low in another (Borenstein, 2019; Harrer, Cuijpers, Furukawa & 

Ebert, 2019). Also, some works were observed to use only the Q test regarding heterogeneity. Since Q 

and I
2
 are two different statistics with different superiorities, sticking to a single statistical result while 

making inferences about heterogeneity may lead to misinterpretations (Borenstein, 2019; Card, 2012). 

Regarding heterogeneity, it is worth mentioning that heterogeneity cannot be interpreted as 

ógoodô or óbadô in its natural form. If our objective is to report that intervention raises scores to a 

certain value, we can say that, in this case, heterogeneity is indeed a problem. In the absence of 

heterogeneity, a common effect that applies to all populations can be reported. In the presence of 

heterogeneity, there is no common effect size and hence no common effect can be reported; however, 

in such a case, the degree of heterogeneity can be assessed, and effect sizes of 0.05 for some 

populations and as high as 0.95 for other populations can be reported. What makes heterogeneity 

ógoodô or óbadô varies according to the objective of the study (Borenstein, 2019; Higgins et al., 2003). 
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In the majority of the works reviewed in this study, the model selection was made according 

to the results of the heterogeneity test, which is not a correct approach, for several reasons. It is not 

logical to use the result of a statistically insignificant heterogeneity test in deciding whether the studies 

reviewed within the scope of a meta-analysis share a common effect. Although heterogeneity tests are 

considered to be important by the researcher, they may not be statistically significant. Also, the fixed 

effects model is used when such an approach is adopted. If  a default model must be chosen, it would 

be more logical to choose the random effects model, which requires fewer assumptions about the 

consistency of the effects (Borenstein, 2019; Borenstein et al., 2009; Huedo-Medina, Sanchez-Meca, 

Mar²n-Mart²nez & Botella, 2006). 

Confidence intervals were not interpreted in the majority of the works reviewed in this 

research. The confidence interval related to the variance between studies is of great importance for the 

random effects model, in terms of measuring the uncertainty of point estimates (Jackson & Bowden, 

2016). Confidence intervals and point estimates are interpreted differently by the fixed effects and 

random effects models (Higgins & Green, 2011). Regarding the review of the works in terms of 

interpretation of prediction intervals, no data related to the relevant information was found. Prediction 

intervals show the actual effect size range of future studies. Failure to interpret confidence intervals 

and prediction intervals may increase the risk of making mistakes in the conclusions made for relevant 

studies and future studies and may damage the validity of the cases concerned. 

In addition, study limitations are not reported in more than half of the reviewed works. Not 

reporting the limitations of a meta-analysis harms the repeatability of the study in terms of research 

strategy (Moher et al., 2015). 

In view of the findings of this study, the following suggestions are issued for future studies: 

Given that various types of meta-analysis exist (e.g. multilevel meta-analysis, Bayesian meta-

analysis, network meta-analysis based on graph theory and structural equation modelling meta-

analysis), it is recommended that different types of meta-analysis studies involving these are 

conducted. 

It is recommended that meta-analyses are performed using open-source software such as R 

and free and open-source software such as Jamovi or JASP, where the analysis is carried out through 

drop-down menus. 

In order to prevent the loss of internal reliability of meta-analysis, it is strongly recommended 

that inter-coder reliability is checked. Also, if there are likely to be many guesses, the use of a statistic 

like kappa is recommended for inter-coder reliability; however, if the coders are well-trained and less 

likely to guess, the use of statistics such as agreement rate is recommended (McHugh, 2012). 

Regarding information about the presence or absence of publication bias, the use of p-

uniform, Eggerôs test or Beggôs test is recommended (rather than fail-safe N). Additionally, employing 

more than one method will strengthen the study, in terms of the reviewability of the results. 

Regarding the selection of a fixed effects or random effects model, the decision should be 

taken with consideration of whether the studies examined within the scope of the research share a 

common effect size, as well as the objective of the meta-analysis. Model selection is related to the 

distribution of effect sizes and the consideration of related error sources. If the reviewed studies 

comprise only published works, the random effects model may be suggested as a more reasonable 

option (Borenstein et al., 2009). 

Regarding the reporting of systematic review and meta-analysis studies in the literature, the 

use of the PRISMA flow chart, a review template in which decisions for the inclusion and exclusion of 

the relevant works are shown in a transparent way, is recommended (Moher et al., 2009; Moher et al., 

2015) 
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In future meta-analysis studies, it is recommended that prediction intervals are reported, to 

show the real effect range of those studies.  
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Appendix A: Meta-analysis control form 

Introduction Part of the Study   

1. The purpose of the study was explicitly stated   

      (0) No     (1) Yes 

2. The reason (s) for the selection of variables were explicitly stated 
  

      (0) No     (1) Yes 

3. Research problem was reported 
  

      (0) No     (1) Yes 

4. Sub-problems related to the research problem were reported 
  

      (0) No     (1) Yes 

5. Research hypothesis (s) were established 
  

      (0) No     (1) Yes 

6. The databases in which the screening was performed were specified 
  

      (0) No     (1) Yes 

7. The dates of the screening process were reported 
  

      (0) No     (1) Yes 

8. The keywords used in screening were reported 
  

      (0) No     (1) Yes 

9. Inclusion criteria were reported 
  

      (0) No     (1) Yes 

10. Exclusion criteria were reported 

      (0) No     (1) Yes 

  

11. Unpublished studies were evaluated within the scope of the work 

       (0) No     (1) Yes 
  

12. Intercoder reliability was tested 

       (0) No     (1) Yes 
  

13. The number of screened works, eligible works and the ones included in the review 

were reported using a flowchart as well as the works excluded from the study and 

exclusion reasons. 

       (0) No     (1) Yes 

  

14. The studies included in the meta-analysis were reported in a table 

       (0) No     (1) Yes 
  

15. Softwares used in the analysis   

ééééééé 

16. Normal distribution was tested to check whether combining the effect sizes of the 

studies is appropriate or not. 

      (0) No     (1) Yes 

  

17. Information about the analysis of extreme values was provided   

      (0) No     (1) Yes 

18. Effect sizes were combined on a single metric using the conversion formula 
  

      (0) No     (1) Yes 

19. Effect sizes were interpreted and reported as small-medium-large 

      (0) No     (1) Yes 

  

20. Fail-safe N was reported 

      (0) No     (1) Yes 
  

21. Publication bias was specified 

      (0) No     (1) Yes 
  

22. Heterogeneity/Homogeneity was specified 

      (0) No     (1) Yes 
  

23. Moderator analyzes were performed 

      (0) No     (1) Yes 
  

24. The result of the heterogeneity test was taken into consideration in the selection of 

the model used 

      (0) No     (1) Yes 

  

25. Confidence intervals were interpreted 

      (0) No     (1) Yes 
  

26. Prediction intervals were interpreted 

      (0) No     (1) Yes 
  

27. Limitations of the work were reported 

     (0) No     (1) Yes 

28. Generalizations were made considering the findings 

     (0) No     (1) Yes 

29. Sufficient suggestions were submitted for future research 

     (0) No     (1) Yes 
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Abstract 

As technological advancements continue to revolutionise the realm of education, use of technology in 

both K-12 and university classrooms paves the way for making flipped classroom a trending 

pedagogical model. Flipping a course simply means reversing a traditional model of in-class lecture 

followed by practice and homework.  Research has shown that use of flipped classroom holds promise 

for studentsô success and satisfaction as long as curricular activities of a flipped course are designed 

and sequenced through some steps depending on tenets and nature of flipped classroom as well as 

principles of instructional design models. This study aims to shed light on some considerations for 

designing content, pedagogy, materials, delivery, and assessment prior to flipping a course. Each step 

in the process of flipping a course is therefore explicated through a systematic review of 78 studies 

that focus on implementations of flipped classroom in K-12 and university classrooms. 
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INTRODUCTION  

Technological advancements affect our lifestyles and educational practices. As the 21st 

century leads to globalisation of ICT by the production of important amount of new knowledge, 

education systems need to shift from teacher-centred ones to more student-centred ones. The reflection 

of technological advancements on educational methods may account for the use of audio-visual tools 

for educational purposes. In conjunction with the developments in technology and the change of 

teaching and learning paradigm, a new pedagogical approach called flipped classroom has appeared 

(Lo et al., 2017). One of the fundamental characteristics of the flipped classroom is to significantly 

reverse pre-and in-class learning activities by allowing the teacher to devote more time and energy to 

deepen studentsô understanding in in-class time. 

Gaining in popularity in recent years (Enfield, 2013) as a technology-enhanced pedagogy, 

flipped classroom relies on some components like videos, reading texts, and other resources out of the 

classroom (Hawks, 2014) where students are expected to establish conceptual knowledge through the 

given pre-class materials to get prepared for in-class time in which they are supposed to make sense of 

the material by means of their active engagement in activities in lieu of being passive listeners of 

traditional direct lectures (Butt, 2014). In traditional direct lecture, knowledge is conveyed to the 

student by the teacher and in order for students to internalise and apply it, homework is assigned 

(Bishop & Verleger, 2013). Traditional direct lecturing has faced a number of challenges in meeting 

the needs of students and enhancing their knowledge and skills that may enable them to be global 

competitors of the 21
st
 century. In order to break this traditional direct lecture-based teaching and 

transform it into a self-directed and active learning approach, flipped classroom could give educators a 

chance of replacing traditional teaching methods with a more student-centred approach in which 

students collaborate with peers about some activities such as tasks or projects, engage deeply with 

content, enhance their thinking skills, and receive feedback about their improvement (Hamdan et al., 

2013; Kong, 2014; Missildine et al. 2013). Being quite distinct from traditional direct lectures, flipped 

classroom provides students with valuable classroom time for activities in the form of discussions, 

projects, or team work that demand higher order thinking skills (Pulley, 2014) on the basis of gained 

conceptual knowledge out of the classroom.  

Flipping a course does not boil down to the use of videos and homework; on the contrary, it 

mainly centres on putting attention on students (Bergmann & Sams, 2012). In other words, flipped 

classroom aims at creating a student-centred environment where the emphasis of the provision of 

meaningful activities that enable students to gain higher order thinking skills is highly laid. Flipped 

classroom, a blended model of learning, might be different in various classrooms depending on the 

teacher, content, the use of digital resources, tools, and technology (Osguthorpe & Graham, 2003). 

Since coupled with the current educational technology providing time and rich resources for the 

teacher, flipped classroom offers the teacher the chance of integrating digital resources such as 

PowerPoint with audio, lecture videos, online reading texts or in PDF format into the content of a 

flipped course (Pulley, 2014). As well, flipped classroom gives the teacher the opportunity to create 

pre-and in-class activities and assignments for students based on their intellectual, physical, and 

cultural diversities (Larcara, 2015). Based on active and individualised instruction, flipped classroom 

also enables the teacher to recognise how much students perform well in the content and apply it on 

deeper level while they share their ideas with each other and offer different perspectives on the content 

through collaboration and cooperation with their peers (Sams & Bergmann, 2013).  

Peer interaction and collaboration are the most beneficial aspects of flipped classroom when 

compared with traditional direct lectures where they can have little interaction with each other in class 

time and may have a connection out of the classroom if they could make an effort to do so (Larcara, 

2015). Last but not least, flipped classroom claims to help students improve their innovation and task 

orientation (Strayer, 2012), information literacy, critical thinking skills (Missildine et al., 2013), and 

performance on assessment (Mason et al. 2013). The use of quizzes in flipped classroom shows how 

much students are successful in integrating conceptual knowledge into in-class activities, which is 

often times very hard to measure if students can integrate conceptual knowledge in a traditional 

classroom through an exam (Swart, 2017). With flipped classroom, the teacher will also have the 
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chance of walking around the classroom and observing collaboration and interaction among students 

in order to better assess studentsô understanding of the content. In addition, there are a number of 

formative measures the teacher could use such as think-pair-share questions, exit tickets, or one-

minute papers (Black et al., 2017; Gardner, 2017) to check studentsô understanding of pre-and in-class 

activities.   

Instructional Design 

The effectiveness of teaching depends on effective planning of instruction and design of 

instructional activities. The process of instructional design provides a framework for the teacher to 

plan, develop, and adapt instructional activities according to the needs of students and the 

requirements of course content (Jones & Davis, 2008). In the field of instructional design, 

psychologists and educators have started to look into effective ways of planning and implementing 

instruction. There are a number of researchers who have studies into learning theories, instructional 

theories, and systematic approaches to instruction (Carr-Chellman, 2015; Gagne et al., 1992; Gros et 

al., 1997; Morrison et al., 2007; Reigeluth,1999).  

The aim of instructional design is to help the teacher understand what is significant in creating 

learning environments and offer some guidelines about how to optimise studentsô learning process. 

Instructional design process, which is prescriptive by its nature, is generally based on models. 

Instructional design models offer some advice concerning the design of learning activities and support 

of students (Elen, 2016). It is possible to use instructional design models with varying degrees of 

implementation in many settings. Besides, since an instructional design model is effective in planning 

instruction from the perspective of students, through step-by-step process it helps the teacher to 

specify studentsô needs, define what is to be learned, determine a sequence of course content, outline 

actual design, develop or adapt learning resources, and assess the overall instruction process (Hains, 

2000; Morrison et al., 2001). Instructional design models are open to modification based on studentsô 

changing needs and advancement of educational technology. Thus, the integration technology into 

instruction process means presenting different learning opportunities that appeal to students (Jones & 

Davis, 2008). In addition to this, when there is the integration of instructional technology with a well-

planned curriculum that covers proper teaching strategies, studentsô learning could be improved.   

Similarly, when designing activities for a flipped course, the teacher generally should take 

thoughtful steps to ensure that assessment, teaching techniques, and curricular activities all align in 

terms of practical and sound educational theories. According to Brewer et al. (2001), planning and 

preparation of a course directly impact the effectiveness of that course and really impedes learning of 

students. In making design decisions about how to flip a course, course goals must be used as a 

strategic planning step to guide the teacher in selecting pre-class, in-class materials, and activities 

together with a suitable evaluation plan aligned to other course components (Swart, 2017; Zappe & 

Litzinger, 2017). In a qualitative study investigating faculty perceptions of flipped classroom, it is 

highlighted that alignment of pre-class activities with in-class activities is regarded as a critical factor 

in the success of flipped classroom (Zappe et al., 2015). In addition to this, what matters most is the 

design of clear and understandable course content for studentsô success. Design process requires a firm 

connection between what students are supposed to do in-class time and what they need to do pre-class 

time (See & Conry, 2014). 

Because of its flexibility (Bergmann & Sams, 2012) and intricacy in the process of both 

design and implementation (Lee et al., 2017), flipped classroom could be hard and daunting for the 

teacher to plan and develop flipped classroom-based curricular activities, thus the availability of a 

design model is crucial to lead the teacher to implementation of flipped classroom at ease. With regard 

to designing models for flipped classroom, a group of researchers initiate the development of a design 

model from the synthesis of blended learning and flipped classroom literature that are mapped onto 

ADDIE process (Analysis, Design, Development, Implementation, and Evaluation) (Lee et al., 2017) 

in order to make contributions to solid employment of flipped classroom in higher education. Initial 

design of the model is composed of the analysis of goals, content, students and technological 

environment, the features of content such as sequence, hierarchy, and interactivity, and assessment of 
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pre-class activities with formative assessment instruments. The final design model for flipped 

classroom at the course level covers the following steps as analysis, online design, online 

development, face-to-face design and development, and implementation. It is, however, highlighted 

that since the design model is developed from an algebra course, confirmation in various courses is 

needed. In another empirical study investigating key principles of how flipped classroom could be put 

into practice, it has been clearly stated that there are nine key principles, the first three of which are 

adopted from Brameôs (2016) work and the remainders of which are constructed as a result of the 

study carried out by Kim et al. (2014). These principles are generally comprised of providing 

opportunities for studentsô pre-class time, an incentive for them to be ready for in-class time, a 

mechanism for their assessment of understanding, connections between pre-and in-class activities, 

well-established guidance, enough time for tasks, promotion of a learning community, feedback on 

individual or group work, and familiar and easy technologies for access.  

The literature review reveals that there is a scarcity of research both detailing design principles 

and models that offer a viable solution guiding the teacher into designing and implementing flipped 

classroom (Cresap, 2017; Kim et al., 2014; Lee et al., 2017), hence with a view to shed light on some 

considerations for designing content, pedagogy, materials, delivery, and assessment, this study seeks 

to answer the following research questions:  

RQ1: What are the considerations for content design in flipped classroom? 

RQ2: What are the pedagogical considerations for flipped classroom? 

RQ3: What are the considerations for material/activity design in flipped classroom? 

RQ4: What are the considerations for content delivery design in flipped classroom? 

RQ5: What are the considerations for assessment design in flipped classroom? 

METHOD  

Article selection process  

Web of Science (WOS), ERIC, ScienceDirect, SCOPUS, IGI Global, Wiley Online Library, 

Emerald Insight, and Sage are considered to be major databases (Taylor et al., 2003), thus they were 

used to retrieve relevant studies for review process. The search option was used in the aforementioned 

databases with the following query string: ñflipped classroomò OR ñflipped learningò OR ñinverted 

classroomò. The search came up with 350 studies in total as the end of 2019 (since 1980). Upon 

applying the parameters such as the document type as ñarticlesò and ñlanguageò English and choosing 

educational categories (education & educational research, education special, education scientific 

discipline, psychology educational) in the search filter, there were 125 articles that fit those 

parameters. The last search was performed on the 1st of January 2020. Full texts of these 125 articles 

were downloaded and their suitability for the current study was examined by the researcher in 

collaboration with an external researcher having expertise in conducting systematic reviews in social 

sciences. In line with the criteria of inclusion and exclusion in Table 1, the suitability of the 125 

articles was evaluated. As a result of the evaluation process of collected articles by the researchers, 78 

articles out of 125 were found suitable for the purposes of this study. 

Table 1. Inclusion and exclusion criteria 

Inclusion  Exclusion 

Articles  and conference papers  Articles available in summary 

Available in full text Editorials and summary reports 

Articles and book chapters Articles that focus on subjects such as 

Articles focusing on flipped classroom MOOCs or gamification, although the term 

flipped classroom is used 
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Data coding and analysis 

The articles that met the criteria of inclusion were coded by the researcher with the external 

researcher. In encoding process of the data, Microsoft Excel program was utilised. Initially, randomly 

selected twenty articles were separately coded to compute coding reliability.  Results of coding 

process revealed that inter-rater reliability was 0.92 with Cohenôs kappa analysis. Upon ensuring 

coding reliability, the remaining articles were independently coded by the researchers. Following the 

completion of the coding process, the researchers reached an agreement by discussing the codes on 

which they had some disagreements.  

Content analysis was conducted to analyse the data. Content analysis is a process that covers 

the organisation, classification, comparison of texts and development of theoretical results (Cohen et 

al., 2005). In the process of data analysis inductive approach, which is suggested by Miles and 

Huberman (1994), was utilised. Firstly, coding scheme was created by coding the expressions that 

were meaningful and then subcategories were constructed by combining the codes and inductive 

categories were formed by combining subcategories. 

RESULTS AND DISCUSSION 

Considerations for content design in flipped classroom 

For flipping a course, design of content refers to physical space, informing students, mindset 

of students, motivation, scaffolding, and chucking of course content. 

Table 2. Considerations for instructional design of content 

Sub-categories  f Sample research 

physical space 6 Carpenter et al., 2015 

informing students 5 Hsieh, 2017 

mindset of students 4 Nielsen, 2012 

motivation 3 Siegle, 2014 

scaffolding 3 Larcara, 2015 

chunking content 4 Crawford & Senecal, 2017 

   

  

A teacher who is planning to flip his/her courses needs to handle each of these design steps 

one by one attentively, keeping tenets of flipped classroom in mind (Biggs & Tang, 2007). Quite a few 

studies point out the significance of physical space in implementing flipped classroom. That is to say, 

in flipped classroom, providing active learning environment for students means arrangement of 

physical classroom space which is regarded as the key to solid implementation of flipped classroom 

since the design of classroom space may have a considerable impact on learning of students 

(Carpenter et al., 2015; Fickes, 2013; David et al., 2008; Lei, 2010; Steen-Utheim & Foldnes, 2018; 

Swart, 2017). In reconsidering classroom space for flipping a course, forward-facing and teacher-

focused formation of a classroom setting is not sufficient to encourage active and collaborative 

learning process. Classroom space needs to bear some characteristics that serve different academic 

functions by facilitating varied learning and teaching styles in a more flexible way.  Fickes (2013) 

posits that the most critical feature of the flipped classroom design is flexibility since flipping physical 

spaces accentuates the existence of wheeled chairs, round tables with ample spaces around each table 

that students and the instructor can freely circulate. Fickes also adds that nearly half of the population 

(40%) learns best in informal settings. Eliminating rows where students are seated side by side in 

traditional classroom spaces increases spontaneous collaborative learning (David et al., 2008). An 

example of a basic flipped classroom is to provide separate working areas where each group or team is 

able to pay a visit to other groups or teams in the course of performing group or team-based tasks or 

activities. These findings demonstrate similar results in accordance with other research results 

(Carvalho & McCandless, 2014; FLN, 2014; Hamdan et al., 2013).  
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Reviewed studies also reveal that it is of great importance to inform students about goals of a 

flipped course and reasons why they need to partake in such a flipped course (Apedoe et al., 2017; 

Gardner, 2017; Hsieh, 2017; Van der Meer et al., 2015; Strayer, 2007). Informing students about 

course goals prompts them to understand what they are to complete and know before in-class time and 

why that knowledge is of importance. In the research comparing flipped and traditional classrooms, 

Strayer (2007) underlines that although students enjoy taking part in collaborative learning activities in 

the classroom, they are less satisfied with the design of course content with unspecified goals, thereby 

paving the way for a sense of unsettledness for them. In a similar vein, in order to reduce studentsô 

resistance and increase the likelihood of their willingness to adopt flipped learning as a new way of 

learning students must be transparently informed about how a flipped course will be implemented 

(Van der Meer et al., 2015). Preparing students for a flipped course also means explaining reasons for 

their pre-class and in-class positions in the process (Gardner, 2017). For example, before flipping a 

reading course, the teacher is expected to exhibit self-regulated learning habits including the use of 

emotional and cognitive responses to a reading text by giving students the chance of thinking their 

own positions (Apedoe et al., 2017). The issue on informing students reported in the current study is in 

line with the finding of Hamdan et al. (2013) in that prior to their implementation of flipped classroom 

they prefer to inform students about the new structure of the course by exuding excitement in the 

potential of this teaching strategy in order to overcome studentsô resistance or reluctance towards 

flipping the course.   

An important point reported in the reviewed studies is the mindset of students. Flipping a 

course requires flipping the mindset of students regarding their roles and responsibilities in learning 

(Arnold-Garza, 2014; Findlay-Thompson & Mombourquette, 2014; Newman et al., 2015; Nielsen, 

2012:). Altering studentsô mindsets on gaining conceptual knowledge from teacher-centred learning 

approach to student-centred learning approach may take some time (Newman et al., 2015). This 

finding is supported by the researchers (Barkley, 2015; Mehring, 2016) in that flipping a course means 

drawing attention to students and their learning by way of altering their mindsets. In other words, 

flipping mindset implies changing the focus of class time and focusing attention on students and their 

learning by diverting attention from the teacher.  

Another important point that is likely to make a significant contribution to the implementation 

of flipped classroom is to motivate students to complete pre-class activities and tasks such as watching 

a video or reading some texts (Hussey, 2014; Siegle, 2014; Suo & Hou, 2017) since students may have 

no desire to complete learning tasks and activities. Provided that studentsô motivation is stimulated, 

sustained, or enhanced by the teacher through motivational strategies, flipped classroom may lead to a 

great achievement on studentsô parts (Suo & Hou, 2017). Several prior studies show that studentsô 

attitudes, beliefs, and values have an impact on their understanding of course content.  

In the reviewed studies, it is emphasised that scaffolding has a key role in arranging activities 

and tasks in many ways (Larcara, 2015; Pulley, 2014; Kim et al., 2014).  For example, scaffolding 

could be provided by means of the order of activities, choices for students, or amount of adult 

intervention provided to students. In addition, while reconstructing curricular activities of a course to 

flip, scaffolding learning content helps the teacher reach course goals and bolster the process of 

teaching and learning (Larcara, 2015). Also, Kim et al. (2014) stress the significance of providing 

supervision and scaffolding that could enhance connection of pre- and in-class activities on studentsô 

part. Previous studies note the importance of scaffolding (Wood et al., 1978). Considered as a familiar 

metaphor in educational circles, scaffolding is used for ongoing knowledge construction (Cazden, 

1983). According to Dewey (1938) and Piaget (1947), on the basis of ideas as to cognitive 

development, scaffolding plays a vital role in defining studentsô knowledge level and building upon 

that knowledge by introducing new material. In student-centred approaches supportive scaffolding is 

necessary to assist students in developing skills and attitudes to make the most of flipped classroom. 

Such scaffolding is vital characteristics of a good design in enhancing an environment where students 

are expected to have opportunities for mastering course content. A good example of scaffolding is for 

the teacher to inform students about why they need to take part in an activity, what the activity 

provides them, how they assess their learning based on the given activity, and how that activity 

impacts on their reality (Coy et al., 2017; Mayer, 2012; Willey & Gardner, 2015).  
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Besides, it is clear in some studies that chunking content in flipped classroom (Crawford & 

Senecal, 2017; Hsieh, 2017; Mclaughlin et al., 2014; Medina, 2008) is a practical solution for students 

to help remember information and recollect the information on the basis of human ability to process 

7+2 pieces of new information (Miller, 1956). A chunk is a substantial unit of information collected 

from pieces of information, so chunking content and course materials are also a way of decreasing 

cognitive load the working memory has during instruction (Sweller, 1994). Memory can be improved 

if information pieces are classified into larger units, enabling information to be processed and recorded 

with a small number of chunks (Chase & Simon, 1973). In addition to this, since students can 

remember merely 10-20 minutes of an hour-long lecture (Mclaughlin et al., 2014; Medina, 2008), the 

teacher needs to break down conceptual knowledge into smaller pieces of components in the process 

of designing the content of pre-class activities in order to promote the retention of materials and 

learning of students (Hsieh, 2017).  The findings of the current study also accord with the claims of the 

researchers in that the practice of chunking makes the content more manageable and accessible to 

students. In addition, the presentation of content in smaller segments helps students better focus on 

understanding the content without overloading cognitive comprehension and retention processes 

(Bane, 2014; Evmenova et al., 2011; Simonson et al., 2016). 

Considerations for pedagogical design in flipped classroom  

For flipping a course, pedagogical design pertains to active learning, its integration with some 

pedagogical approaches, and the role of the teacher.   

Table 3. Considerations for pedagogical design 

Sub-categories f Sample research 

active learning 4 Pulley, 2014 

learning styles & MI 3 Capone et al., 2017 

interaction and collaboration 3 Entezari & Javdan, 2016 

brain-based learning 2 Younger & Orozco, 2018 

mastery learning 4 Morris & Wilson, 2017 

project-based learning 4 Steen-Utheim & Foldnes, 2018 

role of the teacher 7 Fulton, 2010 

  

In the reviewed studies, it is noted that the pedagogical design of flipping a course is expected 

to make the classroom more active learning environment where instruction is based on a transition 

from catering knowledge for students to a cooperative and collaborative style of instruction that builds 

on what students gain through pre-class activities (Baepler et al., 2014; Hung, 2015; Pulley, 2014, 

Zappe et al., 2009). Helping students engage in pre-and in-class activities may require the employment 

of active learning in their gathering information, thinking, and problem solving via activities and tasks 

in pre-and in-class time. The use of teaching strategies in flipped classroom leads students to take part 

in active learning process. These results corroborate the ideas of researchers (Bonwell & Eison, 1991), 

who suggest that active learning is a broad term that focuses on studentsô engagement in instructional 

activities that occupy them with doing the activities and reflecting on what they are doing. These 

activity types that could be used in an active learning classroom are individual activities, paired 

activities, small groups, and cooperative student projects (Zayapragassarazan & Kumar, 2012).  

This review shows that studentsô learning styles and multiple intelligence are among the 

pedagogical considerations the teacher may bear in mind while making an effort to flip a course 

(Capone et al., 2017; Jones & Davis, 2008; Silver et al., 2000) since they have positive effects on 

studentsô learning process. In flipped classroom, the teacher is expected to boost studentsô 

understanding of the content and engagement in tasks and activities, taking learning styles into 

consideration and providing choices in terms of variety of tasks and activities that touch upon multiple 

intelligence and preferences. For example, in a study discussing the use of blended learning in high 

school classroom, all the activities are designed based on studentsô learning styles and multiple 

intelligence with a view to teaching everyday life English topics and foundational literacy (Capone et 

al., 2017). This study concludes that such a design of curricular activities enhances studentsô interest 

and provides them with learning autonomy enabling them to learn at their own pace. This finding is 

also reported in the research that students prefer one learning delivery mode over another owing to the 
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differences in their learning styles, thus the teacher needs to take these issues into consideration while 

designing course content (Little, 2015). As well, according to Grasha (1996), learning styles influence 

studentsô ability to obtain knowledge and interact with peers and the teacher while they are engaged in 

learning activities.  Thus, effective teaching is to cater for studentsô differences in planning the content 

of flipped classroom (Kyriacou, 2009; Tomlinson, 2005; 2014). 

The reviewed studies also indicate that in a flipped classroom environment, students are 

supposed to be active participants of constructing new information through the creation of instances or 

situations where learning occurs through a blend of interactive and collaborative activity that involves 

active interchange of ideas between students within groups that perform activities (Cresap, 2017; 

Entezari & Javdan, 2016; Fulton, 2012). As a pre-class activity when students watch the video, pause, 

rewind, or replay parts of it, there occurs a kind of limited two-way interaction between students and 

the video, although all the interaction types may not be present in all learning occasions. As for the 

interaction with the teacher, the teacher is responsible for handling group discussions of students and 

responding to questions of students properly to help them be active learners of flipped classroom. 

During an activity or a discussion in in-class time, the teacher must closely observe the whole 

classroom by walking around the tables and listening to the discussions between group or team 

members in order to clarify possible misconceptions students may encounter (Fulton, 2012).  As 

students do in-class activities or tasks, there may occur interactions between the teacher and students. 

As an example of interaction and collaboration in a flipped course to reveal effectiveness of active 

learning, students are given group-based activities and are then divided in groups to work on the given 

activity as a team. The teacher, at the same time, circulates around the room, observe studentsô 

discussions, respond questions, and provide feedback (Entezari & Javdan, 2016). The finding is in 

accordance with the results of other studies in that interaction, which is defined as a mutual action, is 

discreetly classified into three as interaction with materials, interaction with the teacher, and 

interaction between students. Interaction process is a two-way process enabling information to flow 

back and forth between students, teachers, and other people (Caladine, 2008). The teacher needs to 

create an environment where the teacher incorporates studentsô input by allowing them to share their 

experiences in an interactive and collaborative manner. By encouraging students to learn from each 

other, the teacher also needs to allow them to form groups where all students have the chance to 

respect and appreciate the contributions made by any group member of the classroom (Tinzmann et 

al., 1990).  

Reviewed studies also underline the point that integration of flipped classroom with brain-

based learning may help students participate in authentic learning experiences (Apedoe et al., 2017; 

Younger & Orozco, 2018) since authentic learning is also a hallmark of brain-based learning. Such 

integration also prompts the teacher to individualise teaching to students and their unique brains. As an 

example of implementation of brain-based learning in an undergraduate STEM course, the design of 

the course reinforces the intellectual and emotional engagement necessary to learn, hence information 

about bright colours and geometric shapes regarding the course content is included in learning 

modules to help students conjure associative memories and stimulate memory-building emotions. In 

that course students aiming to develop their own way of learning with the help of learning activities 

are empowered to read materials to recognise an order of operations for reading and understanding 

different types of sources (Younger & Orozco, 2018). This also accords with the notion that in 

deploying brain-based learning to create pre-class and in-class materials for a flipped course, 

meaningful connections and challenges in brain-based learning are of great importance to students 

(Caine & Caine, 2006; Cercone, 2006). It is therefore emphasised that collaborative learning activities 

that induce students to activate their unique brain-based learning process are of necessity.  

Reviewed studies also indicate that flipped classroom is conducive to mastery learning by 

providing feedback in the form of formative assessment instruments (Apedoe et al., 2017; Morris & 

Wilson, 2017; Prince, 2004; Pulley, 2014). The cornerstone of mastery learning lies in its view that 

learning is not an outcome but a process in which feedback fundamentally takes the form of formative 

assessment that helps students track their learning progress. To illustrate, in a psychology course, 

before coming to the classroom students are asked to take a short online comprehension quiz and then 

they are given immediate feedback as to their performances (Apedoe et al., 2017). Similarly, in a 
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flipped instructional design course, students are asked to submit their weekly portion of projects and 

following their first submissions, they are asked to have group discussion and then they receive 

feedback from the teacher and their peers, which allows for a greater understanding of conceptual 

knowledge on a weekly basis on studentsô parts (Morris & Wilson, 2017). In accordance with the 

present results, previous studies demonstrate that the teacher who prefers to use mastery learning must 

support students in giving feedback about their learning progress by using formative assessment 

instruments. Used as diagnostic and prescriptive purposes, feedback strengthens exactly what students 

are supposed to learn, assists in finding out what they learn well, and outlines what they need to learn 

(Guskey, 2005). Within this context, using mastery learning produces positive impacts on studentsô 

learning (Casselman, 2019; Guskey, 2007; Kreiner, 2006).  

As with the use of such approaches as brain-based learning and mastery learning in flipped 

classroom, it is revealed that project-based learning is an alternative pedagogy to teaching students by 

engaging them in authentic and real-life problems or cases (Williams et al., 2014; Sams & Bergmann, 

2013; Stewart, 2012; Steen-Utheim & Foldnes, 2018). In a project-based classroom, students are asked 

to investigate the given questions, propose assumptions and explanations, argue for their ideas, and 

challenge the ideas of others by trying out new ones. Drawing on constructivist theory and 

sociocultural theories, problem-based learning environment presents problems designed to situate 

learning in real-life contexts where students identify problems and construct new knowledge by 

activating their prior knowledge (Kilpatrick, 1918). This study supports evidence from previous 

studies (David 2008; Geier et al., 2008; Harada et al. 2008; Krajcik et al., 1994; Krajcik & Czerniak, 

2013; Marx et al., 2004; Rivet & Krajcik, 2004; Thomas 2000). Among the key features of project-

based learning, a driving question or a problem to be solved centres upon this approach where 

activities and contexts in line with learning goals need to be developed by the teacher in ways that 

students can participate in problem solving, engage in collaborative activities to find solutions to the 

driving question, and finally create a set of real solutions to that driving question (Krajcik et al., 1994; 

Krajcik & Czerniak, 2013). Accordingly, students need to be directed to explore issues, themes or 

problems in-depth without pre-defined answers in stimulating and real-life learning processes (David 

2008; Harada et al. 2008; Thomas 2000). In addition, a group of researchers contend that students 

partaking in project-based learning environment accomplish better learning outcomes than 

counterparts in traditional classrooms (Geier et al., 2008; Marx et al., 2004; Rivet & Krajcik, 2004).  

The teacher is reported in the reviewed studies to be the facilitator who takes the responsibility 

of designing materials, discussing with students, and assessing studentsô work. In other words, the 

teacher plays the role of a facilitator not the deliverer of knowledge to guide active learning of 

students (Crawford & Senecal, 2017; Fulton, 2010; Hosler, 2017; Williams et al., 2014; Rosen et al., 

2017; Steen-Utheim & Foldnes, 2018; Stewart, 2012). For instance, in a two-semester long flipped 

mathematics course on the investigation of student engagement, students are needed to solve problems 

individually and are then expected to discuss the same problems in fixed groups. The problems are 

handed out on a sheet of paper at the beginning of in-class session. The groups are then composed of 

5-8 students to find common answers based on discussion and group learning. At the end of each 

session, the teacher as a facilitator spends 25 minutes going through the problems and presenting the 

solutions (Steen-Utheim & Foldnes, 2018). This finding is also reported by Kavanagh et al. (2017) in 

that the teacher as the facilitator provides sources of knowledge and assistance to help students 

accomplish their objectives of the course content.  

Considerations for material/activity design in flipped classroom 

For flipping a course, material design relates to hands-on activities, incremental material 

design, video features, lecture notes, incentive for reading, and activities for higher-order thinking 

skills. 
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Table 4. Considerations for material/activity design 

Sub-categories f Sample research 

hands-on activities 7 Kay et al., 2019 

types of hands-on activities 3 Hosler, 2017 

incremental material design 2 Strayer, 2007 

video features 7 Faulkner & Green, 2017 

lecture notes 6 Black et al., 2017 

incentive for reading 4 Berrett, 2012 

activities for higher-order thinking skills 7 Alshehri, 2016 

  

The aim of flipping a course is to make the process of teaching and learning more student-

centred and provide more classroom time to involve students in meaningful hands-on activities. 

Flipped learning is not limited to the use of recorded videos out of the classroom and completing 

homework in in-class time (Bergmann & Sams, 2012). Some teachers hold the belief in a mistaken 

way that videos are everything when it comes to flipping a course. What actually matters in flipping a 

course is not the technology but the change of instructional models that are fruitful to help students 

gain more instructional support (Roscorla, 2011). Reviewed studies stress that it is of great importance 

to design meaningful hands-on class activities and tasks requiring higher order thinking skills based on 

studentsô conceptual knowledge gains through pre-class activities (Alshehri, 2016; Bergmann & Sams, 

2012; Black et al., 2017; Hosler, 2017; Kay et al., 2019; Priyaadharshini & Vinayaga Sundaram, 2018; 

Roscorla, 2011). In a study carried out with undergraduate students attending a computer course, 

students express that hands-on activities are of great benefit for them and most of the positive 

comments focus on hands-on activities that facilitate their understanding of programming and most 

importantly, those activities help them stay cognitively focused in active learning process (Kay et al., 

2019). In the same way, in an engineering course at tertiary level, while designing hands-on activities 

the researchers employ a brainstorming activity called mind mapping to make students active in the 

process and measure their skills of critical thinking and problem-solving (Priyaadharshini & Vinayaga 

Sundaram, 2018).  

The current review highlights that discussion, argument, brainstorming, and debate are among 

common types of hands-on activities (Alshehri, 2016; Black et al., 2017; Hosler, 2017). With the 

implementation of active learning approach in flipped classroom, there are numerous in-class 

collaboration techniques that include but not limited to an open discussion, argument, and 

brainstorming (Hosler, 2017) that lead students to partake in activities in a more meaningful and 

engaging manner. For example, an open discussion or an argument is a manageable and effective 

technique with any size of student groups in flipped classroom. Depending on the topics and 

comments of students in discussions or arguments, students are supposed to think, explore, evaluate 

and construct new ideas. As for brainstorming, which may be conducted face-to-face or online in a 

flipped course, it is a viable solution for in-class active thinking and learning process of students who 

are expected to discuss and explore solutions to the topics (Alshehri, 2016). Another way of designing 

materials that engage students in in-class time is a debate activity where students could be for or 

against the given subject personally or in groups through a very systematic and rational manner. The 

use of this technique not only improves studentsô verbal communication skills but also builds 

confidence in themselves. For example, in the research probing the use of flipped classroom, it is 

highlighted that when lectures and assessment are conducted out of the classroom, students start to 

engage more meaningfully in course content and even the quietest students in the classroom start 

talking and have something to say thanks to such debate activities (Black et al., 2017). These results 

are in accord with recent studies (Demetry, 2010; Maher et al., 2015; Warter-Perez & Dong, 2012; 

Crews & Butterfield, 2014) in that since flipped classroom provides ample time to make room for 

meaningful and interactive tasks and activities, devising such hands-on learning activities that promote 

active learning leads to more effective learning. In addition, in an extensive study carried out with 

nearly 95,000 graduates, Scott (2005) contends that a repertoire of interactive learning strategies such 

as group discussions and debates are appreciated by those graduates. Small heterogenous groups of 

learning communities including 3-7 students could be formed to achieve an activity or a task in pre-

class or in-class time in an effort to give a presentation, write a report, or criticise a reading text led by 

group leaders in each group.  
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Besides, reviewed studies show that the design of class materials needs to have less open-

ended and bear incremental design characteristics to reflect on studentsô own learning and students are 

otherwise likely to be reluctant to complete pre-and in-class activities (Morris & Wilson, 2017; 

Strayer, 2007; Toto & Nguyen, 2009). These findings seem to be in line with recent research that in 

blended learning settings, incremental design principles can be applied in the process of developing 

course materials (Hinkelman, 2018; Ogden & Shambaugh, 2016). In a flipped algebra course, for 

example, students are asked whether they recommend the video to a friend who has difficulty in 

understanding the topic, and 93% of fifty-fi ve students respond to the question positively since the 

video follows clear and step-by-step procedure about the presentation of content (Ogden & 

Shambaugh, 2016).  

Furthermore, reviewed studies underline the fact that the concept of chunking needs to be 

carefully dealt with in making a video for fostering conceptual knowledge (Burton, 2013; Faulkner & 

Green, 2017; Morris & Wilson, 2017; November & Mull, 2012; Van der Meer et al., 2015; Prince, 

2004; Toto & Nguyen, 2009). Since the video is regarded as one of the key conceptual learning 

moments with a view to help students get ready for dynamic engaging in-class discussions (Prince, 

2004), it needs to have some degree of interaction and be delivered in shorter and concise chunks of 

knowledge (Morris & Wilson, 2017; Faulkner & Green, 2017). In a study carried out by Van der Meer 

et al. (2015), it is highlighted that the average length of the video should be under 15 minutes 

maximum. Burton (2013) also states that videos must be short, no more than 6-7 minutes in length, 

that is, the shorter and concise video without errors and pauses is considered to be much better since 

students are easily distracted while watching the videos (Toto & Nguyen, 2009). These findings 

corroborate the ideas of researchers as to how to make videos for flipped classroom (Engin, 2014; 

Chen et al., 2014; Lee & Wallace, 2018; Raths, 2014).  

Together with the use of videos, reading texts play a leading role in delivering pre-class 

content in flipped classroom (Apedoe et al., 2017; Berrett, 2012; Black et al., 2017; Cresap, 2017; 

Sherr et al., 2019; Swart & MacLeod, 2016). According to an informal survey concerning the use of 

textbooks, more than half of the students do not read the reading texts, share the textbook with another 

student, and just have a quick look at it after class or before a test (Cresap, 2017). Students verbalise 

that they have difficulty in understanding reading texts of the textbooks because of their length. 

Textbook readings are generally lack of engagement. Lecture notes are thus considered as the anthesis 

of a textbook reading. In a study, most of the students prefer the lecture notes called ñSocratic Lecture 

Notesò over textbooks (Swart & MacLeod, 2016) since they are provided with summaries of the texts 

in order to foster and enhance their conceptual understanding, increase their in-class participation, and 

perceived usefulness (Apedoe et al., 2017). These results match those observed in earlier studies that 

use of reading texts in flipped courses shows only a small percentage of students (18-33.9%) read the 

assigned reading texts before coming to in-class session (Berry et al., 2011; Burchfield & Sappington, 

2000; Stelzer et al., 2009). 

The low rate of studentsô completing reading tasks may be attributed to different reasons. In 

essence, ensuring that students read the assigned texts requires some incentives (Berrett, 2012; Black 

et al., 2017; Brown, 2018; Sherr et al., 2019) which could be utilised in a number of ways in order to 

help students take part in higher order thinking skill activities with the solid conceptual knowledge at 

hand and otherwise may decrease the perceived usefulness of flipped classroom. For instance, students 

could be asked firstly to read the assigned texts and take an online comprehension quiz before in-class 

time to check whether they complete the assigned readings and acquire conceptual knowledge. The 

quiz questions should aim at clarifying and extending the points in the readings (Berrett, 2012). 

Accordingly, quiz results allow the teacher to expand on the points where students have difficulties 

(Black et al., 2017). This type of quiz can be used as a method of holding students accountable for 

reading texts out of the classroom or class may begin with a formative assessment instrument in the 

form of a quiz for pre-class content (Sherr et al., 2019). Since the aim of designing pre-class activities 

is to prepare students for in-class time and check their understanding of conceptual knowledge through 

reading texts, students may alternatively be asked to complete an online survey about the content prior 

to in-class time to lead an in-class activity or they may be required to take a quiz covering the 

questions with moderate levels of difficulty about the content to check their pre-class learning (Brown, 
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2018). The findings of the current study further support the ideas of Brame (2016) in that there are a 

number of incentives for students to get prepared for in-class time. These range from online quizzes to 

worksheets to short writing assignments. 

Reviewed studies also stress the importance of designing activities that prompt students to use 

higher-order thinking skills in flipped classroom (Alshehri, 2016; Black et al., 2017; Estes et al., 2014; 

Heo & CHun, 2018; Hosler, 2017; Overmyer & Dennis, 2016; Rosen et al., 2017), hence Bloomôs 

Taxonomy plays an important part in designing pre-and in-class time activities so that students may 

establish higher order thinking skills through properly designed in-class activities demanding lower-

order thinking skills to construct conceptual knowledge solidly. Doing so deepens studentsô learning 

and leads to retention of the knowledge and reinforcement of critical thinking skills (Overmyer & 

Dennis, 2016). In a study questioning the impact of flipped classroom on language learning, the 

researchers design the content of the course in line with the principles of Bloomôs Taxonomy by 

moving lower-order thinking skills part of the course out of classroom and inserting language 

activities at the level of analysis and creation into in-class time (Rosen et al., 2017). By the same 

token, a study investigating the effects of using flipped classroom on improving higher order thinking 

skills concludes that after watching pre-class videos and taking part in activities designed in line with 

Bloomôs Taxonomy, students attending a STEM course start to ask better questions and try to make 

the right questions. As learning progresses, the proportion of questions in testing higher order thinking 

skills increases noticeably (Heo & CHun, 2018). These results are reflected in the recent studies of a 

group of researchers (Lee & Lai, 2017; Lockwood, 2014) who also propose that design and use of 

activities in line with Bloomôs Taxonomy are feasible to promote studentsô higher-order thinking skills 

(Lee & Lai, 2017; Lockwood, 2014). 

Considerations for delivery design in flipped classroom 

For flipping a course, design of content delivery refers to use of a learning management 

system (LMS) and tools for material creations. 

Table 5. Considerations for content delivery design 

Sub-categories f Sample research 

Use of an LMS 7 Vassiliou, 2013 

Tools for material creation 11 Carstens & Sheehan, 2015 

  

Since flipped classrooms bears some characteristics of blended learning, provision of course 

content could be made via learning management systems. Learning management systems (LMSs) such 

as Moodle, Blackboard, Desire2Learn, Canvas and many more are rich in providing tools for 

designing activity and assessment that may support teaching and learning in flipped classroom (Burke 

& Fedorek, 2017; Crawford & Senecal, 2017; Murillo-Zamorano et al., 2019; Panuwatwanich, 2017; 

Priyaadharshini & Vinayaga Sundaram, 2018; Rosen et al., 2017; Vassiliou, 2013). Although 

fundamentally utilised to provide such pre-and in-class content as videos, podcast, narrated 

PowerPoint, or reading texts, an LMS also provides a platform where the teacher can guide students to 

actively engage in some activities (Crawford & Senecal, 2017). Furthermore, the use of an LMS for 

the delivery of both pre-class materials and in-class activities or tasks provides synchronous 

engagement and interaction for students having different learning styles. As well, using an LMS in 

flipped classroom provides the teacher with the flexibility in designing or adapting different types of 

quizzes or exams in order to ensure studentsô success in flipped classroom (Vassiliou, 2013). For 

instance, in an undergraduate flipped course regarding crime control, the researcher prefers Moodle as 

the learning management system since it is available to use for students at university, and the course 

content including stories, YouTube clips, the syllabus, and assignment guides are all uploaded to the 

LMS (Burke & Fedorek, 2017). In the same manner, in an undergraduate flipped engineering course, 

the course contents prepared by the teacher in various formats that appeal to learning styles of students 

are provided to students through the use of an LMS. In addition to this, the embedded tools and 

modules in the LMS such as mind mapping are utilised in order to evaluate studentsô competencies 

about the course content (Priyaadharshini & Vinayaga Sundaram, 2018). In a recent study assessing 

the effect of flipped courses on Russian and Japanese studentsô speaking skills, through an LMS, 

students are provided to watch videos and their grammatical explanations and they are then required to 
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take an online conceptual knowledge check in the LMS before coming to class. Meantime, they have 

the chance of taking this check with automatic feedback 3-5 times. The feedback from the check also 

leads students to the identification of any misconception about grammar topics (Rosen et al., 2017). In 

a similar way, in flipped macroeconomics and postgraduate engineering courses students are able to 

watch and summarise videos and then answer online questionnaires via an LMS. After completing 

their summary submission through the LMS, they are able to participate in other activities. They have 

for example the chance of taking online quizzes, engaging in online discussion board for question and 

answer, and getting support from virtual meeting sessions (Murillo-Zamorano et al., 2019; 

Panuwatwanich, 2017). The findings of the current study are in complete agreement with the ideas of 

the researchers as to the employment of learning management systems for content delivery (Cupak, 

2018; Elmaadaway, 2018; Gaughan, 2014; Triantafyllou, 2015; Zainuddin & Perera, 2018). 

Reviewed studies also note that apart from the use of LMS platforms for the provision of the 

course content, creation of pre-and in-class materials requires use of various applications and tools 

both free and paid (Carstens & Sheehan, 2015; Crawford & Senecal, 2017; Gardner, 2017; Kotlik, 

2017; McBride, 2015; McCarthy, 2016; Morris & Wilson, 2017; Price & Walker, 2019; Raftery, 2011; 

Schrlau et al., 2016; Springen, 2013).  The teacher can benefit from common software for recording 

course materials such as PowerPoint, Camtasia, Snagit, Tellagami, Pow Toon, and Adobe Presenter 

(Gardner, 2017; Morris & Wilson, 2017; Price & Walker, 2019). When developing PowerPoint 

presentations, audio record can be inserted into a slide presentation so that students can review audio 

lecture and visual elements synchronously (Crawford & Senecal, 2017). For example, in a flipped 

course of 9
th
 grade global history and geography, the teacher modifies PowerPoint slides by adding a 

voiceover that explains the slides and more notes to them for fear that students cannot understand 

general bullet points of information. As a result of the modification process of the slides, the old 

lecture notes are turned into guided notes with pictures and most of the students (75-80%) express that 

with the help of the guided notes they could complete their assignments and reinforce their knowledge 

they acquire from those notes (Carstens & Sheehan, 2015). In Springenôs (2013) study, students 

express their satisfaction about the use of screencast in flipped classroom since it gives them the 

flexibility of pausing and rewinding while taking notes. They also mention it is helpful for them to 

have each chapter broken up into a couple of screencasts lasting 10 to 15 minutes. A short and sharply 

focused screencast could be beneficial to supporting students at their own pace to attain learning goals 

of the course (Raftery, 2011). In a recent piece of research (Morris & Wilson, 2017), the researchers 

make use of Tellagami (free) and Pow Toon (free) applications to create resources for the course. In 

addition, they create a video from narrated PowerPoint slides by using tools like PowerPoint (paid), 

Camtasia Studio (paid), and a webcam. These tools also enable them to insert quiz questions into 

videos. Similarly, in a case study with first-year history students, the researcher uses Snagit to produce 

an image capture for a simple screenshot or a video capture. After screen recordings are saved by the 

researcher, they are uploaded to YouTube (Kotlik, 2017). For flipping a course, the researchers 

employ Adobe Presenter, with which slide casts, or brief narrated, and animated slides are created in 

15-minute length for students to understand pre-class course content. Livescrib Smartpen technology 

is also utilised to create pencasts that are called narrated written notes that provide students with 

content for each weekôs topic in the format of downloadable interactive PDF. In doing so, students are 

able to have opportunities such as printing them, playing them, clicking backward or forward on them, 

adding notes to them, and rewriting notes on them in their own style (Schrlau et al., 2016). These 

findings support the ideas of the researchers regarding the use of tools for material creation 

(DeRuisseau, 2016; Gardner, 2012; Gaughan, 2014; Stanley & Lynch-Caris, 2014).    

Considerations for assessment design in flipped classroom 

For flipping a course, design of assessment involves formative assessment instruments, 

taxonomy-based questions, quiz as an incentive, and the use of an LMS for quizzes.  
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Table 6. Considerations for assessment design 

Sub-categories f Sample research 

Formative assessment instruments 6 Apedoe et al., 2017 

Taxonomy-based questions 2 Adams et al., 2016 

Quiz as an incentive 7 Enfield, 2013 

Use of an LMS for quizzes 6 Crawford & Senecal, 2017 

  

In the reviewed studies, it is identified that implementation of flipped classroom helps the 

teacher to fine-tune assessments to the course goals by using formative assessment instruments 

(Apedoe et al., 2017; Bergmann & Sams, 2014; He et al., 2018; Hosler, 2017; Jeffries & Huggett, 

2014; Stowe, 2010; Strygacz & Sthub, 2018), thereby minimising failure in terms of summative 

evaluation in a traditional classroom. Also, flipped classroom presents the opportunities for the teacher 

to observe the progress of students formatively while they are engaging in in-class activities and 

enables the teacher to address any misconception if needed (Bergmann & Sams, 2014). Moreover, 

formative assessment in flipped classroom may be a mix of group and individual assessments. Group 

assessment could be conducted for the development and facilitation of in-class discussion and 

activities (Apedoe et al., 2017).  In flipped classroom, there are a number of formative assessment 

tools from which the teacher can benefit when they are in need of assessing studentsô progress. The 

use of entry ticket is one of the most preferred assessment instruments for measuring studentsô 

readiness. To illustrate, in a study on simulation-based training in flipped classroom where students 

are supposed to take part in activities requiring higher order thinking skills, students are initially asked 

to take an entry ticket quiz to ensure that they are ready for those problem-solving activities (He et al., 

2018; Strygacz & Sthub, 2018). Additionally, with one-minute paper, the teacher can assess studentsô 

prior knowledge and check their understanding of key concepts through one or two questions (Stowe, 

2010) that may require students to summarise some key points of both pre-class materials and in-class 

discussions. In accordance with the present results, previous studies demonstrate that since flipped 

classroom has active, constructive, and student-centred learning characteristics, formative assessment 

with various instrument types is more practical to understand how much progress students display 

towards course goals and it also allows the teacher to continuously monitor students to make 

adjustments if needed (Akkaraju, 2016; Chen et al., 2014).   

Reviewed studies also highlight that apart from its use in designing activities and materials for 

flipping a course, Bloomôs Taxonomy contributes significantly to designing questions that demand 

lower order and higher-order thinking skills (Adams et al., 2016; He et al., 2019). For instance, in a 

flipped genetics and evolution course, the researchers assert that cognitively demanding assessment 

has a profound impact on the effectiveness of active learning. Each exam is thus designed in a way 

that represents 50ï73% of the questions in level 3 (Apply) and only 17ï24% are in level 1 

(Remember) so as to check studentsô mastery level of conceptual knowledge and their application of 

that knowledge (Adams et al., 2016). Similarly, in an undergraduate flipped chemistry course, each of 

the videos is accompanied by an assignment that includes remembering and understanding level 

questions regarding the conceptual knowledge in videos (He et al., 2019). When formative assessment 

instruments for flipped classroom is well developed in accord with course goals and tenets of Bloomôs 

Taxonomy, they function as perfect learning and assessment opportunities for students and the teacher. 

These results support evidence from the ideas of the researchers (Jensen et al., 2015; Sarawagi, 2014) 

in that besides its being a guide to classify and order the content of the course, Bloomôs Taxonomy 

serves as a pedagogical framework to help the teacher prepare questions for lower and higher-order 

thinking skills in flipped classroom.  

Reviewed studies also stress that use of a quiz is reported to be an incentive for students 

(Enfield, 2013; Gikandi et al., 2011; Hsieh, 2017; Kenney & Newcombe, 2014; Kotlik, 2017; Rosen et 

al., 2017; Swart & Macleod, 2016). According to Enfield (2013), a quiz can be used as an incentive to 

ensure what students must do prior to in-class time. For instance, in a flipped history course some 

students feel that there is little motivation for them to watch videos since it is not compulsory. It is 

therefore underlined that randomly selected short online quizzes including five questions regarding 

assigned videos could work well as an incentive to hold students accountable for watching them and 

doing pre-class activities (Kotlik, 2017). In some recent studies questioning the effectiveness of 
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flipped classroom, majority of the students express that online conceptual knowledge check is 

beneficial because of its immediate feedback and simplicity. They also underline that it helps them to 

check whether they have understood what they are learning especially before taking the exam (Hsieh, 

2017; Rosen et al., 2017). Similarly, in a flipped educational psychology course, students are informed 

that they are responsible for reading the textbook, listening to narrated PowerPoint lectures, and 

viewing video clips. Students are then asked to take an online quiz the night before in-class time. The 

use of online quiz allows the teacher to check their understanding of the materials and identify what 

needs to be reviewed in in-class time by giving students the chance of seeing which areas need more 

careful study (Kenney & Newcombe, 2014). In addition, if studentsô retake of an online quiz is also 

designed in flipping a course, it may open up an opportunity for students to understand whether they 

are ready for the following course goals and it may additionally save enough time for in-class time to 

deal with any possible problems. Students who have the chance of retaking the online quiz appreciate 

such kind of assessment as being effective in helping them grasp course content (Gikandi et al., 2011; 

Swart & Macleod, 2016). The findings of the current study are in agreement with recent studies (Kaw 

et al., 2019; Swithenbank & DeNucci, 2014) indicating that as active learning participants of flipped 

classroom, students may be required to take an online quiz which enables the teacher to judge what 

subjects they have difficulty in understanding prior to in-class time. 

Reviewed studies accentuate that an LMS with its affordances of such question forms as 

multiple choice, true/false, matching, ordering, fill-in-the-blank can be used to watch and assess 

studentsô learning progress in flipped classroom (Crawford & Senecal, 2017; Hsieh, 2017; Kay et al., 

2019; Morris & Wilson, 2017; Shinaberger, 2017; Swart, 2017). Thanks to the features of automatic 

grading and feedback response, an LMS assists the teacher in obtaining the analysis of quiz results, 

allowing the teacher to check whether students need any correction or remediation (Crawford & 

Senecal, 2017; Morris & Wilson, 2017; Shinaberger, 2017). For example, in a study conducted with 

undergraduate business students, following interactive group learning activity (IGL), each group 

member takes an individual online quiz with a password and it takes about 20 minutes or less to 

complete and then each of them is graded by the learning management system (Swart, 2017). 

Similarly, in a flipped computer programming course at a college, students are asked to take a quiz 

including randomly selected 15 multiple-choice questions from a database of 550 questions and are 

expected to answer the questions within 10 minutes to be assessed about their conceptual knowledge 

and comprehension of each unitôs content (Kay et al., 2019). In the same vein, in a flipped curriculum, 

instruction, assessment and classroom management course, pre-class assessment that counts for about 

10-15% of the total points of the course content is designed to measure conceptual knowledge of core 

course goals.  Students are asked to take the quiz due a day prior to class. Following the completion of 

in-class activity or task, an individual quiz that is completed and graded through the LMS shows if 

each student has accomplished the learning goals of that session (Hsieh, 2017). These findings are 

consistent with the literature in that designing online quizzes is supported by many of learning 

management systems and assessment modules in them to help the teacher acquire the results after the 

system marks quizzes automatically (Awidi & Paynter, 2019; Karlsson & Janson, 2016). 

Conclusion and Recommendations 

Flipping a course means more than shifting the format of a course, that is to say, it entails the 

replacement of traditionally designed classroom with a flexible learning environment where students 

have better performances through the existence of working stations with wheeled chairs and tables. 

More importantly, flipping a course is to help students alter their mindsets about the new form of 

learning to hold them accountable for learning pre-class content and willing to work with their peers 

and the teacher in in-class activities (Banas Velez-Solic, 2013; Cresap, 2017). 

Although flipping is suitable for some courses, flipped classroom may not lend itself to every 

course, teacher, or student (Beck & Ferdig, 2008; Osguthorpe & Graham, 2003; Strayer, 2012). 

However, choosing a course to flip is one of the most significant decisions, hence studentsô 

expectations and needs should be identified by the teacher prior to the process of designing a flipped 

course (Foertsch et al., 2002; Groves & OôDonoghue, 2009; Heinze & Procter, 2006).  
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Besides, designing a flipped course necessitates more advanced instructional design planning 

and additional time to prepare course materials. The teacher must therefore plan for, chunk, look for or 

record pre-class materials, integrate pedagogical approaches with collaborative learning strategies, and 

monitor studentsô understanding based on formative assessment instruments. Since the objective of 

educational technology is to affect and effect learning of students in todayôs classroom, the teacher 

should benefit from software and applications to create necessary course content. Students must be 

provided with a range of learning activities from simpler types of activities to more complex ones in 

order to reinforce and deepen their understanding of course content. As well, learning means making 

connections, so connections or associations are of great importance as they provide patterning for 

students to participate actively in learning process, thus as Weiss (2000) suggests, the teacher should 

create an environment where fun and meaningful learning situations and challenges to studentsô 

thinking skills are ensured.  

Though considered as the novelty in the field of education, flipped classroom bears some 

characteristics of such pedagogical approaches as mastery learning, active learning, brain-based 

learning, problem-based learning, and multiple intelligence. To the best of my knowledge, what 

flipped classroom differs is that it might have the potential to combine best of all the knowledge we 

have with technology of the 21
st
 century to make students well equipped with necessary knowledge 

and skills in their learning process to be global competitors of future. Hence, if the teacher takes some 

considerations such as content, pedagogy, material, delivery, and assessment designs account 

attentively, design of flipped course that support students in both acquiring conceptual knowledge and 

enhancing higher order thinking skills may produce better performance for students. 
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Abstract 

This research was conducted to examine the thoughts of the fathers of 60-72 month-old children about 

the concept of the value and the processes of having values acquired to their children. The research 

was carried out by adopting the phenomenological method, which is one of the qualitative research 

methods. In the study, the data were collected through a semi-structured interview form. The study 

group of the study consisted of 14 fathers whose children were educated in kindergarten in the 2019-

2020 academic year. Content analysis was applied to analyse the data. As a result of the research, it 

was concluded that fathers define the value as the principles which can guide life and see the purpose 

of values education as continuing culture and ensure social reconciliation. It was concluded that 

fathers attach importance to the concept of the value and that they attach more importance to moral, 

national cultural and religious values within values. The fathers stated that they tried to convey the 

values as role models and with plain expression. In the process of having values acquired to their 

children, they stated that they mostly used books, games and cartoons. They stated that the problems 

they experienced in values education arose from the fact that they could not allocate enough time for 

their children and lack of knowledge, and negative examples and mass media in the society negatively 

affected the value education process. It was concluded that fathers considered the school and teacher 

as important in the education of values and that they cared to cooperate with their spouses. In line with 

the results of the research, in order for fathers to realize their role and responsibilities in bringing value 

to their children and to have the knowledge, it was suggested that studies should be conducted and 

seminars should be given by the field experts and social environments where fathers can share their 

values with their children should be supported. 
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BACKGROUND  

Values are seen as criteria or standards that guide and judge behaviour (Kuĸdil & Kaĵēt­ēbaĸē, 

2000). According to Quisumbing and Leo (2005), values represent goals and aspirations as well as the 

goals and motives to be achieved. They empower ideas and insights and create the driving force 

behind individual and group behaviour. Values education, on the other hand, can be defined as a 

process in which the values of the society are transferred and the good personality traits are acquired 

for the continuity of the culture in different societies such as education, character education, moral 

education and so on in almost all societies from past to present (Neslit¿rk, 2013). 

Values education begins to be given from an early age. The first gains in values begin to be 

acquired at an early age and their effects continue throughout life (Uyanēk Balat and Balaban Daĵal, 

2009). In particular, preschool is considered a critical period for values education. The preschool 

period covering the age range of 0-6 is considered as the most important period of life with the effect 

of the child's basic skills and behaviour, the period in which his/her personality is shaped, and the 

effect on the rest of his/her life (Arē, 2003). Children show rapid changes and progress in all areas of 

development during this period. Another significant development for the child at this age is the effort 

to adapt to the wishes of society (Baĸal, 2012). Values are seen as a part of social-emotional 

development in children (Uyanēk Balat and Balaban Daĵal, 2009) and therefore, in the preschool 

period, when the foundations of the personality are laid, the values are internalized and further 

reinforced in the later stages of life. 

Values education takes place in the house where the child is located, in the garden, at the 

market, at the school, in the playground, and in every environment that contains the child (Doĵanay, 

2006). It is a subject frequently mentioned in the literature where the acquisition of values is mostly 

through modelling (Sarē, 2005). Among the people that children take models, their mothers and fathers 

are in the first place, and mothers and fathers are the ones that the child takes the first model and tries 

to learn the right behaviour with imitations (Uyanēk Balat and Balaban Daĵal, 2009). In this sense, 

mothers and fathers play the most important role in the valuation processes.  

Today, it is now an accepted phenomenon that fathers play an important and unique role in 

child development. The researches conducted reveal that the participation of fathers in the education 

of the child positively affects the development of the child in all aspects (G¿rĸimĸek, 2002; Kuzucu, 

2011; Tezel ķahin & ¥zbey, 2007). It was observed that children who have effective communication 

with their fathers in preschool ages are less likely to lie, show negative behaviours and experience 

depression than other children (Rosenberg & Wilcox, 2006), are more fitting in with the social 

environment, are seen to be more successful at school, and have better relationships with their peers 

(Ko­ak, 2004). Some researchers suggest that the effect of the father is higher in the adaptation of the 

individual to the social environment than the effect of the mother (Lewis and Lamb, 2003). When 

these studies were evaluated, it was seen that the effect of father's value education on individual and 

social adaptation was at least as effective as that of mothers. 

When the literature is examined, it is determined that the researches on values and values 

education are gathered under certain headings. These studies emerge as the development of some 

values education programs and the effects of these programs Gºk­ek (2007), Baydar (2009), Kuĸ 

(2009), Yalar and Yelken (2011), Thompson (2011), Neslit¿rk (2013), Sapsaĵlam (2015). The studies 

conducted with preservice teachers and teachers about values and value education are the studies of 

Bartan (2018), Kēnacē (2018), Kozikoĵlu (2018), Yēldērēm (2019), Veugelers and Kat (2003), 

Tokdemir (2007), Kurtdede Fidan (2009), Yēldērēm (2009), Bakdemir (2010), Leichsenrig ( 2010), 

Kēlē­ ķahin (2010), Balcē and Yanpar Yelken (2010), ¢engelci (2010), Acat and Aslan (2011), 

Schaefer (2012), Erkuĸ (2012); Ateĸ (2013), Yuvacē (2013), Thornberg and Oĵuz (2013), Ateĸ (2013), 

Balcē and Yanpar Yelken (2013), ¥zden ¢elik (2013), Sapsaĵlam and ¥meroĵlu (2015), Kuzu (2015), 

Ogelman and Erten Sarēkaya (2015), Gºmleksiz and Kēlēn­ (2015), ¢etingºz (2015), Akyēldēz (2016), 

Uzun and Kºse (2017). It was observed that there were few studies conducted on families under 

values education Knafo and Schwartz (2004), Yigit (2010), Ko­ (2013), Selvitopu, Bora and Taĸ 

(2014), Yaka, Yal­ēn and Denizli (2014), Jabaruddin and Manda (2016), Yēldēz (2019), Arēcē (2019) 
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and only mothers were included in most of these few studies. In this context, it is considered that the 

research will contribute to the issue of values education in preschool period with the views of fathers. 

This study aims to examine the thoughts about value concept and value education of fathers who have 

children in preschool period and the processes of having values acquired to their children. 

METHOD  

Research Model 

This study, which aims to examine the thoughts of the fathers of 60-72 months old children 

about the concept of the value and the processes of having values acquired to their children, was 

conducted by adopting the phenomenological method, which is one of the qualitative research 

methods. The phenomenological method is an appropriate research ground for an in-depth study of 

issues that people often encounter in their lives, but which they do not know in detail (Yēldērēm and 

ķimĸek, 2008). Therefore, to examine the fathers' processes of having values acquired to their children 

in-depth, the method of the study was determined as the phenomenological method.  

Study Group 

In this study, convenience sampling, which is one of the purposeful sampling methods, was 

used. Purposeful sampling methods allow for in-depth research by selecting information-rich 

situations depending on the purpose of the study (B¿y¿kºzt¿rk et al., 2008). Convenience sampling is 

often used in qualitative research. It is less costly. It is practical and easy to work on a familiar sample 

(Yēldērēm & ķimĸek, 2006). The study group of the study consisted of 14 volunteer fathers of children 

who attended a private kindergarten.  

Detailed information about the participants is as in the followings. 

Father 1, who is 31 years old, has a secondary education level and is self-employed. He is in 

the 7th year of marriage and has one son. 

Father 2, who is 39 years old, has a postgraduate level and is a faculty member. He is in 9 

years of marriage and has one daughter. 

Father 3, who is 32 years old, has a postgraduate level of education and is a teacher. He is in 

the 6th year of marriage and has one daughter. 

Baba 4, who is 35 years old, has a bachelor's degree and is a civil engineer. He is in the 7th 

year of marriage and has a daughter and a son. 

Father 5, who is 36 years old, has high school education and is a security guard. He is in the 

14th year of marriage and has a daughter and a son. 

Father 6, who is 43 years old, has a bachelor's degree and a lab technician. He is in the 9th 

year of marriage and has 2 sons. 

Father 7, who is 38 years old, has education at the undergraduate level and works in the IT 

sector. He is in the 11th year of marriage and has one daughter. 

Father 8, who is 36 years old, has a postgraduate level and is a civil engineer. He is in the 7th 

year of marriage and has one daughter. 

Father 9, who is 31 years old, has high school education and is an electrician. He is in the 7th 

year of marriage and has one daughter. 
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Father 10, who is 39 years old, he has undergraduate education and is the library manager. He 

is in the 11th year of marriage and has one son. 

Father 11, who is 34 years old, has high school level education and is a self-employed person. 

He is in the 8th year of marriage and has one son. 

Father 12, who is 34 years old, he has a bachelor's degree and he is a dentist. He is in the 8th 

year of marriage and has a daughter and a son. 

Father 13, who is 43 years old, has a bachelor's degree and is a civil servant. He is in the 15th 

year of marriage and has a daughter and a son. 

 Father 14, who is 31 years old has a postgraduate level of education and is a specialist 

physician. He is in the 7th year of marriage and has one daughter. 

Data Collection Tools 

Interviews are expressed as data collecting tool, which is used mostly by phenomenological 

researches (Merriam, 2009; Yēldērēm & ķimĸek, 2013). Semi-structured interview technique was used 

to collect the data. In semi-structured interviews, the researcher creates the interview questions in 

advance, but the reorganization of the questions of the researcher during the interview provides the 

flexibility to discuss (Ekiz, 2003). In the research, 11 open-ended questions were included in the data 

collection tool. 

Collection of the Data 

The data of the study were collected between the dates 15.12.2019 and 15.01.2020 through the 

semi-structured interview form through interviews with fathers with children in the preschool period. 

Interviews lasted approximately 30 or 35 minutes. During the interviews, attention was paid not to 

direct the participants and it was tried to be neutral. In addition, it was tried to create an environment 

based on mutual trust where the participating fathers could behave comfortably and give sincere 

answers. 

Analysis of the Data 

In the analysis of the data obtained as a result of the interviews, content analysis, which is one 

of the qualitative data analysis methods, was used. The purpose of the content analysis is to try to 

create wider and conceptual themes than the codings related to the focused phenomenon of written 

data. Quotations and inferences about the themes created are supported (Yēldērēm & ķimĸek, 2013). 

Accordingly, first of all, interview records were listened and transcribed in order to prepare 

the data collected during the research for analysis. In order to ensure the confidentiality of the 

participants, code names such as B1 and B2 were given to the fathers who participated in the study, 

and interview texts were created for each of them. The audio recordings of the interviews were 

finalized by listening again and making the necessary corrections compared with the original text. A 

text consisting of 20 pages of raw data was created with the answers from the questions asked. Codes 

were created by reading the texts one by one and evaluating them systematically. While creating these 

codes, the data obtained through the relevant literature and interviews were taken into account, and 

themes were grouped with similar characteristics from the codes, and themes were formed, and the 

field expert was finalized by taking the trainer's opinion. In the findings section, the themes created as 

a result of the analysis, and the frequency values showing the frequency of expression of these themes 

and the codes of the fathers who said these expressions are shown in the table and sample expressions 

are given below the table. In the creation of the data collection tool, expert opinions were received and 

pre-application was made with three volunteer fathers. Before the interview process with the 

participants, the researcher noted the thoughts of the participants about the approach, and avoided the 
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statements that would guide the participants during the interview. During the data collection, the 

interviews were recorded to the voice with the approval of the participants. Voice recordings, 

including the sentences, exclamations and pauses of the participants, were put down on paper by the 

researcher. The code, categories and themes created in the research were checked by 3 experts, 1 

specialist in preschool, 1 specialist in assessment and evaluation, and 1 specialist in qualitative 

research 

FINDINGS 

The thoughts of 60-72 month-old children's fathers on the concept of value and opinions of 

them about the processes of having values acquired to their children were given as in the followings. 

Sample statements of the fathers were presented by coding as starting from B1 to B14.  

Table 1.What Do You Think About The Concept Of Value? 

Themes Frequency Participants 

Society-Specific Situation  8 B1, B2, B3, B6, B8, B12, B13, B14 

Humanitarian Values 7 B1, B7, B10, B11, B12, B13, B14 

Principles Directing Life 6 B4, B5, B6, B9, B12, B13 

 

 When the table is examined, it is seen that the opinions of the fathers participating in the 

research on the concept of value are gathered in three themes, which were also discussed in the 

literature. These themes are expressed as ñcommunity-specific situationò, ñhuman valuesò and ñlife-

guiding principlesò. While creating themes, definitions of value concept in the literature are taken into 

consideration. 

Doĵan (2004) expressed the values as ideals that are specific to a particular society and 

possess that society. The theme of ñsociety-specific situationò was created within the framework of 

this definition. Under this theme, it was determined that eight fathers (B1, B2, B3, B6, B8, B12, B13, 

and B14) expressed their opinions. When these views were analysed, B1 stated that the concept of 

value as the concept in which people show our behaviours in which they embody their human 

emotions, love respect adaptation, in short, their social and cultural characteristics. Dilma­ (2007) 

expressed the value as the basic features that have the characteristics that make people human and 

distinguish them from other living things. The theme of "humanitarian values" was created within the 

framework of this definition. Under this theme, it was determined that seven fathers (B1, B7, B10, 

B11, B12, B13, and B14) expressed opinions. When these opinions were examined, B7 stated that the 

concept of value as I think that our moral values, our etiquette, respect and ethical values should be in 

all people, small or large. Rokeach (1973) expressed the value as the principles and standards that 

shape the life philosophies and behaviours of individuals. The theme of "principles directing life" was 

created within the framework of these definitions. Under this theme, it was determined that six fathers 

(B4, B5, B6, B9, B12, B13) expressed opinions. When these views are examined, B4 stated that value 

is a concept that affects people's attitudes and behaviours and is important in shaping and directing 

their lives.  

Table 2. What do you think is the purpose of Value Education? 

Themes Frequency Participants 

Maintaining Life 6 B1, B8, B9, B10, B11, B13 

Protecting Your Own Culture 6 B2, B5, B6, B12, B13, B14 

Improving Personality 5 B4, B8, B9, B10, B12 

Social Reconciliation 4 B1, B5, B6, B8 

 

When the table is examined, it is seen that the opinions of the fathers participating in the study 

regarding the purpose of value education are gathered in four themes, which are also discussed in the 

literature. These themes are expressed as ñmaintaining life, self-developmentò, ñprotecting your own 

cultureò, ñimproving personalityò and ñsocial reconciliationò. 
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According to Nyberg (1990), the aims of teaching values include maintaining life, and the 

theme of ñmaintaining lifeò was created within the framework of this definition. Under this theme, it 

was determined that six fathers (B1, B8, B9, B10, B11, B13) expressed opinions. When these views 

were examined, B8 stated the purpose of value education of fathers as Values education should be a 

lesson that will contribute to the child's growing up as a self-confident and good character and to 

continue his life accordingly. Values constitute cultural heritage and the task of the school is to teach 

these values (Gutek, 1997). One of the main tasks of education is expressed as transferring cultural 

heritage to new generations (Tozlu and Yayla, 2006). Protecting your culture theme was created in the 

framework of this statement. Under this theme, it was determined that six fathers (B2, B5, B6, B12, 

B13, and B14) expressed opinions. When these views are examined, B2 expressed the purpose of 

value education of fathers as Values education, religion and culture, and the transfer of spiritual 

concepts that have been carried to today to new generations by those who are sensitive to this issue. 

Fernandes (1999) stated that education on values could help develop a holistic personality. The theme 

of developing personality was created within this framework. Under this theme, it was determined that 

five fathers (B4, B8, B9, B10, B12) expressed opinions. When these views are examined, B4 

expressed the purpose of value education of fathers as Education that teaches the child's good, evil, 

right, wrong, ideas, attitude towards events, and respect for himself and his environment. Ķĸg¿den 

(2007) stated that values are used as the criteria used by individuals to judge others, while social 

reconciliation is achieved with the way people use these criteria. The theme of social reconciliation 

was created within this framework. Under this theme, it was determined that four fathers (B1, B5, B6, 

B8) expressed opinions. When these views were analysed, B1 stated that the purpose of value 

education of fathers as It should bring good behaviours that we exhibit in our social, social and daily 

lives and which we set an example for our children. 

Table 3. What Values Do You Think Your Child Should Have? Why? 

Themes Frequency Participants 

Moral values 10 B2, B4, B5, B6, B7, B8, B10, B12, B13, B14 

National Cultural Values 7 B1, B2, B4, B6, B7, B12, B13 

Religious Values 7 B1, B2, B5, B6, B9, B12, B13 

 

When the table was analysed, it was seen that the opinions of the fathers participating in the 

study on the values they want their children to have are gathered in three themes. These themes are 

expressed as "moral values", "national cultural values", "and religious values". 

Under the theme of moral values, it was determined that 10 fathers (B2, B4, B5, B6, B7, B8, 

B10, B12, B13, and B14) expressed opinions. When these opinions are examined, B3 stated that the 

basic values we want to earn are good and honest. Each brick that we put on these two will not be a 

problem since they are on solid foundations. Under the theme of national cultural values, it was 

determined that seven fathers (B1, B2, B4, B6, B7, B12, and B13) expressed opinions. When these 

views were examined, B1 used the expression that I wish to be an individual who knows our religious 

cultural traditions and customs, who are well-beloved, and who know our adaptation and rule, who 

share our rights, freedoms and who are sensitive to their environment. Under the theme of religious 

values, it was determined that seven fathers (B1, B2, B5, B6, B9, B12, and B13) expressed opinions. 

When these opinions were examined, B2 expressed his views as People should know religious, moral 

and cultural values, and obstacles in today's society can be overcome in this way. 

Table 4. What are the Methods that You Follow in Having Values Acquired to Children? 

Themes Frequency Participants 

Being a Role Model 9 B1, B3, B5, B6, B9, B10, B12, B13, B14 

Expressing 6 B2, B6, B7, B8, B10, B11 

Reading books 3 B7, B10, B12 

Game 2 B7, B14 

Television 1 B12 

School Support 1 B5 

Rewarding 1 B4 
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When the table is analysed, it is seen that the opinions of the fathers participating in the study 

on the paths they took during the process of having values acquired to their children, and what 

methods they used, gathered on seven themes. These themes are expressed as "Being a Role Model", 

"Expressing", "Reading", "Game", "Television", "School Support" and "Rewarding". 

Under the theme of being a role model, it was determined that nine fathers (B1, B3, B5, B6, 

B9, B10, B12, B13, and B14) expressed opinions. When these opinions were examined, B1 stated that 

we make sure that our children take the good and positive behaviours that we practice in our daily 

lives as well, and that they also exhibit negative behaviours, and when we exhibit such behaviour, we 

think we are trying to show and apply the right thing to our child. Under the theme of expressing, it 

was determined that six fathers (B2, B6, B7, B8, B10, and B11) expressed opinions. When these 

opinions were examined, B2 stated that we present what we know about the transfer of values. We 

ensure that we receive the education of values from the institutions that we believe are correct. 

Explaining the importance of the value to be earned. Applying this value with the family at home. 

Under the theme of reading a book, it was determined that 3 fathers (B7, B10, B12) stated opinions. 

When these opinions are examined, B7 stated that é we create a story by reading a book. Thus, I 

ensure that he has values. Playing, creating a story, reading a book is the first one. Under the theme 

of the game, it was determined that 2 fathers (B7, B14) stated opinions. When these opinions are 

examined, B14 stated that é there may be more than one method, and values can be transferred to the 

child by playing games, singing songs, reading the book, making games and editing in the process of 

appraisal according to the interests and interests of the child. 

Under the TV theme, it was found that one father (B12) expressed his opinion. When this 

view was examined, B12 stated that We are trying to keep up with the multimedia age, we are trying 

to choose the cartoons we read according to the movies we watch accordingly. Under the rewarding 

theme, it was found that one father (B4) expressed his opinion. When this view was examined, B4 

stated that while adding value, we can guide them with gifts, surprises and the areas they want to go. 

For example, to reward him when he does something we want.  

Table 5. What are the Values You Think You Easily Have Them Acquired to Your Child? Why? 

Themes Frequency Participants 

Religious values 5 B5, B6, B9, B13, B14 

Love 4 B1, B4, B10, B12 

Mercy 3 B1, B7, B10 

Cultural values 3 B2,B3,B6 

Tolerance 2 B6, B8 

Honesty 2 B11, B12 

Helping each other 1 B6 

 

When the table was analysed, it was seen that the fathers who participated in the study 

considered the easiest values in the process of having values acquired to their children and their views 

on the reason for this easiness were gathered in seven themes. These themes are expressed as 

"Religious values", "Love", "Mercy", "Cultural values", "Tolerance", "Honesty" and "Helpfulness". 

Under the theme of religious values, it was determined that five fathers (B5, B6, B9, B13, and 

B14) expressed opinions. When these opinions are examined, B5 stated that the easiest thing we can 

say, religious values that s/he learned by seeing and living with us at home. The manners of the table, 

the behaviour values in our communication while talking to each other, and our religious behaviours.  

Under the theme of love, it was determined that four fathers (B1, B4, B10, and B12) expressed 

opinions. When these opinions are examined, B1 stated love is the most comfortable value we provide 

in a proper family environmenté. . 
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Under the theme of mercy, it was determined that three fathers (B1, B7, and B10) expressed 

opinions. When these opinions were examined, B1 stated love is the value that we provide most easily, 

secondly, I can say mercy, if we can offer good examples. 

Under the theme of mercy, it was determined that three fathers (B1, B7, and B10) expressed 

opinions. When these views were examined, B1 stated that love is the value we provide most easily, 

secondly, I can say compassion if we can offer good examples.  

Under the theme of cultural values, it was determined that three fathers (B2, B3 and B6) 

expressed opinions. When these opinions are examined, B2 stated that the easiest is the general moral 

and etiquette rules. Because they have behaviour styles in family relations. Under the theme of 

tolerance, it was found that the two fathers (B6 and B8) expressed opinions. When these views are 

examined, B6 stated that they are the most easily earned in terms of their helpfulness, tolerance, love 

of flags and religious values. It may be because they give priority to these values in the house. 

Under the theme of honesty, it was found that two fathers (B11, B12) expressed their 

opinions. When these views were analysed, B12 stated that it is to keep someoneôs word. Because we 

keep our words. The child can easily learn this value."  

Under the helping each other theme, it was determined that one father (B6) expressed his 

opinion. When this view was examined, B6 stated being helpful is the easiest values children earn. It 

may be because they give priority to these values in the house."  

Table 6. What are the Values You Think You Have Them Acquired to Your Children in a 

Difficult Way? Why?  

Themes Frequency Participants 

Respect 5 B3, B4, B6, B11, B12 

Sharing 3 B1, B9, B10 

Responsibility 2 B2, B14 

Empathy 2 B3, B6 

Religious values 1 B5 

Mercy 1 B9 

Helping each other 1 B10 

Moral values 1 B13 

Experiencing no difficulty 1 B7 

 

When the table is examined, in the process of having values acquired to their children by their 

fathers who participated in the research, it is seen that the values that the fathers think they have the 

most difficult of them acquired to their children and their views on the reasons of this difficulty are 

gathered in nine themes. These themes are expressed as "Respect", "Sharing", "Responsibility", 

"Empathy", "Religious values", "Mercy", "Helping each other", "Moral values", and "Experiencing no 

difficulty".  

Under the theme of respect, it was determined that five fathers (B3, B4, B6, B11 and B12) 

expressed opinions. When these views were examined, B4 stated that it is respect and children are 

now selfish because of their age. Always they are trying to adopt their own opinion to the other 

person. They do not respect the other person's ideas. 

Under the theme of sharing, it was determined that three fathers (B1, B9, and B10) expressed 

their opinions. When these opinions were examined, B1 stated that sharing, not being able to adapt to 

a new environment, not being able to express a mistake or a mistake s/he made, or not to be able to 

express a truth he made, in fact, it is not a value we bring very hard, but I wanted to point out that the 

most dominant one is not being a sharing.  

Under the theme of responsibility, it was determined that two fathers (B2, B14) expressed 

their opinions. When these opinions are analysed, B2 stated that in the compensation of the 

negativities arising from interaction with other people in the society, because of the difficulties we 

encountered, values that we could not adopt to someone such as tolerance, responsibility, willpower. 
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Under the theme of empathy, it was determined that two fathers (B3, B6) expressed opinions. 

When these opinions were examined, B3 stated that maybe the concepts of empathy and respect, 

which we think s/he could not win by age. Under the theme of religious values, it was found that one 

father (B5) expressed his opinion. When this view is examined, B5 stated that I can say religious 

values, social rules. Under the theme of mercy, it was determined that one father (B9) expressed his 

opinion. When this view is examined, B9 said that actually, these values education has some inherent 

effect; it is more difficult to give a child a sense of mercy. 

Under the theme of helping each other, it was found that one father (B10) stated his opinion. 

When this view is analysed, B10 stated that if we consider cooperation and sharing as a whole, this 

value is the hardest. We are getting better over time. Under the theme of moral values, it was 

determined that 1 father (B13) expressed his opinion. When this view is examined, B13 stated that 

"moral values ... Because there are deformed moral values in dominant circles (such as the media), and 

situations incompatible with moral values". One father (B7) stated that he did not experience any 

difficulties in the process of having value acquired to his child. 

Table 7. What Are The Problems You Have Encountered in Having Values Acquired to 

Children? 

Themes Frequency Participants 

Originating from fathers 

Originating from environment 

Originating from children 

Ones who experience no difficulty 

6 

6 

5 

1 

B5,B6, B9, B11, B12,B13, 

B1,B2,B6,B9,B10,B11 

B3,B4,B8,B12, B14 

B7 

 

When the table is analysed, it is seen that the opinions of the fathers participating in the study 

on the problems they experience in general regarding their children are gathered in four themes. These 

themes are expressed as "Originating from fathers", "Originating from the environment" "Originating 

from children", and "Ones who experience no difficulty". 

It was determined that six fathers (B5, B6, B9, B11, B12, and B13) stated opinions under the 

theme of problems originating from fathers. When these opinions were examined, B5 stated that being 

unable to allocate the necessary time, as a father, because I am not interested in this much and 

knowing that s/he got these values in school. Under the theme of problems originating from the 

environment, it was determined that six fathers (B1, B2, B6, B9, B10, and B11) stated opinions. When 

these views are examined, B2 stated that negative interactions in society affect value education 

negatively.  

Under the theme of problems originating from children, it was determined that five fathers 

(B3, B4, B8, B12, and B14) expressed opinions. When the views were examined, B3 stated that most 

of the values contain abstract concepts and abstract results. This age group can not be expected to 

fully understand abstract concepts in children. One father (B7) stated that he did not experience any 

difficulties in general in the process of appreciating his child. 

Table 8.What kind of materials do you use in the process of having values acquired? 

Themes Frequency Participants 

Book 12 B1, B2, B3, B4, B6, B7, B8, B9, B10, B12, B13, B14 

Game 10 B1, B2, B4, B6, B7, B8, B10, B12, B13, B14 

Cartoon 9 B1, B4, B5, B6, B8, B9, B11, B12, B13 

Toy 8 B1, B2, B6, B7, B8, B10, B13, B14 

Internet 1 B11 

 

When the table is analysed, it is seen that the opinions of the fathers participating in the study 

regarding the materials they use in the process of valuing their children are gathered in 5 themes. 

These themes are expressed as "Book", "Game", "Cartoon", "Toy" and "Internet". 

Under the theme of the book, it was determined that 12 fathers (B1, B2, B3, B4, B6, B7, B8, 

B9, B10, B12, B13, and B14) expressed opinions. When these opinions were examined, B1 stated that 
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we read books, we play games, we watch educational cartoons, we play games and games to improve 

communication skills with their favourite toys. Under the theme of the game, it was determined that 10 

fathers (B1, B2, B4, B6, B7, B8, B10, B12, B13, and B14) expressed opinions. When these opinions 

were examined, B6 stated that I see especially the family games as the most effective method to have 

values acquired. Under the cartoon theme, it was found that nine fathers (B1, B4, B5, B6, B8, B9, 

B11, B12, and B13) expressed opinions. When these opinions were examined, B5 stated that if you say 

as material, I use more cartoons. Under the theme of the toy, it was determined that eight fathers (B1, 

B2, B6, B7, B8, B10, B13, and B14) expressed opinions. When these opinions were examined, B2 

stated that we are trying to use tools such as toys adequately and correctly. Under the Internet theme, 

it was found that a father (B11) expressed his opinion. When this view is examined, B11 stated I use ... 

internet and videos. 

Table 9. What Are The Persons Or Situations That Are Effective Other Than You In Having 

Values Acquired? 

Themes Frequency Participants 

Teacher 9 B1, B2, B3, B4, B6, B8, B9, B11, B12 

Mother 9 B1, B2, B4, B5, B6, B7, B8, B10, B11 

Other family members 8 B1, B3, B4, B6, B8, B11, B12, B13 

Friends 4 B6, B8, B12, B13 

TV - Cartoon 3 B3, B9, B13 

General environment 1 B14 

 

When the table is analysed, it is seen that the opinions of the fathers participating in the 

research gathered on six themes regarding who played an effective role in the process of having values 

acquired. These themes are expressed as "Teacher", "Mother", "Teacher", "Other family members", 

"Friends", "TV - Cartoon" and "General environment". 

Under the teacher theme, it was determined that nine fathers (B1, B2, B3, B4, B6, B8, B9, 

B11, and B12) stated opinions. When these opinions were examined, B1 stated that mother, school 

and teachers are the most important people, and the importance of external factors cannot be ignored, 

and other family members, friends .... . Under the mother theme, it was determined that nine fathers 

(B1, B2, B4, B5, B6, B7, B8, B10, and B11) stated opinions. When these opinions were examined, B2 

stated that my wife and the units of the kindergarten we send are effective in the having values 

acquired to children. Under the theme of other family members, it was determined that eight fathers 

(B1, B3, B4, B6, B8, B11, B12, and B13) expressed opinions. When these opinions were examined, 

B3 stated primary relatives, schoolteachers and cartoons other than parents. Under the theme of their 

friends, it was determined that four fathers (B6, B8, B12, and B13) expressed opinions. When these 

opinions were examined, B6 stated that his/her mother, of course, school, my colleagues, relatives and 

friends of hers are effective in classmates at school. Under the TV - Cartoon theme, it was determined 

that three fathers (B3, B9, and B13) expressed opinions. When these opinions were examined, B9 

stated, all is all ... that is, I am trying to be a good example, but s/he is watching cartoons and can get 

bad things from it... . Apart from these, one father (B14) expressed the general environmental theme. 

B14 stated that it is a process for a child to acquire values, and because we live in a society, all 

interactions are effective in the child's acquisition of values. Like neighbours in the apartment, other 

people you encounter in the elevator, anyone you interact with, even if more or less, can also provide 

positive or negative transfer in having values acquired to them.  

Table 10. In Having Values Acquired to the Children, How Do You Work or Collaborate with 

Your Spouse? 

Themes  Frequency Participants 

Common attitude 9 B1, B2, B3, B4, B6, B9, B10, B11, B12 

Being a role model 3 B5, B12, B14 

Common Activity 2 B7, B13 

Using common language 1 B8 

 

When the table is analysed, it is seen that the opinions of the fathers participating in the 

research on how they cooperate with their spouses in the process of having values acquired to their 
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children on four themes. These themes are expressed as "Common attitude", "Being a role model", 

"Common activity" and "Using common language". 

Under the common attitude theme, it was determined that nine fathers (B1, B2, B3, B4, B6, 

B9, B10, B11, and B12) expressed opinions. When these opinions were examined, B1 stated that we 

adapt the rules we set in cooperation, as a family, and we apply our behaviours to support each other 

with my wife. Under the theme of being a role model, it was determined that three fathers (B5, B12, 

and B14) expressed opinions. When these views were examined, B5 stated, first of all, we never lose 

our respect for each other. In this context, all the values we live in the family are transferred to 

children automatically because they see us. Under the theme of creating a game, it was determined 

that two fathers (B7, B13) expressed their opinions. When these opinions were examined, B7 stated 

that we try to have some values acquired by playing together and playing games.  

Under the theme of using common language, it was found that one father (B8) stated his 

opinion. When this view was examined, B8 stated, we both read the books we have bought for child 

development and thus help us use a common language, so we cooperate. 

Table 11. What kind of work or collaboration do you have with the school? 

Themes Frequency Participants 

Information sharing 7 B1, B3, B7, B9, B11, B13, B14 

Continuing education at home 5 B2, B5, B11, B12, B14 

Cooperation with the teacher 4 B6, B12, B13, B14 

I cannot cooperate 1 B4 

 

When the table is analysed, it is seen that the opinions of the fathers participating in the 

research on how they cooperate with the school in the process of having values acquired are gathered 

in four themes. These themes are expressed as "Information sharing", "Continuing education at home", 

"Cooperation with the teacher" and "I cannot cooperate". 

Under the information-sharing theme, it was determined that seven fathers (B1, B3, B7, B9, 

B11, B13, and B14) expressed their opinions. When these opinions were examined, B1 stated we can 

easily talk about the positive or negative behaviour of our child, we say our suggestions and we also 

implement the ones recommended. Under the theme of continuing education at home, it was found that 

five fathers (B2, B5, B11, B12, and B14) expressed opinions. When these opinions were examined, 

B2 stated that we follow the practices of the school, observe how effective the transferred values are in 

our child, and continue at home. Under the collaboration with the teacher, it was determined that four 

fathers (B6, B12, B13, and B14) stated opinions. When these opinions are examined, B6 stated that we 

are in constant communication with their teachers. One father (B4) stated that he did not cooperate 

with the school in the process of having values acquired to his child. 

DISCUSSION AND CONCLUSION 

It was determined that the opinions of fathers regarding the concept of value are gathered in 

three themes. These themes have been identified as the theme of "society-specific situation", the theme 

of "humanitarian values" and the theme of "principles directing life." Kēlē­ ķahin (2010), with 4th and 

5th-grade teachers, and Bartan (2018) had similar results with preschool teachers in their researches. 

In the study, it was determined that teachers in both branches grouped the values as ideals specific to a 

society, characteristics that make people human, and principles that guide people's lives while defining 

the concept of value. It was observed that the fathers included in this study defined the concept of 

value under the same themes. In this sense, this research is in line with the literature. 

It is seen that the thoughts of fathers regarding the purpose of value education are also 

discussed in the literature and are gathered in four themes. These themes are expressed as 

ñmaintaining life, improving yourselfò, ñprotecting your own cultureò, ñimproving personalityò and 

ñsocial reconciliationò. Arēcē (2019), in her study titled ñThe process of evaluating the values of 

mothers whose children continue their pre-school education,ò reached the conclusion that the mothers 

thought that the value education was carried out with the aim of ñgaining positive behaviourò, ñgiving 
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national and moral valuesò (cultural values), ñgaining religious and moral valuesò and ñvaluing 

oneselfò. Similarly, Kēlē­ ķahin (2010), Bartan (2018), Balcē and Yelken (2010), Kēnacē (2018) found 

that the purpose of value education is gathered under similar themes. In this context, it was concluded 

that the study is line with the literature. 

  It was observed that the thoughts of fathers about the values that their children deem 

necessary to possess were gathered in nine themes. These Themes are determined as "moral values", 

"national cultural values", "religious values". 

In the study conducted by Yiĵittir (2010), it was seen that families prioritize respect for family 

values, hard work, flag and the National Anthem, patriotism, honesty, integrity, respect, and helping 

each other regarding the values they want their children to acquire. In the study of Selvitopu, Bora and 

Taĸ (2014), parents expect their children to gain human, national and spiritual values in school. 

Similarly, it was concluded that in their researches, Arēcē (2019), Yaka, Yal­ēn and Denizli (2014), 

Yēldēz (2019), Yuvacē (2013), Acat and Aslan (2011), Erkuĸ (2012), Sapsaĵlam and ¥meroĵlu (2015) 

and Kozikoĵlu. (2018) gave higher priority to similar values. It was seen that the fathers who 

participated in the study wanted similar values in their children. In this sense, this research is in line 

with the literature. 

It has been seen that the methods that fathers follow in evaluating values are gathered in seven 

themes. These themes are expressed as "role models", "reading books", "games", "television", "school 

support" and "rewarding". It has been determined that methods of having values acquired are preferred 

in the studies conducted by Bartan (2018), Beekeeper (2019), Yēldērēm (2019), Ko­ (2013), Knafo and 

Schwartz (2004), Johansson (2002), Thornberg and Oĵuz (2013), Thompson (2011), Cypress, Bora 

and Taĸ (2014) and Yuvacē (2013). According to Halstead and Taylor (2000), the methods used in the 

education of values vary, and they stated that the methods and techniques used may vary depending on 

the desired value. The results of the research conducted in this context are in line with the literature. In 

the research conducted by Knafo and Schwartz (2004), it was determined that there is a positive 

relationship between children 's identification and acceptance of their parents' values. In his study, 

Johansson (2002) states that while children adopt values, they choose the way of modelling people 

who transfer values to them. In their research, Thompson (2011) and Schaefer (2012) came to the 

conclusion that teachers mostly prefer the method of story and being a model to children in values 

education. 

In their research, Veugelers and Kat (2003) stated that teachers and parents considered the 

approach of suggestion very important. In the study of Jabaruddin and Manda (2016), the opinions of 

families of different socioeconomic levels about values education were examined and the methods of 

having values acquired to their children used by parents were observed as counselling, storytelling, 

dialogue, exemplary events, reward and punishment. According to Halstead and Taylor (2000), the 

methods used in the education of values vary and stated that the methods and techniques used may 

vary depending on the desired value. 

It was seen that the thoughts of the fathers about having the values acquired most easily to 

their children were gathered in seven themes. These themes are expressed as "religious values", 

"love", "mercy", "cultural values", "tolerance", "honesty" and "helping each other". Ogelman and 

Erten Sarēkaya (2015) stated that having the values acquired to children by their teachers are respect, 

responsibility, love, tolerance, sharing, honesty and helping each other. The findings are similar to the 

current research. The values that fathers have difficulty in having values acquired are discussed in nine 

themes. These themes are expressed as "respect", "sharing", "responsibility", "empathy", "religious 

values", "compassion", "solidarity", "moral values" and "experiencing no difficulty". The findings 

obtained as a result of the researches conducted by Ogelman and Erten Sarēkaya (2015), Lamb (2015), 

Arēcē (2019) Yuvacē (2013) support the responses of the fathers. 

It is thought that the reason why fathers have difficulty in having these values acquired is that 

the fathers do not have enough information about the characteristics of preschool children. In addition, 

it is thought that children cannot internalize the values such as sharing empathy due to the fact that 
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they are in the centrist period and that they are presented in an abstract form and suggestion that do not 

comply with their values such as compassion, responsibility and religious values. 

It was seen that the views of fathers about the problems they had in having values acquired are 

gathered in four themes. These themes are determined as "originating from father", " originating from 

the environment", "originating from children " and "experiencing no difficulty". T¿rk (2009) stated in 

his study titled ñrespect for values educationò that families do not spare time for their children, school-

family-teacher cooperation is not fully achieved, and there is not a positive example for students, 

which can prevent value education. The works of Bartan (2018), Erkuĸ (2012), Kuzu (2015), Yazar 

and Yanpar Yelken (2013) also support the findings of the research. In their study with fathers, 

Freeman, Newland and Coyl (2008) found that the reasons that prevent fathers from spending time 

with their children, time and work schedule, insufficient energy and knowledge, and mothers' intrusive 

attitude. 

It was observed that the materials that the fathers stated in the process of having values 

acquired were collected in five themes. These themes are expressed as "book", "game", "cartoon", 

"and toy ñ,ò internet". In the study of Kēlē­ ķahin (2010), it was concluded that the teachers stated that 

they benefited from materials such as story, picture card, CD, worksheets, projection and internet 

while having values acquired. The teachers who participated in the study of Thornberg and Oĵuz 

(2013) stated that they benefited from reading books, videos about value education and short films in 

their value education studies. Arēcē (2019) stated that mothers primarily use books, cartoons, TV, 

video, games to have values acquired. When Kuzu (2015) examined the answers given by preschool 

teachers to the question of what materials they used in values education, it was concluded that they 

mostly used written materials such as storybooks, visual materials, slides, educational videos and 

cartoons. In this context, the research is in line with the literature. 

It was determined that people or situations that fathers think they are effective in having 

values acquired are gathered in six themes. These themes are expressed as ñteacherò, ñmotherò, ñother 

family membersò, ñfriendsò, ñTV - cartoonò and ñgeneral environmentò.  ¥zden and ¢elik (2013) 

examined the views of parents in their study titled role of classroom teachers in value transfer, and 

parents stated that elementary school teachers are highly effective in transferring value to students. 

Arēcē (2019), the mothers who participated in the study listed the factors other than the mother in 

having values acquired to the child as ñteacher, friend and schoolò, ñenvironment, television, family 

eldersò and ñrelativesò. The results of these researches conducted by Kuĸ (2009), Bartan (2018), Arēcē 

(2019), Altan and Tarhan (2018), Erkuĸ (2012), Kurtdede Fidan (2009), ¢engelci, (2010), T¿rk, 

(2009), Tokdemir (2007) support the results of this research with fathers. Flor and Knapp (2001) 

stated in their study that being a model is the most effective way to provide value for children. 

It was observed that the cooperation or works of the fathers with their spouses in having 

values acquired was gathered in four themes. These themes are determined as "common attitude", 

"being a role model", "common activity", "using common language ". Yēldēz (2019) stated that values 

education approaches do not show a significant difference according to the parents' status of being a 

mother or father, their age and educational status, and accordingly, it was concluded that the absence 

of a difference between mother and father indicates that parents act together in values education. 

It was seen that the collaboration or works of fathers with the school in having values acquired 

are discussed in four themes. These themes are determined as ñsharing informationò, ñcontinuing 

education at homeò, ñcollaboration with the teacherò and ñI cannot cooperateò. It is observed that 

¢etingºz (2015), Uzun and Kºse (2017), Sapsaĵlam and ¥meroĵlu (2015), Kurtdede Fidan (2009), 

Yuvacē, ķafak and Ķrin (2013) emphasize the importance of collaborating with families regarding 

values in their work. 

In the study, when the findings obtained were analysed in general, it was concluded that 

fathers attach importance to the concept of the value and that they attach more importance to moral, 

national cultural and religious values within the values. According to the fathers, it was seen that the 

purpose of values education was to develop and socialize the personality of values, to maintain life 
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and to protect its culture, and to reconcile with the society. It was concluded that fathers show that 

being a role model and expression are the most used methods by them, and they mostly benefit from 

book games and cartoons, that fathers mostly do not allocate sufficient time and lack of knowledge 

and that negative examples in the environment and society affect values education negatively in 

having values acquired to their children.  In value education, it was determined that fathers consider 

cooperation with the mother very important, they aim to show common attitudes with their spouses 

while transferring the values, and they think that teachers, friends and the environment are the most 

influential other than parents. 

Suggestions 

In line with the results of the research, it is recommended by field experts to conduct studies, 

give seminars, and support social environments where fathers can share their values with their children 

in order for fathers to realize their role and responsibilities in gaining value to their children and to 

have knowledge. 
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Abstract 

The aim of this study was to determine pre-service Turkish Language teachersô metaphorical 

perceptions of social media platforms. Phenomenology, which is a qualitative research design, was 

used in the study. The sample consisted of 70 first-, second-, third- and fourth- grade students of the 

Department of Turkish Language Education of the Faculty of Education of Van Y¿z¿nc¿ Yēl 

University. Data were collected using a form developed to help participants write metaphors on their 

minds and to express themselves clearly. The form consisted of a statement in the form of ñSocial 

media platforms (Twitter, Facebook, WhatsApp, Instagram, etc.) are likeé becauseé,ò of which 

participants were asked to fill in the blanks to find out exactly to what they compared social media 

platforms and why. Data were analyzed using content analysis, which is a qualitative analysis method. 

Participants generated 73 metaphors, 67 of which were accepted as valid. The most frequently used 

metaphors were drugs, cigarettes, alcohol, and sources of information. The metaphors were grouped 

under ten conceptual categories; addictive, harmful, pros and cons, communication, unnecessary and 

useless, useful, necessity, vastness, trap, and other. The categories of addictive (22.38%) and harmful 

(22.38%) had the largest percentages. Of all metaphors, 37 (55.2%) were negative while 16 (23.88%) 

positive. Suggestions were made at the end of the study. 
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INTRODUCTION  

People have had an indefatigable quest for learning and accessing information since day one 

because they are, by nature, curious beings with an insatiable thirst for knowledge. ñEvery discovery 

led to the next, and knowledge has accumulated over the centuries and made it to this dayò (Coĸkun, 

2018, p. 948). 

Unprecedented advances in technology have also transformed the fields of information and the 

Internet, and the developments in those fields have affected all other fields. However, advances in the 

field of information and the Internet are not only technological but also communicational, relational 

(human and social), and educational. 

¢elik (2019, p. 41) argues that the Internet has become the primary source of information for 

people of all ages and states that ñthis technological system has been 'the magic wand' which has 

instantly responded to users' needs and expectations and also torn down the wall of inaccessibility that 

had been erected around knowledge in every field.ò What is more, ñborn out of the unity of computer 

and Internet technology, social media has spread at an unprecedented pace and become the óInternet 

starô of todayò (¢elik, 2019, p. 41).  

Bostancē (2010, p. 36) defines social media as a form of communication based on sharing, 

interacting, and discussing beyond the limits of time and space and states that "people completely 

determine the content of social media platforms and use them to be in constant interaction with one 

another". According to Mahajan (2009), the term social network refers to the creation of an online 

community that enables users to interact or share their opinions with one another for a common 

purpose. Based on Web 2.0. technologies, social media is a scene of tools and platforms that provide 

people and institutions with the opportunity to interactively share their views, experiences, and 

emotions through sounds, words, images, and other activities (¢elik, 2019). 

Boyd (2008) argues that young people create digital personas that represent them accurately 

and that are well received by people around them. Eren, ¢elik and Akt¿rk (2014) also state that people 

use the internet more and more as a means of socialization. According to Ko­ and Karabatak (2011), a 

ñsocial networkò is a type of virtual community where users define themselves online and 

communicate with people from different cultures and express their true emotions and thoughts by 

using ideograms and smileys that symbolize real-life gestures and facial expressions. It would, 

therefore, not be wrong to claim that face-to-face communication is replaced by online communication 

via computers, tablets, and smartphones on social media platforms on the Internet. According to Acēr 

(2008, p. 70), one of the important features of social media platforms is that ñthey provide people with 

the opportunity to create online óprofilesô that may not necessarily represent their true identity.ò 

According to Kaplan and Haenlein (2010), the social media era, as we know it today, probably 

began about 20 years ago when Susan and Bruce Abelson founded "Open Diary," which was a social 

networking site that brought together a community of people writing online dairies. 

According to Onursoy (2017), social media platforms are of great significance because they 

promote fast, simultaneous, and unlimited communication and socialization and serve as an alternative 

to traditional media and have a culture with a unique ñlanguage, rules, principles, codes of conduct, 

and rituals.ò 

Born in the 2000s into a world of colorful visuals and technology, Generation ñZò is definitely 

the largest cohort that uses the Internet. ñThey have óIpadsô, tablets, smartphones, and computers 

instead of dolls and carsò (¢elik, 2019, p. 41). They use the Internet and social media platforms to find 

their friends and to make new ones or to communicate with people from different circles and to play 

games etc. Subrahmanyam (2013, p. 238) argues that the New media is the electrocultural tool of the 

twentieth and twenty-first centuries and states ñresearch suggests that adolescents use online 

communication applications primarily to keep in contact with peers.ò However, it is a fact that social 

media platforms have numerous benefits when used properly. According to some research results, 
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Kearney (2007) states that video games improve cognitive skills and promote learning. Haugland and 

Wright (1997, cited in ¢elik, 2019) argue that new technologies, such as the Internet and social media, 

facilitate activities that fit well with children's learning models and encourage engagement, and offer 

environments that promote holistic learning processes and allow them to experience knowledge, and 

provide them with the opportunity to experience play and socialization in line with their 

developmental stages. G¿lbahar, Kalelioĵlu and Madran (2010) also state that social networking sites 

are also useful for institutions because they enrich mixed teaching experiences, facilitate studentsô 

learning processes, and support teachers' teaching and assessment processes. Of course, social media is 

not used only in those areas. Today, many people actively use social media to instantly express their 

views of current issues and to make statements. 

It is important to address how social media and social media platforms, which are the most 

important means of communication of today, are perceived by the youngest people, who are their 

largest user base. After all, how something is perceived is as important as what it is and what it is used 

for. It is, therefore, an undeniable fact that how something is made sense of depends on how it is 

perceived. Metaphors are definitely one of the most effective ways of uncovering perception and 

understanding. 

In the most general sense, a metaphor is a figure of speech where clearer words and concepts 

are used to describe something that is difficult to understand. According to Levine (2005, p. 172), 

metaphor comes from the Greek word metapherein (meta = beyond; pherein = to carry) 

It is not always possible to clearly convey and express emotions and thoughts because the 

literal meanings of words and concepts do not always reflect our inner world. We, therefore, have to 

use the resources of language, one of which is metaphors, allowing us to convey what we have in our 

mind in a clearer way. 

Metaphors are defined as a mental process that allows people or societies to pursue their 

knowledge and mental/cultural development, to convey their world views and perceptions, and to 

guide their memory correlations to some extent (Yēldēzlē, Erdol, Baĸtuĵ & Bayram, 2018). The 

Turkish Language Association (TDK, 2019) defines a metaphor as a ófigure of speech,ô which, 

however, falls short of explaining it because not every figure of speech is a metaphor. A metaphor is 

more of an analogy (Ert¿rk, 2017). However, Salman (2003, cited in Ert¿rk, 2017) argues that, unlike 

an analogy, what a metaphor alludes to, and to what extent and why, has to be discovered by a listener 

or a reader themselves. 

Metaphor, which is mostly used as a philosophical concept in the Western world, corresponds 

to the concept of figure of speech in the Eastern world. According to Demir (2009, p. 88), 

ñómetaphorsô and ófigures of speechô are basically linguistic phenomena, despite different associations 

in the West And East, and therefore, are the products of a mental activity as a natural manifestation of 

potential language ability in humansò. According to the author; 

Although the conceptual boundaries of the two terms [metaphor and figure of speech] are 

vague, the main distinction between them is the meanings attached to them. At this point, 

figures of speech are generally regarded as an opportunity of rhetoric in our literature and 

worldview, whereas, in the west, metaphors have been addressed especially in the field of 

philosophy and have been almost elevated to the level of ñtruth itselfò or ñknowledgeò with 

expanded spheres of influence and usage. 

Although ¢oban Keneĸ (2016) argues that metaphors can be traced back to Ancient Greek 

philosophers, such as Plato and Aristotle, Alexsander Spancer (2012) states that the prominent 

philosopher Aristotle defined metaphors as ónothing but giving something a name of something else.ô 

Kºvecses (2010, p. 4) states that ñfrom the cognitive linguistic view, a metaphor refers to the 

understanding of óone conceptual domain in terms of another conceptual domain.ôò According to 

Saban (2004, p. 1), ñmetaphors are one of the most powerful mental tools that shape, lead on, and 

monitor what we think about the development and functioning of events.ò 
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In ñMetaphors We Live By,ò George Lakoff and Mark Johnson (p. 4) argue that the concepts 

that govern our thoughts are not just a matter of mind but also dictate in detail all the things we do in 

everyday life, in a way in which we are not exactly aware of. Therefore, an important means of finding 

it out is language, which draws a clear picture of what our conceptual system is like. According to 

researchers, ñif we are right in suggesting that our conceptual system is largely metaphorical, then the 

way we think, what we experience, and what we do every day is very much a matter of metaphorò 

(Lakoff and Johnson, 1980, p. 4). 

Akĸehirli (2007) argues that not only language, but also our conceptual system that we use in 

thinking and acting, is based on metaphors according to the contemporary theory of metaphor in the 

field of cognitive semantics. The use of metaphors in the educational environment has also become 

widespread. This can make it easier for individuals to learn by organizing them in the mind in 

processes such as comparing, associating, visualizing and interpreting the concepts discussed 

(Hi­yēlmaz and Adanēr, 2019). Therefore, metaphors, which are in all areas of our lives, especially in 

language, shape our world of conceptualization and affect our way of thinking. However, it is a known 

fact that metaphors are significantly affected by the cultural domain. Akĸehirli (2007) divides the 

metaphors into three: conceptual, orientational, and ontological. Conceptual metaphors consist of two 

conceptual domains: source and target. The target conceptual domain is made sense of through the 

source conceptual domain. The source conceptual domain is a concrete concept while the target 

knowledge domain is an abstract or a physical concept or object. For example, in the metaphor ótime is 

money,ô ómoney,ô which is a concrete concept, is the source knowledge domain whereas ótime,ô which 

is an abstract concept, is the target conceptual domain. Therefore, "time" is made sense of through 

"money." Vertical dimensions are widely used in orientational metaphors. The metaphor ñmore is upò 

is the most common example of an orientational metaphor. For example, in the idiom ñboosting 

morale,ò ñmoraleò is an expression made sense in terms of up-and-down orientation in the vertical 

dimension, and thus, the idiom ñboosting moraleò is an orientational metaphor. ñThe rise of inflationò 

is also made sense in the up-down orientation. Akĸehirli (2007) defines ontological metaphors as 

metaphors that turn intangible things into tangible things. For example, according to Akĸehirli, the 

statement ñit takes a lot of patience to endure this painò turns patience, which is an abstract and 

uncountable concept, into something countable. 

The aim of this study was to determine pre-service Turkish Language teachersô metaphorical 

perceptions of social media platforms. Preservice teachers will have a significant impact on the 

development of new generations for years to come, and therefore, it is important to determine how 

they perceive the events and phenomena that deeply affect us in our personal or social life. Social 

media, on the other hand, plays a key role in our lives and becomes more and more prevalent. It is, 

therefore, necessary to identify preservice teachersô perceptions of the concept of ósocial mediaô and to 

determine the steps that are to be taken especially in the field of education accordingly. This was the 

starting point of this study. 

To this end, the study sought answers to the following questions: 

1. What are pre-service Turkish Language teachersô metaphorical perceptions of the 

concept of ósocial mediaô? 

2. Under what conceptual categories are pre-service Turkish Language teachersô 

metaphors of the concept of 'social media'?   

METHOD  

Phenomenology, which is a qualitative research design, was used in the study. 

Phenomenological research is used to determine the meaning commonly attached by people to a 

phenomenon or concept through their experiences (Creswell, 2013). Phenomenology is a type of 

qualitative research used to analyze the phenomena (events, experiences or situations etc.) which we 

encounter in life but do not know or think much about (Yēldērēm & ķimĸek, 2008). Phenomenological 

research focuses on what people feel about their experiences, how they perceive them, what they think 
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about them and how they construct them in their minds and what kind of awareness they develop as a 

result of that construction (Patton, 2002). This study employed a phenomenological research method 

because its objective was to determine how pre-service Turkish Language teachers perceived and 

interpreted social media platforms. 

Study Group 

The study group of the study is 70 pre-service Turkish Language teachersô who are studying at 

Van Y¿z¿nc¿ Yēl University, Faculty of Education, Department of Turkish Language Education, first-

grade, second-grade, third-grade and fourth-grade. The study was carried out with volunteer pre-

service teachersô 

Table 1. Distribution of the study group by grade level 

Classes f % 

First-grade 10 14,29 

Second-grade 11 15,71 

Third-grade 20 28,57 

Fourth-grade 29 41,43 

Total 70 100 

 

Table 2. Distribution of the study group by gender 

Gender f % 

Female 38 54,29 

Male 32 45,71 

Total 70 100 

 

Measure Development and Data Collection 

Data were collected using a form developed to help participants to write metaphors on their 

minds and to express themselves clearly. The form consisted of a statement in the form of ñSocial 

media platforms (Twitter, Facebook, WhatsApp, Instagram, etc.) are likeé becauseéò Participants 

were informed about the purpose of the study and then were asked to fill in the blanks. Therefore, 

during this process, they were expected to clearly state to what they compared social media platforms 

and why. Data were collected from first-, second-, third- and fourth- grade pre-service Turkish 

Language teachers. 

Data Analysis 

Data were analyzed using content analysis. In phenomenological research, data are analyzed 

using content analysis to uncover meanings (Yēldērēm and ķimĸek, 2008). The steps of metaphor 

analysis were; removing missing or improper metaphors, assigning codes to participants and 

transferring the metaphors to a computer, identifying and merging same common metaphors, 

determining frequencies, developing categories based on the explanations concerning the metaphors, 

consulting experts to check the categories for relevance, assign the metaphors to the categories based 

on the explanations concerning the metaphors, expert control, and exemplifying the metaphors. The 

meanings of the metaphors were used to develop categories. Experts were consulted at every stage of 

the analysis. Categories were developed based on the data, and the metaphors were assigned to the 

categories, and then were sent to another expert in the field for consulting. The categories were revised 

based on expert opinion and then were sent to the expert again. They were revised and finalized based 

on expert opinion. Therefore, another expert researcher was consulted both to determine the categories 

and to assign the metaphors to them. 

At the end of all these processes, 70 pre-service Turkish Language teachers, who constituted 

the sample group generated a total 73 metaphors. However, six of them were not included in the 

analysis because they either did not serve the research objective or did not match with their 

explanations. The remaining 67 metaphors were used as data. 

The metaphors in the categories were presented with their frequencies and examples. 



International Journal of Progressive Education, Volume 16 Number 6, 2020 

É 2020 INASED 

84 

FINDINGS 

This section presented the results. The conceptual categories based on the 67 metaphors 

generated by participants were presented, and the categories and metaphors in question were 

interpreted. Participants' explanations of the metaphors were also discussed. 

Table 3. Metaphors developed by pre-service Turkish Language teachersô for social media tools 

and frequencies and percentages of conceptual categories where metaphors are collected 

No Conceptual Categories f % No Metaphors f % 

1 Addictive 15 22,38 

1 Drugs 7 10,50 

2 Cigarette 5 7,50 

3 Alcohol 3 4,50 

2 Harmful 15 22,38 

4 Woodworm 1 1,49 

5 Cancer 1 1,49 

6 Illness 1 1,49 

7 Thief 1 1,49 

8 A bad friend 1 1,49 

9 Devil feathered spies 1 1,49 

10 Bad soul 1 1,49 

11 Satan 1 1,49 

12 Dump 1 1,49 

13 A weapon we aim at ourselves 1 1,49 

14 Nuclear weapons 1 1,49 

15 Chaos environment 1 1,49 

16 Tools that negatively affect human relations 1 1,49 

17 The common property of the village 1 1,49 

18 Game 1 1,49 

3 Pros and cons 9 13,43 

19 A mill that returning empty 1 1,49 

20 World 1 1,49 

21 Black and white clouds 1 1,49 

22 Fire 1 1,49 

23 A vehicle what latest model 1 1,49 

24 Antibiotic 1 1,49 

25 Like medicine 1 1,49 

26 The most dangerous natural disaster 1 1,49 

27 Sea water 1 1,49 

4 Communication 8 11,94 

28 News tool 2 3,00 

29 An important tool 1 1,49 

30 The tool to travel the world 1 1,49 

31 Newspapers 1 1,49 

32 Connection with the outside world 1 1,49 

33 Way 1 1,49 

34 A sixth sense organ 1 1,49 

5 Unnecessary and useless 5 7,46 

35 A wasted river 1 1,49 

36 Unnecessary objects 1 1,49 

37 Dusty coffee table 1 1,49 

38 Time eating tool 1 1,49 

39 Air  1 1,49 

6 Useful 4 5,97 

40 Way 1 1,49 

41 Star 1 1,49 

42 Rather a need 1 1,49 

43 A funfair 1 1,49 

7 Necessity 4 5,97 

44 Bread and water 1 1,49 

45 A basic need 1 1,49 

46 Water 1 1,49 

47 A meal eaten cold 1 1,49 

8 Vastness 4 5,97 

48 A book that its source is endless 1 1,49 

49 Space 1 1,49 

50 A bottomless well 1 1,49 

51 A globe 1 1,49 

9 Trap 2 2,98 
52 Mexican wave 1 1,49 

53 Spider webs 1 1,49 

10 Other 1 1,52 54 A different world 1 1,49 

Total 67 100  67 100 
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Table shows that participants generated a total of 67 metaphors under ten categories; 

addictive, harmful, pros and cons, communication, unnecessary and useless, useful, necessity, 

vastness, trap, and other. The large number of conceptual categories showed that participants had a 

wide range of metaphorical perceptions of social media platforms. 

The categories of addictive (22.38%) and harmful (22.38%) had the most metaphors, followed 

by the categories of pros and cons (13.43%), means of communication (11.94%), unnecessary and 

useless (7.46%), useful (5.97%), necessity (5.97%), vastness (5,97%), trap (2.98%), and other ( 

1.52%). 

The categories of addictive, harmful, unnecessary and useless, and trap consisted of 37 

metaphors (55.2%), which were all negative. The categories of communication, useful, and necessity 

consisted of 16 metaphors (23.88%), which were all positive. Of the metaphors in the remaining 

categories, some were positive and some negative. This result showed that participants developed 

mostly negative metaphors for social media platforms. 

The most repeated metaphors were drugs (7), cigarettes (5), alcohol (3), and sources of 

information (2), suggesting that participants compared social media platforms mostly to drugs, 

cigarettes, and alcohol. All other metaphors had a frequency of one. 

The tables below show the metaphors in the conceptual categories and graphs and 

interpretations regarding their orientations. 

1. Social Media Tools as Addictive 

The metaphors and metaphor aspects of the participants' seeing social media tools as addictive 

are given in the table below. 

Table 4. Social media tools as addictive 

Sequence 

No 
Metaphors f % Metaphor aspect 

1 Drugs 7 10,50 

It is addictive. 

It causes us to spend most of our time here, it makes us addicted to himself. 

It delivers pleasure, but as a result, causes addiction, disconnection from the 

society and distress. 

The make addiction aspect is very high. 

It is more addictive as you use it. 

It is addictive when people use these tools unhealthy. 

More addiction occurs as you use. 

2 Cigaret 5 7,50 
It is addictive. 

It is addictive and damages 

3 Alcohol 3 4,50 

It is addictive. It's a little hard to come out when you get inside 

It is addictive. It's hard get rid of. 

It keeps the individual from the flow of daily life and it makes addicted to 

himself. It is the sole occupation of the individual. 

 

Participantsô various metaphors showed that they perceived social media platforms as 

addictive. The metaphors in this category made up 22.38% of the total metaphors. They compared 

social media platforms mostly to drugs (7) and cigarettes (5), which is probably due to the addictive 

nature of social media platforms. All explanations made by participants concerning the addictive 

metaphors included the statement they cause addiction. 

2. Social Media Tools as Harmful 

The metaphors and metaphor aspects of the participants' seeing social media tools as harmful 

are given in the table below. 
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Table 5. Social media tools as harmful 

No Metaphors f % Metaphor aspect 

1 Woodworm 1 1,49 Improves itself when finishing the tree 

2 Cancer 1 1,49 It has a very harmful effect on human life. 

3 Illness 1 1,49  Because it keeps people busy and deprives them of daily life. 

4 Thief 1 1,49 It takes all our time. 

5 A bad friend 1 1,49 It infects us the bad features it contains. 

6 Devil feathered spies 1 1,49 It gives pleasure to use but all your personal information is in danger 

7 Bad soul 1 1,49 It puts people against each other. 

8 Satan 1 1,49 Most of the time, it takes people out of the way. 

9 Dump 1 1,49 
You can find many things you want and do not want. You come across 

without saying harmful-harmless, you see. 

10 A weapon we aim at ourselves 1 1,49 We do the harm to ourselves. 

11 Nuclear weapons 1 1,49 This social media kills slowly. 

12 Chaos environment 1 1,49 
Everything that is tried to hide from the public, when it is exposed here, 

chaos arises. 

13 
Tools that negatively affect 

human relations 
1 1,49 People devote most of their time to them 

14 
The common property of the 

village 
1 1,49 Everything shared is seen by everyone. 

15 Game 1 1,49 As we get stuck on social media, we realize that time is wasted 

 

Participantsô various metaphors showed that they perceived social media platforms as harmful. 

The metaphors in this category made up 22.38% of the total metaphors. The fact that there was a wide 

range of metaphors in this category and that most of them were associated with harmful situations 

(nuclear weapons, worst natural disaster, cancer, etc.) showed that participants had mostly negative 

perceptions of social media platforms. All of the metaphors in this category had the same frequency. 

Some of the explanations stated by participants for the harmful metaphors were it develops itself while 

eating up the tree, it has a very harmful effect on oneôs life, it takes up all of our time, and it often 

leads us astray. 

3. Social Media Tools as Pros and Cons 

The metaphors and metaphor aspects of the participants' seeing social media tools as pros and 

cons are given in the table below. 

Table 6. Social media tools as pros and cons 

No Metaphors f % Metaphor aspect 

1 
A mill that returning 

empty 
1 1,49 It kills time if it is not used beneficially. 

2 World 1 1,49 It is a medium that contains both good and evil. 

3 
Black and white 

clouds 
1 1,49 It has a positive or negative effect depending on the intended use. 

4 Fire 1 1,49 It is useful if used correctly, harmful if used incorrectly. 

5 
A vehicle what latest 

model 
1 1,49 

A good driver makes good use of this vehicle. But a novice driver cannot use 

well, and crash. 

6 Antibiotic 1 1,49 It is only useful when it is needed. 

7 Like medicine 1 1,49 It benefits a little, overdose is harmful. 

8 
The most dangerous 

natural disaster 
1 1,49 

It is very effective when used beneficially but when using it for various 

nonsensical things, perhaps these tools may also lead to an irreversible disaster. 

9 Sea water 1 1,49 Neither drinkable nor dispensable. 

 

Participantsô various metaphors in this category showed that they addressed both the positive 

and negative aspects of social media platforms. The metaphors in this category made up 13.43% of the 

total metaphors. All metaphors in this category had the same frequency. The orientations of the 

metaphors included such statements as if it is not used effectively, it is a waste of time and it is good if 

it is used properly but it is harmful if it is used improperly. 
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4. Social Media Tools as Means of Communication 

The metaphors and metaphor aspects of the participants' seeing social media tools as means of 

communication are given in the table below. 

Table 7. Social media tools as means of communication 

No Metaphors f % Metaphor aspect 

1 News tool 2 3,00 We can find all kinds of news, it offers all kinds of information. 

2 An important tool 1 1,49 It enables people to go beyond individual life by uniting their lives. 

3 
The tool to travel the 

world 
1 1,49 

He can find the opportunity to get to know every place he wants, in any way, 

through social media. He can see everything he wants to reach with active 

users and travel in this way. 

4 Newspapers 1 1,49 Tells some daily events. 

5 
Connection with the 

outside world 
1 1,49 I only know this way from the agenda. 

6 Way 1 1,49 It delivers the messages we want to convey. 

7 A sixth sense organ 1 1,49 It keeps me informed from distant people. 

 

It is only natural to perceive social media platforms as means of communication because they 

are, after all, means of communication. It is, therefore, not surprising that participants perceived social 

media platforms as means of communication even metaphorically. In three metaphors (sources of 

information, newspapers, connection with the outside world), participants perceived social media as 

mass media platforms whereas they perceived social media as a means of interpersonal 

communication in other metaphors (means of traveling the world, the sixth sense, etc.). The metaphors 

in this category made up 11.94% of the total metaphors. 

5. Social Media Tools as Unnecessary and Useless 

The metaphors and metaphor aspects of the participants' seeing social media tools as 

unnecessary and useles are given in the table below. 

Table 8. Social media tools unnecessary and useless 

No Metaphors f % Metaphor aspect 

1 A wasted river 1 1,49 It is nothing but killing time. 

2 Unnecessary objects 1 1,49 It has no added value. 

3 Dusty coffee table 1 1,49 It injects to the individual, waste of time and learning unnecessary events. 

4 Time eating tool 1 1,49 80% of our time is spent on social media. 

5 Air  1 1,49 it is temporary. 

 

Participantsô various metaphoric perceptions showed that they regarded social media 

platforms in some ways as unnecessary and useless. This category included various metaphors. The 

metaphors in this category made up 7.46% of the total metaphors. They all had the same frequency. 

The orientations of the metaphors included such statements as it is nothing but a waste of time and it 

contributes nothing. 

6. Social Media Tools as Useful 

The metaphors and metaphor aspects of the participants' seeing social media tools as useful 

are given in the table below. 

Table 9. Social media tools as useful 

No Metaphors f % Metaphor aspect 

1 Way 1 1,49 They are the discovery of new places and roads, for me. 

2 Star 1 1,49 
We learn and enlighten a lot of information with media tools. We also enlighten our 

environment. Of course, if we know how to use it beautifully. 

3 Rather a need 1 1,49 In daily life, it is mostly used for agenda. 

4 A funfair 1 1,49 It enables individuals who actively use social media to have fun. 



International Journal of Progressive Education, Volume 16 Number 6, 2020 

É 2020 INASED 

88 

Participantsô various metaphoric perceptions showed that they considered social media 

platforms useful. Four metaphors emerged in this category and comprised only 5.97% of the total 

metaphors, suggesting that participants did not find social media platforms that useful. What is more, 

the number of metaphors describing social media platforms as useful was lower than that of metaphors 

describing them as harmful. The orientations of the metaphors included such statements as to me, they 

are a means of discovering new places and paths and people who actively use social media have fun. 

7. Social Media Tools as Necessity 

The metaphors and metaphor aspects of the participants' seeing social media tools as necessity 

are given in the table below. 

Table 10. Social media tools as necessity 

No Metaphors f % Metaphor aspect 

1 Bread and water 1 1,49 
People have become so dependent on these accounts that these accounts have become 

a need for people. 

2 A basic need 1 1,49 If I do not log in every day, I feel something is missing. 

3 Water 1 1,49 
People cannot live without water. People have become so dependent on these areas 

today that I feel as if they are replacing of a physical need of their body. 

4 A meal eaten cold 1 1,49 It's cold, you don't want to eat, but you can't do it without eating. 

 

In this category, participants saw social media platforms as a necessity. The perception of 

social media platforms as a necessity today should be considered normal because the important 

position that social media platforms have assumed in our lives as means of both communication and 

correspondence has turned them in to a necessity. The metaphors in this category made up 5.97% of 

the total metaphors. The orientations of the metaphors included such statements as people have 

become so dependent on those platforms that they have become a necessity for them, people cannot 

live without water. People have become so dependent on those areas today that I feel like I meet a 

physical necessity. 

8. Social Media Tools as Vastness 

The metaphors and metaphor aspects of the participants' seeing social media tools as vastness 

are given in the table below. 

Table 11. Social media tools as vastness 

No Metaphors f % Metaphor aspect 

1 
A book that its source is 

endless 
1 1,49 We reach the information we want whenever we want. 

2 Space 1 1,49 
There is unlimited data. Positive or negative, immense enough to imprison 

you and lose your path. 

3 A bottomless well 1 1,49 The road gets longer as you dive. 

4 A globe 1 1,49 
In the generalizing and globalizing world, we can reach everything very 

quickly. 

 

It can be seen in Table that a category of metaphors describing social media platforms as 

vastness emerged. The metaphors in this category made different comparisons. For example, social 

media was compared to space, an abyss, and a book with infinite sources, respectively, because it 

contains unlimited amount of data, the road gets longer as you dive deeper into it, and we can reach 

any information any time we want. 

9. Social Media Tools as Trap 

The metaphors and metaphor aspects of the participants' seeing social media tools as trap are 

given in the table below. 



International Journal of Progressive Education, Volume 16 Number 6, 2020 

É 2020 INASED 

 

89 

Table 12. Social media tools as trap 

No Metaphors f % Metaphor aspect 

1 Mexican wave 1 1,49 It reaches everyone with a single touch and imprison him. 

2 Spider webs 1 1,49 
As social media absorbs people, it captures and shackles and prevents him from paying 

attention to other things than himself. 

 

Some participants saw social media as a trap, which is also common in our social life. The 

most common complaints about social media were that it was a waste of time and prevented some 

things that should be done from being done. Participants expressed these points of view 

metaphorically and compared social media to a spider web or Mexican wave, which is hard to escape 

from. The metaphors in this category made up 2.98% of the total metaphors. 

10. Social Media Platforms as Other 

A metaphor generated by a participant for social media platforms could not be categorized, 

and therefore, fell into the category of other. The table below shows this metaphor and its orientation. 

Table 13. Social media tools as the other 

No Metaphors f % Metaphor aspect 

1 A different world 1 1,49 Most of the time you become someone you are not in the real world. 

 

There is one metaphor in this category. Participant who expressed social media in this way 

stated that he/she compared social media to a different world because he/she stated that on social 

media, you are often someone you are not in real life. 

DISCUSSION AND CONCLUSION 

Participantsô metaphorical perceptions of social media platforms emerged in a wide variety of 

conceptual categories. Sixty-seven metaphors were grouped under ten categories: addictive, harmful, 

pros and cons, communication, unnecessary and useless, useful, necessity, vastness, trap, and other. 

The categories of addictive (22.38%) and harmful (22.38%) had the most metaphors, followed by 

those of pros and cons (13.43%), means of communication (11.94%), unnecessary and useless 

(7.46%), useful (5.97%), necessity (5.97%), vastness (5,97%), trap (2.98%), and other ( 1.52%). 

The result above shows that pre-service Turkish Language teachers address social media from 

numerous dimensions. Many studies have reported similar results. Erdem, Alkan and Erdem (2017) 

stated that preservice teachersô metaphors showed that the concept of media cannot be approached 

from a single dimension. 

Numerous studies investigate teachersô, preservice teachersô, and studentsô perceptions of 

social media platforms. However, there are no studies on pre-service Turkish Language teachersô 

perceptions of social media platforms. Therefore, the results of this study were discussed with 

reference to different studies on metaphorical perceptions of social media platforms. 

Thirty-seven (55.2%) of the 67 metaphors generated by participants were under the categories 

of addictive, harmful, unnecessary and useless, and trap and had negative meanings. On the other 

hand, the positive metaphors under the categories of communication, useful, and necessity categories 

made up 23.88% of the total metaphors. Of the metaphors in the remaining categories, some were 

positive and some negative. This shows that the vast majority of social media metaphors generated by 

pre-service Turkish Language teachers are negative. In contrast, they have less positive perception of 

social media. Doĵan and Erkan (2019) conducted a study with undergraduate students of the tourism 

faculty of a university to investigate their metaphoric perceptions of social media. Similar to the result 

of our study, they concluded that most students' metaphors of social media were negative. Moreover, 

their negative metaphors compared social media into an abyss that does not let anyone out or to an 

infectious disease that spreads everywhere and makes everyone sick in a short time or to a medium 
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where people look different than they actually do. They also developed the metaphors of waste of time, 

weapon of mass destruction, minefield, poison, and a type of cancer to describe social media. 

Eg¿z and Kesten (2018) also conducted a study with preservice social science teachers and 

reported that their participants developed numerous negative metaphors, such as virus, thief, monster, 

prison, boob tube, enemy etc. to define social media platforms and generally had negative perceptions 

of them. Similar to most metaphors in the studies above, preservice social science teachersô metaphors 

in the negative categories compared social media to a woodworm, cancer, disease, a weapon aimed at 

ourselves, nuclear weapon etc. 

In our study, harmful was one of the two categories with the most metaphors (22.38%), 

suggesting that although pre-service Turkish Language teachers are social media users, they are aware 

that it has numerous harmful effects. Erdem, Alkan and Erdem (2017) reported that most metaphors 

generated by preservice teachers for social media were under the concept of harm. They also drew 

attention to this point and stated, ñthe students state that social media is harmful but they continue to 

use it, perhaps because they want to cope with loneliness.ò 

Another result of our study is that participants used positive or negative metaphors, such as 

space, woodworm, Mexican wave, spider web, abyss, common property of a village, chaotic 

environment, and garbage, to describe social media platforms. Erg¿z and Kesten (2018) reported 

similar metaphors such as witch's cauldron, marketplace, apple worm, space, ocean, spider web, etc. 

Eren, ¢elik and Akt¿rk (2014) reported that secondary school students perceived Facebook as 

useful, a tool that should be used with caution, part of real life, the source of addiction, and the source 

of evil and compared it to negative things, such as cigarettes and alcohol or to positive things, such as 

a means of communication. Therefore, their results are consistent with ours. However, 56% of their 

participants had positive, 34% negative, and 10% both positive (when used with caution) and negative 

views of Facebook, which differs from our results because our participants (55.2%) with negative 

views of social media were twice as many as those with positive views of social media (23.88%). 

Undoubtedly, one of the most important results of this study is that participants found social 

media to be addictive. This manifested itself in numerous metaphors and turned into a conceptual 

category with the greatest percentage. This showed that participants compared social media platforms 

mostly to drugs (7), cigarettes (5), and alcohol (3), which has been reported by numerous studies as 

well. In his study, Onursoy (2017) stated ñthis study shows that participants are addicted to social 

media in their daily lives. They demonstrate this through the metaphors on their drawings of someone 

snorting cocaine, and needles for drug injectionò and concluded that the first and foremost negative 

value that participants attributed to social media is addiction. Doĵan and Erkan (2019) also reported 

that Generation Z used the metaphors of cigarettes, alcohol and drugs to define social media. Erg¿z 

and Kesten (2018) concluded that although preservice teachers continued to use social media very 

often, they generated metaphors depicting it as something addictive. 

Some of our participants' metaphors were under the conceptual category of useful. Aside from 

that, there were some other categories including positive metaphors, such as antibiotic, medication, 

sea water (when used properly), a means of traveling the world, connection with the outside world (as 

a means of communication), road, star, a basic necessity. These metaphors show that participants 

perceive social media as part of life. This result has been reported by similar studies as well. Doĵan 

and Erkan (2019) stated that the positive metaphors and their meanings indicated that social media is 

life itself, a medium like a parent or teacher who teaches new things and where good moments are 

shared with best friends. Erg¿z and Kesten (2018) reported that participants used such positive 

metaphors as world, ocean, snowball, teacher, friend, water, organ, sleep, sun, and cell to define 

social media while ¢elik (2019) stated that participants used such positive metaphors as a smart book, 

teacher, scholar from the past, professor, scientist, teleported to knowledge, poet, great artist, relaxed, 

and free to define social media. Erdem, Alakn and Erdem (2017) reported that participants used such 

positive metaphors as a friend, big family, movie, sky, pen, headphones, to share, water, celebrity, 

time, and book to describe social media. The researchers stated that the most common metaphor 
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concerning social media is friend, that the concepts of sharing and communication are the most 

commonly used metaphors in the literature to define the concept of social media, and that it is no 

coincidence that the first thing that comes to preservice teachersô minds when they think of social 

media is the concepts of friend, communication, and sharing. However, the first thing that came to our 

participantsô minds when they thought of social media was the concepts of drugs, cigarettes, and 

alcohol. This result indicates that although pre-service Turkish Language teachers use social media 

platforms very often, they do not approve of them very much. 

Another result of this study is the emergence of the category of necessity, in addition to those 

of communication, unnecessary and useless, and trap, which were expected to emerge. Our 

participants perceived social media as a necessity. The fact that they perceive social media platforms 

as a necessity today should not surprise us because a number of means used in many areas in the past 

have been replaced mostly by social media platforms today. There are some other studies that have 

reported that participants perceive social media as a necessity (Erg¿z & Kesten, 2018). 

RECOMMENDATIONS  

It is an unavoidable fact that the new generation, which was born into a world of visuals and 

social media, will use social media platforms more often than the university students recruited in this 

study. Therefore; 

¶ The significance of social media and technology should be taken into account in the 

education of the next generations. 

¶ The undeniable fact that using social media platforms more efficiently has numerous 

benefits should be taken into consideration more in the education of the next generations. Stakeholders 

in education should be informed about this to raise their awareness. 

¶ Various studies should be conducted to determine the causes of negative metaphors 

and to find ways to eliminate them. 

¶ Social media experts should hold various seminars in secondary schools, high schools, 

and universities to ensure that stakeholders in education have access to true information about social 

media. 
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Abstract 

The aim of this study is to examine the relationship between pre-service preschool teachers' mobile-

learning (m-learning) readiness, cyberloafing, nomophobiaand smartphone addiction variables. The 

study was carried out using 306 pre-service preschool teachers undergoing education at state-run 

universities in two different cities in Turkey. The most critical conclusion of the study is that the 

smartphones used by pre-service preschool teachers both for m-learning and for cyberloafing in class 

have an impact on nomophobia and smartphone addiction. In the study, the effects of smartphone 

usage on both the learning environment and the individual were discussed in accordance with the 

proposed model. Suggestions for the use of smartphones were made in line with the study's 

conclusions.  
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INTRODUCTION  

The Internet today is a communication network that connects people in different 

environments. Access to the Internet, which is the most important mass communication tool of the 

21st century, is easily provided in higher education classes. It is a feature of the nature of education 

that educators want to benefit from the positive effects of using online technology in the classroom 

(Baker et al., 2012). In this context, mobile phones that provide online access to the Internet have 

become m-learning tools used in educational environments (Kukulska Hulme, 2005).  

Pre-service teachers can use their smartphones as m-learning tools to make audio or video 

recordings of their lessons, to browse websites relating to preschool education, or for access to 

examine activities prepared for children and to use learning materials more effectively (Akkoyunlu, 

2018; Nakamura et al., 2015). Smartphones have a critical effect on pre-service teachers' teaching 

methods and strategies, being used as educational material and for obtaining information and learning 

about their lessons (Almunawar et al., 2015; Dukic et al., 2015). Therefore, it is important that pre-

service teachers use smartphones in their fields of education as a m-learning tool (Abachi & 

Muhammad, 2014). 

M-learning eliminates time and space constraints in the individual's learning process 

(O'Malley et al., 2005; Geddes, 2004). M-learning is not limited only to supporting learning by 

accessing information (Pachler et al., 2010). As a result of m-learning, the individual discovers their 

learning style (Shih et al., 2010); furthermore, their attitudes toward learning and their academic 

success improve (Chen, 2013; Cheon et al., 2012; Ciampa, 2014; Jaradat, 2014; Martin & Ertzberger, 

2013) and their interest in and motivation for learning increase as well (Hwang & Chang, 2011). Just 

as there are advantages to m-learning, there are disadvantages too.  According to Shudong & Higgins 

(2005), the disadvantages of m-learning are grouped under three headings technical, psychologicaland 

pedagogical. This study considers the psychological and pedagogical aspects of m-learning. 

Individuals' personality traits are considered the most obvious disadvantage in the psychological 

aspect of m-learning. The effectiveness of m-learning varies depending on the individual's personality 

traits (Sha et al., 2012). The second major disadvantage of m-learning concerns the pedagogical 

aspect. The problems associated with giving feedback to individuals practicing m-learning are a 

pedagogical disadvantage (Shudong & Higgins, 2005). According to Chu (2014); another pedagogical 

problem associated with m-learning stems from the design of the m-learning environment. In addition, 

it is thought that it is important for individuals to be psychologically ready and have m-learning skills 

in m-learning environments where the technical infrastructure is ready and that are pedagogically well 

supported (Kalelioĵlu & Baturay, 2014). Accordingly, the level of mobile-leaning readiness is 

expected to be high so that m-learning can be carried out positively (Lin & Hsieh, 2007). 

The technical infrastructure of the learning environment is also important in the development 

of m-learning readiness (Corbeil & Valdes Corbeil, 2007). However, considering the use of wireless 

Internet facilities and mobile technologies for students to access information in higher education 

classes, this creates an important environment for cyberloafing as well (Fried, 2008; Lauricella & Kay, 

2010). The concept of cyberloafing mainly appears in the literature as not doing work in the workplace 

(Block, 2001; Greenfield & Davis, 2002; Lim, 2002; Griffiths, 2010; Anandarajan et al., 2014, pp. 4-

6; Hassan et al., 2015), although in the field of education (McBride et al., 2006; King, 2007; Erg¿n & 

Altun, 2011; Kalaycē, 2010; Yaĸar, 2013; Polat, 2018; Arēkan & ¥zg¿r, 2019) it has started being 

defined as activities other than learning carried out in the virtual environment during the learning 

process. In the study made by King (2007), it was determined that staff and students alike did 

cyberloafing using technological tools outside of class. In the study by Brubaker (2006), it was 

determined that students use computers to spend time on different online activities without their 

teachers' knowledge. Examining the relationship between cyberloafing and the learning process, Polat 

(2018) stated it is possible for students to cyberloaf in class if there is unplanned or excessive use of 

technology. Indeed, cyberloafing can be observed distinctly in higher education classrooms today.  

The concepts that will explain the psychological aspect of problematic smartphone use and the 

dilemma between m-learning and the cyberloafing identified with smartphone use during the learning 
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process reveal the paradigm of the study. Based on this, a review was made of the literature to 

determine the psychological factors relating to problematic smartphone use. The concepts of 

nomophobia and addiction associated with problematic smartphone use were identified.  

It is understood from the related literature that cyberloafing by students in class is associated 

with such variables as nomophobia and addiction (Tindell & Bohlander, 2012; Berry & Westfall, 

2015; Jacobsen & Forste, 2011; Smart & Traveler, 2016; Erdem et al., 2017; ķumuer et al., 2019; 

Demir & Seferoĵlu, 2016; Keser et al., 2016; Gºk­earslan et al., 2016). Indeed, both nomophobia and 

addiction are associated with cyberloafing. However, the relationship between cyberloafing, 

nomophobiaand addiction with respect to smartphone use reveals the complexity of the psychological 

process that is m-learning. 

As a result of the literature review, it was determined that even though the relationship 

between any two of the m-learning, cyberloafing, nomophobiaand smartphone addiction variables has 

been studied, there exists no study in which all the variables are examined together. In this context, 

this study aims to determine using path analysis the relationships between the variables of pre-service 

teachers' m-learning readiness, cyberloafing, nomophobiaand smartphone addiction. In the rest of this 

paper, m-learning, cyberloafing, nomophobiaand smartphone addiction are explained using the 

relevant literature. Later, in light of the studies examining the relationships between the variables, 

models and hypotheses are created. The method used in the research and the results obtained 

according to the findings of the research are discussedand a model explaining the relationships 

between the variables is presented.   

LITERATURE REVIEW  

M-learning Readiness 

When the literature on the definition of m-learning is examined, it can be seen that many 

definitions exist. According to Dye et al. (2003), m-learning is learning any time, anywhere using a 

portable computer. According to Trifonova & Ronchetti (2003), m-learning is a form of e-learning in 

which information is accessed via Wi-Fi and portable communication tools. According to Sharma & 

Kitchens (2004), m-learning is support for learning using mobile devices irrespective of time or 

location. In the research conducted by Frohberg, Goth, and Schwabe (2009), 102 mobile learning 

projects were categorized. They found that mobile learning takes place in different environments. It 

has been determined that mobile learning is performed effectively in formal corporate environments 

such as a classroom or a workplace. Laurillard (2007) emphasized the communication between learner 

and teacherand stated that m-learning is a form of digital support for learning that is manageable, 

collaborative, productiveand adaptable. Definitions that highlight the pedagogical aspects of m-

learning can also be found in the literature. Traxler (2010), emphasized that m-learning can provide 

individual or social support in the learning process in any kind of pedagogical environmentand further 

stated that the devices used for m-learning have altered the contents of learning in pedagogical 

environments, as well as the forms in which material is stored and transmitted. 

 When the definitions of m-learning are examined, it is understood that the positive aspects of 

m-learning are emphasized. However, Cohen et al. (2012) discussed how m-learning supports learning 

in the classroom. They also emphasized that while m-learning does support learning in the classroom, 

it also comes with risks to learning that need to be considered. According to Lind & Hsieh (2007), it is 

necessary to determine the readiness levels of individuals to participate in m-learning using 

technological tools in learning environments. In the study by Christensen & Knezek (2017), it was 

determined that in m-learning environments, students' m-learning readiness increased incrementally as 

the teacher's proficiency increased. In the study by Cheon et al. (2012), it was determined that 

attitudes, subjective normsand behavioral control positively affected university students' readiness for 

and adoption of m-learning.  

The literature also includes studies examining significant differences in m-learning readiness 

levels depending on various different variables. In these studies, variables such as gender (Trifonova et 



International Journal of Progressive Education, Volume 16 Number 6, 2020 

É 2020 INASED 

 

97 

al., 2006; Olcay et al., 2018), education level (Nwagwu, 2001; Alsancak et al., 2016), age (MacCallum 

& Jeffrey, 2009) and Internet usage level (Alsancak Sarēkaya and Yurdag¿l, 2016) were examined. 

Advanced studies examining m-learning readiness also exist. Other factors that affect learning 

practices such as technological learning, identifying students' needsand the pedagogical benefits have 

also been identified (Cheung et al., 2011; Alzaza & Yaakub, 2011). The relationship with lifelong 

learning skills has also been examined (G¿r Erdoĵan et al., 2017). It has been determined that teachers' 

m-learning readiness is affected by their technical know-how, the awareness levelsand their 

motivation (Alzaza, 2012; Mahamad et al., 2010). However, no study was found that examined m-

learning readiness, cyberloafing, nomophobiaand smartphone addiction at the same time.  

Cyberloafing 

When the literature on the concept of cyberloafing is examined, it is generally defined as 

workers using their place of work's Internet for personal use in fields that have nothing to do with their 

job (Robinson & Bennett, 1995; Friedman, 2000, Lim, 2002; Griffiths, 2003; Zwass, 2006; 

Mahatakanoon, 2006; Bock & Ho, 2009). A person's use of mobile technologies at work for purposes 

other than work is also considered to be cyberloafing (Klotz & Buckley, 2013, p.125). According to 

Hassan et al (2015), it was determined that cyberloafing takes place under six categories. These 

categories are checking personal emails, investment and banking activities, social networks, traditional 

media, shoppingand pornography. According to Henle and Blanchard (2008), cyberloafing is divided 

into two. The first is the minor cyberloafing which is a term that you check e mails and visit 

entertainments at work. The second is serious cyberloafing which involves online gambling and 

spending time on pornographic sites. It has been observed that just as with working environments, 

providing access to the Internet via smartphones and laptops in learning environments also leads to the 

emergence of cyberloafing by using the Internet for purposes other than lessons (Fried, 2008; 

Lauricella & Kay, 2010; Laxman & Holt, 2017). According to Kalaycē (2010), cyberloafing in 

education is students' tendency or behavior toward using the Internet during the lesson for business not 

related to the lesson. 

When the studies on cyberloafing in the field of education are examined, the study by Kalaycē 

(2010) carried out on 100 higher-education students showed that cyberloafing by students takes place 

mostly in the form of mail, discussion groups, blogs, bank transactions, shopping sites, auction sites, 

travel reservations, sports and news sitesand personal development sites. In the study by Brubaker's 

(2006) on 236 university students studying in higher education, it was found that during the lesson, 

students engaged in distracting, extracurricular activities such as surfing the Internet, playing digital 

games, texting, listening to musicand watching videos. The results of the study by Lauricella & Kay 

(2010) are similar to those in the study by Kalaycē (2010) and Brubaker (2006). A total of 137 higher-

education students participated in the study by Fried (2008). According to the results of that study, it 

was reported that the use of technological tools during class for purposes other than learning resulted 

in learning deficiency and attention disorders. According to Wurst et al. (2008), cyberloafing resulted 

in a fall in student grade averages and academic success. According to the results of the study by 

Yaĸar & Yurdag¿l (2013) on 215 higher education students, it was argued that cyberloafing may cause 

addiction.  

When the studies on cyberloafing are examined, it is understood from the literature that 

negative situations do develop.  However, it is argued that cyberloafing reveals inhibited creativity 

(Oravec, 2002), it helps the individual pull himself together when on a break (Polzer-Debruyne, 2008) 

and get away from the stressful environment (Ugrin et al., 2008) and that learning is supported by 

improving knowledge (Lavoie & Pychyl, 2001).  

Since this study is going to provide an evaluation of the positive and negative features found 

in the literature together by examining the relationship between cyberloafing, m-learning readiness, 

smartphone addictionand nomophobia, it is thought it will make a contribution to the literature.  
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Nomophobia  

Nomophobia is considered to be a disorder of contemporary digital and virtual society; it 

means discomfort, anxiety, tension, or suffering caused by the inability to have contact with a mobile 

phone or computer. It is the pathological fear of being separated from technology (Bragazzi & Puente, 

2014). Furthermore, it is a health problem that negatively affects an individual's personality, self-

esteem, worry, stress, academic performanceand other physical and mental health conditions; and that 

causes psychological problems, physical and behavioral changes (Rodriguez-Garcia et al., 2020). 

When we examine the population groups affected by nomophobia, it can be observed in university 

students (Bartwal & Nath, 2019; Farooqui et al., 2017) and other education levels, especially young 

people (Rosales-Huamani et al., 2019). 

The study by Ferdous et al (2020) aimed to determine the perceived effects of mobile phone 

use by university students on their academic performance, their personal hygiene factorsand the 

psychological effects related to form of use. As a result of that study, it was determined that the 

majority of the participants stated that they used mobile phones in the toilet, they did not disinfect their 

phones, they used their phones until late at night, they put their phones under the pillow when going to 

bedand they stated that the use of mobile phones could prevent them from working. The results of the 

study also describe the characteristics of individuals who experience smartphone addiction and fear of 

being parted from their phone (nomophobia). The excessive and impulsive use of smartphones has 

produced many observable negative results in individuals. In particular, interpersonal communication 

and socialization processes are negatively affected (Gezgin et al, 2018; Pavithra, et al., 2015; Park & 

Park, 2014; Billieux, et al., 2008). 

According to Yēldērēm & Correia (2015), what individuals using mobile phones experience if 

they stay away from the phone anxiety about not having access to information, being out of touch, 

being unable to communicate, or not feeling at ease is called nomophobia.  

In the study by Rodriguez-Garcia et al (2020), the databases relating to nomophobia (Scopus 

and Web of Science) were scanned and the work systematically examined. As a result of the study, it 

was determined that current research is still in the discovery phase, mostly working on adolescents and 

university students. The review determined that studies looking into the prevalence of nomophobia 

were descriptive and cross-sectional. When studies investigating the prevalence of nomophobia were 

examined, it was seen that in the study by Cheever et al. (2014) on 163 university students in the 

United States, half of the participants were asked to turn off their mobile phones and the other half 

were asked to hand over their phones. The anxiety levels of the participants were measured during 

their stay away from their phones and it was seen that their anxiety increased over time. The study by 

Tavolacci et al. (2015) in France investigated the prevalence of nomophobia using 760 college 

students. According to the results of that study, it was determined that almost one-third of the students 

suffered from nomophobia. The study conducted in Turkey by Adnan & Gezgin (2016) investigated 

the prevalence of nomophobia using 433 college students and determined that the students had higher 

than average levels of nomophobia. 

According to Dixit et al. (2010), when an individual whose nomophobia level is above 

average is away from their phone or if their phone's battery dies, or if they are outside of coverage, 

their anxiety levels increase. As the level of anxiety rises, it becomes difficult for the individual to 

carry out their daily business. In this context, it is important to identify the relationship between 

nomophobia, which causes increased anxiety levels in university students, who extensively use 

smartphonesand m-learning readiness, addictionand cyberloafing.  

Smartphone Addiction 

Smartphone addiction is defined as when an individual feels disconnected and offline when 

they don't use a smartphoneand is anxious, irritableand angry when they have no smartphone (Duke & 

Montag, 2017). There is empirical evidence that most young people with smartphone addiction prefer 
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to communicate with others over their smartphones, because of their shyness and insecurity (Walsh, 

White ve Young, 2007 ). Kamibeggen and Sugiura (2005) found in their study that high school 

students use smartphones to make friends and check their e-mails. High school students who use 

smartphones sleep late and cannot wake up early. The students stated that they could not survive 

without a smart phone. 

In the study by Shahrestanaki et al. (2020) investigating the relationship between university 

students' smartphone addiction and their quality of life, it was reported that smartphone addiction was 

more common in women and in married studentsand that it negatively affected their quality of life in 

physical, mentaland social terms. 

Chen (2020) collected data from a large sample of 2,000 adolescents and young adults from 

three universities in Taiwanand explored the relative contribution of both psychological and social 

factors in predicting different usage levels of a social mobile application (LINE), which is very 

popular in Asia. In light of the findings obtained, he concludes that people who are lacking in self-

esteem and social skills, but who seek the approval of others and a sense of belonging, are more likely 

to develop an addition to this app. It is also stated that people who used LINE intensively without it 

becoming a problem are quite happy with their livesand that this is the result of them not caring about 

li ving their lives according to others' expectations and because they have high self-esteem (Chen, 

2020). 

The study by Lepp et al. (2013) on 496 university students found a negative relationship 

between the use of mobile phones and academic success, but a positive one with anxiety. Investigating 

the effects of smartphone addiction in the teaching process, Roberts et al. (2014) emphasized that they 

observed academic failure in individuals as well as students becoming disconnected from classroom 

activities and quitting studying. Related studies have also determined that smartphone addiction 

adversely affects academic achievement (Kibona & Mgaya, 2015; Olufadi, 2015).  

Studies showing a relationship between smartphone addiction and both nomophobia and 

cyberloafing were also found in the literature. On examining these studies, it was found that Yaĸar & 

Yurdag¿l (2013) reported a significant statistical relationship between cyberloafing and addiction in a 

study conducted with 215 higher-education students. Gºk­earslan et al. (2016) in their study, found a 

relationship between cyberloafing and smartphone addition. According to the results of their study, 

cyberloafing is a significant predictor of smartphone addiction. The study by Semerci (2019) 

determined that there is a relationship between nomophobia and smartphone addiction. According to 

the results of that study, nomophobia is the most important predictor of smartphone addiction. In this 

context, cyberloafing and nomophobia are thought to be important variables for smartphone addiction. 

A review of the literature found no study investigating the relationship between smartphone addiction 

and both nomophobia and cyberloafing.  

THE STUDY'S MODEL AN D HYPOTHESES 

Smartphone Cyberloafing-M-learning Readiness 

When the relationship between the m-learning readiness of students who do cyberloafing in 

class was examined by Tindell & Bohlander (2012), they determined that 95% of university students 

have their smartphones with themand that 92% of them do cyberloafing in class by texting. In the 

study by Jacobsen & Forste (2011), it was found that 96% of university students have a smartphone 

and that 62% of them use the phone for cyberloafing in class. In the study by Berry & Westfall (2015) 

it was determined that 37.6% of university students tend to check their mobile phones one or two 

times during their lessons. In the study by Gºz¿m et al. (2019), it was determined that there is a 

significant and positive relationship between m-learning readiness and cyberloafing. In the study by 

Varol & Yēldērēm (2017), it was determined that cyberloafing takes place in environments where m-

learning is carried out. Studies have been found advocating that cyberloafing has a positive effect on 

creativity, stress avoidanceand learning (Oravec, 2002; Polzer-Debruyne, 2008; Ugrin et al., 2008; 
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Lavoie & Pychyl, 2001). A review of the literature found a significant relationship between m-learning 

readiness and cyberloafing. Accordingly, the following hypothesis is proposed:   

H1: Smartphone cyberloafing in class (SPCSC) has a significant effect on m-learning 

readiness (MLRS).  

Smartphone Cyberloafing - Smartphone Addiction 

When the relationship between the smartphone addiction levels of students cyberloafing on 

their smartphones in class was examined, Kalaycē (2010), reported that students cyberloafing in class 

were using social media. Examining the relationship between smartphone addiction and social media 

use, (Roberts et al., 2014; Salehan & Negahban, 2013) reported a relationship between smartphone 

addiction and the emergence of cyberloafing (Rozgonjuk et al., 2018). There also exist studies 

examining the relationship between cyberloafing and Internet addiction (Demir & Seferoĵlu, 2016; 

Keser et al., 2016). According to the literature review, there is thought to be a significant relationship 

between cyberloafing and smartphone addiction. Furthermore, according to Gºk­earslan et al. (2016), 

cyberloafing causes smartphone addiction. Accordingly, the following hypothesis has been proposed, 

in view of the literature:   

H2: Smartphone cyberloafing in class (SPCC) has a significant effect on smartphone addiction 

(SA). 

M-learning Readiness - Smartphone Nomophobia 

When the relationship between m-learning readiness and nomophobia is examined, Spitzer 

(2015), who reviewed the results of 22 studies carried out in different countries, highlighted the risks 

that could arise if smartphones are used in educational environments. Some of these risks involve the 

possible development of anxiety and addition in students. In the study by Ak & Yēldērēm (2019) with 

the participation of 146 university students, a positive and significant relationship was found between 

nomophobia and attitudes toward m-learning. A study involving 104 university students was 

conducted by Davie & Hilber (2017). As a result of that study, they pointed out that the use of mobile 

technologies in m-learning environments can cause nomophobia. They also proposed an investigation 

into what the mobile devices used by students in m-learning environments might cause. Accordingly, 

it is thought that the detection of a significant relationship between m-learning readiness and 

nomophobia will contribute to the literatureand so the following hypothesis has been proposed:  

H3: M-learning Readiness (MLR) has a significant effect on nomophobia (NMP).  

Smartphone Nomophobia- Smartphone Cyberloafing 

When studies on the relationship between smartphone cyberloafing and nomophobia in class 

were examined, it was seen that those university students prone to nomophobia tend to check their 

phones during the day (Akēllē & Gezgin, 2016) and it was determined that students with high levels of 

nomophobia use their smartphones more (Erdem et al., 2017).  ķumuer et al. (2019) reported that 

among the factors leading to the use of mobile devices for extracurricular purposes, nomophobia was a 

significant predictor. Accordingly, the following hypothesis has been proposed in light of the 

relationship found in the literature between cyberloafing and nomophobia:  

H4 Nomophobia (NMP) has a significant effect on smartphone cyberloafing in class (SPCC).  

Smartphone Nomophobia- Smartphone Addiction 

When studies examining the relationship between nomophobia and addiction were examined, 

the study by Durak (2019) reported a significant relationship between nomophobia and smartphone 
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addiction in adolescents. The study by Semerci (2019), examined the relationship between smartphone 

addiction and nomophobia in secondary school students. As a result of the study, it was determined 

that there is a moderately significant relationship between nomophobia and smartphone addictionand 

that nomophobia is the strongest predictor of smartphone addiction. Accordingly, the following 

hypothesis has been proposed in light of the relationship between nomophobia and smartphone 

addiction reported in the literature:  

H5: Nomophobia (NMP) has a significant effect on smartphone addiction (SA).  

It has been determined in the literature that there are significant relationships between the 

variables of addiction, nomophobia, cyberloafingand m-learning readiness in connection with pre-

service preschool teachers' use of smartphones during bachelor degree education. In this context, a 

model proposal to determine the relationships between the variables of the study is presented 

(see Figure 1). The aim is to answer the research questions by testing the hypotheses identified in 

accordance with the model proposal.  

 

Fig1. The proposed structural model 

 

In this model, the relationships between the variables as shown by one-way arrows form the 

hypotheses for the study (see Figure 1).These hypotheses are as follows: 

H1: Smartphone cyberloafing in class (SPCC) has a significant effect on m-learning readiness 

(MLR).  

H2: Smartphone cyberloafing in class (SPCC) has a significant effect on smartphone addiction 

(SA).  

H3: M-learning Readiness (MLR) has a significant effect on nomophobia (NMP).  

H4: Nomophobia (NMP) has a significant effect on smartphone cyberloafing in class (SPCC).  

H5: Nomophobia (NMP) has a significant effect on smartphone addiction (SA).  
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METHOD  

Participants 

The research was carried out with 306 preschool pre-service teachers who were studying in 

the same departments at two state-run universities in the Eastern Anatolia Region of Turkey and 

selected using the purposeful sampling method. All of the participants stated they used smartphones in 

class. The distribution of the demographic characteristics of the participants is given in Table 1. 

Table 1. Demographic characteristics of the sample 

Variable Type n % 

Gender Female 232 75.8 

 Male 74 24.2 

Classroom 1 103 33.7 

 2 89 29.1 

 3 64 20.9 

 4 50 16.3 

Age 18 36 11.8 

 19 48 15.7 

 20 55 18.0 

 21 63 20.6 

 22 31 10.1 

 23 30 9.8 

 24+ 43 14.1 

Total  306 100.0 

 

According to the demographic characteristics in Table 1, 75.8% of the participants are female 

and 24.2% are male. Of the pre-service teachers participating in the study, 33.7% were in their first 

year, 29.1% in the second year, 20.9% in the third yearand 16.3% in the fourth year. More than half of 

the pre-service teachers (54.3%) were in the 19-21 age group. 

Procedure 

The data were collected from forms given by the researchers to the pre-service teachers in a 

classroom environment. The aim of the study was explained to the participants. Volunteers were asked 

to participate in the study. To protect privacy, the data shared by the participants were collected only 

by the researchers. The form given to the pre-service teachers took approximately 35 minutes to 

complete. Practice forms were given to six pre-service teachers to check the comprehensibility of the 

scale forms.  

Instruments 

In the study a data collection form consisting of two sections was used.At the start of the form, 

the question ñDo you use a smartphone in class?ò was asked. The participants who answered yes to 

this question were asked to answer the statements in the first and second sections. The first part of the 

form contained questions about demographic characteristics (age, gender, year of education). The 

second part included the m-learning readiness scale, smartphone cyberloafing in class scale, 

smartphone nomophobia scaleand the smartphone addiction scale. The forms used to gather research 

data had been adapted to Turkish for use with students undergoing education in Turkey. The data 

collection tools used in the study are described below, respectively.  

Mobile Learning Readiness Scale 

The Mobile Learning Readiness Scale developed by Lin et al. (2016) was adapted to Turkish 

culture by Gºk­earslan et al. (2017).  
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The original form developed by Lin et al. (2016) and known as MLR was applied to 319 

participants in Taiwan. Of the participants, 60% were university students. The scale was prepared in 

the form of a seven-point Likert scale.  The levels of agreement on the scale range from (1) ñStrongly 

Disagreeò to (7) ñDefinitely Agree.ò As a result of the construct validity studies of the scale, a scale 

form consisting of 19 items grouped under three headings ñself-efficacy,òñoptimism,òand ñSelf-

directed learningò was created. With its three-factor structure, the scale explained 68.40% of the total 

variance. The Cronbach alpha value for the entire scale was found to be 0.93.  

The form as adapted to Turkish by Gºk­earslan et al. (2017) was applied to 698 university 

students in Turkey. As a result of the construct validity studies for the scale, it consists of three sub-

scales and 17 items. When the sub-scale structure of the scale is analyzed, the first sub-scale 

(optimism) consists of seven items, the second sub-scale (self-efficacy) consists of six itemsand the 

third sub-scale (self-directed learning) consists of four items. As a result of the Confirmatory Factor 

Analysis (CFA) performed to test the construct validity of the scale, the fit indices were calculated as 

[ɢ2(698)=359.73; (sd=108, p.=0.0000); ɢ2/sd=3.33; RMSEA=0.058, GFI=0.94, AGFI=0.92, IFI=0.98, 

CFI=0.98and NFI=0.97]. It was determined that the total variance rate explained by the scale was 

76.9%. In the reliability study of the scale, the internal consistency coefficient Cronbach alpha value 

was found to be 0.95. 

Smartphone Cyberloafing Scale in Classes 

The SPCSC developed by Blau et al. (2006) was adapted to Turkish culture by Polat (2018) 

and called the ñCyberloafing Scale.ò  

The original SPCSC data collection tool developed by Blau et al. (2006) was applied to 267 

participants to determine employees' cyberloafing levels. As a result of the construct validity tests for 

the scale, 16 factors were identified in three sub-scales, namely, ñbrowsing-related cyberloafing,ò 

ñnon-work-related cyberloafing,òand ñinteractive cyberloafing.ò It was determined that the total 

variance rate explained by the scale was 51.3%. The Dynamic Factor Analysis (CFA) values of the 

three-factor structure were calculated as X
2
=311.47; df=82; CFI=0.94; AGFI=0.90; RMS=0.032; 

RMSEA=0.061.  

The Turkish adaptation scale developed by Polat (2018) was applied to 217 university 

students in Turkey. The participants in the study are studying Turkish, Social Studies, Preschool and 

Classroom teaching. In the Turkish version of the scale, in order to measure the level of cyberloafing 

in lessons, the expression ñFrom my smartphone in classéò was added to each item taken from the 

original scale. The scale was prepared in the form of a six-point Likert scale.  The agreement levels on 

the scale range from (1) ñNeverò to (6) ñAlways.ò As a result of the construct validity for the scale, it 

was determined that 16 items taken from the original form were grouped in a three-factor structure. 

However, it was determined that items from the original form were not in the same factor. The sub-

scales that emerged as a result of construct validity were named ñBrowsing-related Cyberloafing,ò 

ñInteractive Cyberloafing,ò and ñEntertainment Cyberloafing.ò As a result of the CFA performed to 

test the construct validity of the scale, the fit indices were calculated as [ɢ2(217) = 237.794; (sd=101, p 

<0.001); ɢ2/sd=2.35; GFI=0.86, RMSEA=0.085, RMR=0.132, SRMR=0.000, NNFI=0.86, CFI=0.88]. 

It was determined that the total variance rate explained by the scale was 56.6%. In the reliability study 

of the scale, the internal consistency coefficient Cronbach alpha value was found to be 0.88. 

Smartphone Nomophobia Scale 

The smartphone nomophobia questionnaire (NMP-Q) developed by Yēldērēm & Correia 

(2015) was adapted to Turkish culture by Yēldērēm et al. (2016).  

The original form of the data collection tool (NMP-Q) developed by Yēldērēm & Correia 

(2015) was applied to 300 university students. The questionnaire is a seven-point Likert scale. The 

levels of agreement on the scale range from (1) ñStrongly Disagreeò to (7) ñDefinitely Agree.ò As a 

result of the construct validity tests for the scale, a form was created comprising 20 items under four 
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sub-scales, namely, ñnot being able to access information,ò ñgiving up convenience,ò ñnot being able 

to communicate,ò and ñlosing connectedness.ò With its four-factor structure, the scale explained 

69.58% of the total variance. The Cronbach alpha value for the entire scale was found to be 0. 94. The 

original data collection form (NMP-Q) was converted into Turkish by Yēldērēm, et al. (2016). In the 

process of translating from English to Turkish, expert opinion was sought and small adjustments made 

accordingly. The form adapted to Turkish was applied to 306 university students studying in Turkey. 

As a result of the CFA performed to test the construct validity of the scale in Turkish culture, the fit 

indices were calculated as [ɢ2(164) = 469.90, ɢ
2
/sd=2.86, CFI=0.92, RMSEA=0.08]. In the reliability 

study of the scale, the internal consistency coefficient Cronbach alpha value was found to be 0.92. 

Smartphone addiction scale 

Developed by Kwon et al.  (2013), the Smartphone Addiction Scale (SAS) was adapted to 

Turkish culture by ķata et al. (2016). The SAS data collection tool was developed by Kwon et al. 

(2013) with the participation of 197 participants aged 18 to 53. The original form of the scale is a six-

point Likert scale.  The levels of agreement on the scale range from (1) ñStrongly Disagreeò to (6) 

ñDefinitely Agree.ò As a result of the construct validity studies for the scale, 33 items were identified 

grouped under three sub-scales named ñdaily life disturbance,ò ñpositive anticipation,òñfeeling of 

withdrawal,òñcyberspace-oriented relationship,ò and ñoveruse and tolerance.ò It was determined that 

the total variance rate explained by the scale was 61%. The Cronbach alpha value for the whole scale 

was found to be 0.96. 

The original (SAS) data collection tool was converted into Turkish by ķata et al. (2016) and 

applied to 456 high school students. Qualitative methods were used when converting the original form 

into Turkish. CFA was applied to determine the validity and reliability scores for the Turkish form 

obtained as a result of expert opinion. When the CFA results are examined, the results 

[ɢ2(217)=1,220.11; (sd=486, p <0.001); ɢ2/sd=2.51; RMSEA=0.058, GFI=0.84, AGFI=0.82, 

NNFI=0.96, CFI=0.96] show that it is suitable for Turkish culture. The Cronbach alpha value for the 

entire scale was found to be 0. 935.   

Instrument Validity and Reliability  

Validity and reliability analyses of the scales used in this study (MLRS, SPCSC, NMP-Qand 

SAS) were made using the data set consisting of pre-service preschool teachers. Table 2 CFA results 

revealed the fit index values and internal consistency coefficient.  

Table 2.  Data Collection Tools fit index and internal consistency values 

Fit indices MLRS SPCSC NMP-Q SAS 

(ɢ2/sd) 4.706 2.761 3.23 2.622 

RMSEA 0.075 0.076 0.086 0.073 

NFI 0.925 0.898 0.905 0.879 

CFI 0.950 0.925 0.906 0.934 

GFI 0.910 0.905 0.902 0.914 

AGFI 0.892 0.965 0.904 0.915 

IFI 0.943 0.927 0.907 0.936 

 

When the CFA fit values for the data collection tools are analyzed according to Table 2; 

MLRS fit index values: [ɢ2=508.270; (df=108, p <0.001); ɢ2/sd=4.706; RMSEA=0.075, NFI=0.925, 

CFI=0.905 GFI=0.910, AGFI=0.892, IFI=0.940] When analyzed, it was determined that the ɢ2/sd, 

RMSEA, NFI, CFI, GFIand IFI are in the good fit value range. According to Schermelleh-Engel et al. 

(2003), the AGFI value shows an acceptable fit.  

The SPCSC fit index values: [ɢ2=262.317; (df=95, p <0.001); ɢ2/sd=2.761; RMSEA=0.076, 

NFI=0.898, CFI=0.925 GFI=0.905, AGFI=0.965, IFI=0.927] When analyzed, the ɢ2/sd, RMSEA, 

CFI, GFI, AGFIand IFI values are a good fit. The NFI value is accepted as being at the lower limits of 

good fit at 0.900. 
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The NMP-Q fit index values: [ɢ2=514.434; (df=159, p <0.001); ɢ2/df=3.235; RMSEA=0.086, 

NFI=0.905, CFI=0.906, GFI=0.902, AGFI=0.904, IFI=0.907] When analyzed, the ɢ2/sd, RMSEA, 

CFI, GFI, AGFIand IFI values are a good fit. The RMSEA value does not fit well. 

The SAS fit index values: [ɢ2=1258.553; (df=480, p <0.001); ɢ2/sd=2.622; RMSEA=0.073, 

NFI=0.879, CFI=0.934, GFI=0.914, AGFI=0.915, IFI=0.936] When analyzed, the ɢ2/sd, RMSEA, 

CFI, GFI, AGFIand IFI values are a good fit. The NFI value does not fit well. 

The criteria accepted for fit values in the literature are given in section assumptions of model 

suitability. Accordingly, when the fit index values accepted as criteria in section assumptions of model 

suitability of the article are compared with the model's overall fit values without modification 

suggestions being made, the model fit index values are considered to be acceptable values. 

Cronabach Alpha (Ŭ) values were analyzed for the internal consistency coefficient of the data 

collection toolsand determined to be: Internal consistency coefficient of MLRS (Ŭ=0.940), the internal 

consistency coefficient of the SPCSC (Ŭ=0.886), SAS internal consistency coefficient (Ŭ=0.934), the 

internal consistency coefficient of NMP-Q (Ŭ=0.923). Accordingly, the data collection tools used in 

the research (MLRS, SPCSC, NMP-Qand SAS) are valid and reliable.  

Data analysis  

Investigating assumptions 

Before analyzing the dataset, the missing data, sample volume, univariate and multivariate 

normality, extreme valuesand multiple linearity values were examined (Tabachnick & Fidell, 2013). It 

was determined that there were no missing data in the dataset. According to Kline (2016), the 

observation parameter for the sample volume should be at least (10:1). The sample volume of the 

research meets this rate. In the analysis of univariate normal values, the kurtosis and skewness 

coefficients were found to be within normal values. Using scatter diagrams for the variables, it was 

determined that linearity was met. It was determined that the multicollinearity and singularity checks 

for the correlation matrix were significant. Variance Inflation Factor (VIF) and Tolerance (T) and 

Conditional Index (CI) values were checked to analyze the multiple linearity problem (Tabachnick and 

Fidell, 2013). It was determined that the VIF value was less than 10 (Myers, 1990), the T value was 

different from 0 (Menard, 1995)and the CI value was less than 30 (Paul, 2007). Accordingly, it was 

determined that there was no multiple linearity problem.  

Assumptions of model suitability 

CFA was applied to the dataset of the validity studies for the data collection tools used in this 

study. The fit indexes determined to evaluate the results of CFA and path analysis in the study are as 

follows: The ratio of chi square value to degree of freedom (…2ùίὨ.), Root Mean Square Error of 

Approximation (RMSEA), Normed Fit Index (NFI), Comparative Fit Index (CFI), Goodness of Fit 

Index (GFI), Adjustment Goodness of Fit Index (AGFI)and Incremental Fit Index (IFI). According to 

the literature, the good and acceptable fit value ranges of the determined fit indices are given in Table 

3.  

Table 3. Fit indices of recommended guidelines 

Fit indices Good Acceptable References 

(ɢ2/sd) Ò 3 Ò 5 (Anderson & Gerbing, 1984; Kline, 2016) 

RMSEA Ò 0.05 0.06 to 0.08 (Jºreskog & Sºrbom, 1993; Hu & Bentler,1998) 

NFI Ó 0.95 0.95 to 0.90 (Hu & Bentler, 1998; Tabachnick & Fidell, 2013) 

CFI Ó 0.95 Ó 0.90 (Tabachnick & Fidell, 2013) 

GFI Ó 0.95 Ó 0.90 (Shevlin & Miles, 1998; Hooper et al., 2008) 

AGFI Ó 0.95 Ó 0.90 (Hooper et al., 2008) 

IFI Ó 0.95 Ó 0.90 (Marsh & Hau, 1996) 
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Analysis Method 

Structural Equation Modeling (SEM) analysis is a multivariate regression model that reveals 

causal relationships between observed variables (Kline, 2016). SEM is the examination of covariance 

among observed variables to make inferences about latent variables (Schreiber et al., 2006). SEM 

analysis offers an opportunity to examine the cause and effect relationship of the variables in mixed 

hypotheses relating to proposed models. The data obtained from the model research were analyzed 

using path analysis. The results obtained from the analysis were evaluated according to the model fit 

assumptions and various good fit indices. The AMOS 23 program was used for CFA and path 

analysis; the SPSS 21 program was used for dataset entry, item statisticsand test statistics. 

RESULTS 

In the findings, the relationships between the research variables are given first, then the results 

of the fit of the measurement modeland finally the path analysis values for the model. The relationship 

between the variables forming the model of the research and descriptive statistics are given in Table 4.  

Table 4.Correlations among constructs, means, standard deviations, skewness, kurtosis 

Constructs 1 2 3 4 M SD Skewness Kurtosis 

1. MLR 1    78.04 21.88 -0.28 -0.41 

2. SPCSC 0.24**  1   40.15 14.76 0.31 -0.38 

3. NMPQ 0.37**  0.37**  1  68.56 25.22 0.39 -0.39 

4. SAS 0.19**  0.44**  0.66**  1 78.82 29.87 0.81 0.41 

**. Correlation is significant at the 0.01 level (2-tailed), (N = 306) 

 

Table 4 shows a significant relationship in the relationships between m-learning readiness, 

smartphone cyberloafing, smartphone nomophobiaand smartphone addiction (p <0.01). In addition, it 

was determined that the kurtosis and skewness values, which are indicators for the normal distribution 

of variables, lie between -1 and +1. In light of the results of this analysis, other analyses were begun.  

Model fit indexes for testing the structural equation model proposed in the research are shown 

in Table 5. 

Table 5. Model fit indices 

Fit indices (ɢ2/sd) RMSEA NFI CFI GFI AGFI IFI 

Values 4.027 0.069 0.987 0.990 0.993 0.935 0.990 

 

The assumption of the suitability of the model fit values is given in section assumptions of 

model suitability of the article. Accordingly, when the model fit values of the research are analyzed 

according to Table 5, since (ɢ2=4.027; df=1; p=0.045) ɢ2/sd=4.027 is less than 5, this indicates an 

acceptable fit. The RMSEA value (RMSEA=0.069) shows an acceptable fit.  The NFI value 

(NFI=0.987) shows a good fit. The CFI value (CFI=0.990) shows a good fit. The GFI value 

(GFI=0.972) shows a good fit. The AGFI value (AGFI=0.935) shows an acceptable fit. The IFI value 

(IFI=0.935) shows a good fit. When Table 5 is examined, it is understood that the fit index values of 

the model are good fit values. Accordingly, the model fit values support the acceptability of the model. 

The AMOS output showing the parameters in the model is shown in Figure 2. 
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Fig 2. Path analysis results of the model's standardized estimates values 

 

Path analysis was applied to test the hypotheses established between smartphone addiction, 

nomophobia, cyberloafingand m-learning readiness, which are the variables of the study. Path analysis 

results are given in Table 6.  

Table 6. Path Analysis Results 

 

Standardized 

Estimate 

(ɓ) 

Unstandardized 

Estimate 

(ɓ) 

S.E t p 
Hypothesis 

Result 

SPCC Ą MLR 0.132 0.167 0.079 2.117 .034 H1 Supported 

SPCC Ą SA 0.227 0.460 0.090 5.107 .000 H2 Supported 

MLR Ą NMP 0.335 0.387 0.065 5.974 .000 H3 Supported 

NMP Ą SPCC 0.339 0.232 0.038 6.058 .000 H4 Supported 

NMP Ą SA 0.575 0.795 0.062 12.917 .000 H5 Supported 

 

According to Table 6, the SPCC variable (ɓ=0.132; t=2.117; p <0.05) directly and positively 

affects the MLR variable. Accordingly, H1 is supported. The SPCC variable (ɓ=0.227; t=5.107; p 

<0.05) directly and positively affects the SA variable. Accordingly, the H2 hypothesis is supported. 

The MLR variable (ɓ=0.333; t=5.974; p <0.01) directly and positively affects the NMP variable. 

Accordingly, the H3 hypothesis is supported The NMP variable (ɓ=0.339; t=6.058; p <0.01) directly 

and positively affects the SPCC variable. Accordingly, the H4 hypothesis is supported. The NMP 

variable (ɓ=0.575; t=12.917; p <0.01) directly and positively affects the NMP variable. Accordingly, 

the H5 hypothesis is supported. 

The variables in the model (see figure 2) explain (R
2
 =0.48) 48% of the variance in 

smartphone addiction explains; (R
2
 =0.14) 14% of the variance in nomophobia; (R

2
 =0.14) 14% of the 

variance in smartphone cyberloafing in class; and (R
2
 =0.05) 5% of the variance in m-learning 

readiness.  

DISCUSSION 

The aim of this study is to determine the relationships between the variables of preschool 

teachers' m-learning readiness, smartphone cyberloafing, smartphone nomophobiaand smartphone 

addiction. Taking the relevant literature as a guideline, a model was created and five hypotheses were 

tested. 

The amount of smartphone use and the availability of Wi-Fi access occupy important places in 

students' choice of location today (Bicen & Arnavut, 2015). So, university classrooms offer the highest 

level of Wi-Fi access. At this point, just as Wi-Fi access in class can be used by pre-service preschool 

teachers to increase m-learning readiness, it can also be used for cyberloafing. However, this study's 
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topic of discussion is smartphone addiction and nomophobia, which are caused by m-learning 

readiness or cyberloafing.  

According to the results of the study, (H1) says an increase in smartphone cyberloafing in class 

leads to an increase in m-learning readiness. It is stated in the literature that cyberloafing has positive 

effects on personal development opportunities, productivity, stress avoidanceand learning 

(Anandarajan et al., 2004; Oravec, 2002; Polzer-Debruyne, 2008; Runing Sawitri, 2012; Ugrin et al., 

2008; Lavoie & Pychyl, 2001; Yaĸar & Yurdug¿l, 2013). This being the case, the fact that 

cyberloafing increases m-learning readiness is an extremely important matter. Some studies in the 

literature (Askew, 2012; Baĵrēa­ēk Yēlmaz, 2016; Karaoĵlan Yēlmaz et al., 2015; Samaha & Havi, 

2016) argue that the use of smartphones and cyberloafing may negatively affect the quality of 

education and prevent learning. In addition, it was found in the literature that cyberloafing leads to 

Internet addiction (Demir & Seferoĵlu, 2016; Keser et al., 2016)and smartphone addiction 

(Gºk­earslan et al., 2016). According to the results of the study, an increase in smartphone 

cyberloafing in class (H2) causes an increase in smartphone addiction. This being so, the study reached 

both the conclusions seen in the literature. However, when the effect of cyberloafing on m-learning 

readiness (ɓ=0.13) is compared with its effect on smartphone addiction (ɓ=0.23), it is seen that the 

effect on smartphone addiction is greater. As a result of this study, it is thought that smartphone 

addiction may lead to serious consequences in terms of personal health that are just as important as the 

effect that smartphone cyberloafing in class has on the quality of education.  

So, problematic situations relating to smartphone addiction were examined. Smartphone 

addiction has been associated with anxiety disorder (Chen et al., 2016; Bianchi & Phillips, 2005), 

impulsive behavior (Billieux et al., 2008; Billieux et al., 2007), loneliness (Bian & Leung, 2014), lack 

of self-control (Jeong et al., 2016), chronotype (Demirhan et al., 2016) and low self-esteem (Bianchi & 

Phillips, 2005; Hong, Chiuand Huang, 2012). In this context, it has been determined that cyberloafing, 

which causes smartphone addiction, is an important variable that needs to be taken under control.  

M-learning readiness as a result of cyberloafing was considered to be positive feature when 

this discussion was first undertaken. However, there are studies that highlight the negative aspects of 

m-learning. Spitzer (2015) argued that using a smartphone in m-learning environments entails risks. 

One of the risks that emerge when m-learning environments are not planned properly is smartphone 

nomophobia. According to the results of the research, (H3) says that m-learning readiness directly and 

positively affects smartphone nomophobia. The results of this study support the conclusion by Davie 

& Hilber (2017) that m-learning may cause nomophobia. In addition, the level of relationship between 

the variables of m-learning readiness and nomophobia approximate the correlation values reported by 

Ak & Yēldērēm (2016) in their study. Therefore, it becomes clear how important education 

environment planning is for the use of smartphones in m-learning environments. Indeed, in poorly 

planned m-learning environments, increases in nomophobia caused by increases in m-learning 

readiness can lead to the onset of serious health problems (Rodriguez-Garcia et al., 2020). According 

to Peters (2009), educators stated that they are aware of the risks that accompany the use of 

smartphones in the m-learning environment. Nomophobia has been associated with the frequency with 

which individuals check their smartphones (Akēllē & Gezgin, 2016), duration of smartphone usage 

(Erdem et al., 2017) and the Internet usage, lonelinessand forms of attachment associated with social 

networking (Nawaz et al.2017; King et al.2010; Durak, 2018). These related situations may provide 

important indicators for educators in an m-learning environment. Therefore, educators need to plan 

seriously how to use smartphones in m-learning environments. 

According to the results of the study, (H4-H5) say that nomophobia directly and positively 

affects smartphone cyberloafing in class and smartphone addiction. The fact that nomophobia is a 

significant predictor of smartphone cyberloafing in class matches the conclusions of the study by 

ķumuer, Gezgin & Yēldērēm (2019). That nomophobia causes smartphone addiction is similar to the 

conclusions of (Olivencia-Carri·n et al. 2018; Semerci, 2019). Therefore, the research results found in 

the literature are in line with the results of this study. However, when the H2 and H5 hypotheses are 

examined, it can be seen that both nomophobia and cyberloafing cause smartphone addiction, but 

nomophobia (ɓ=0.58) has a greater effect on smartphone addiction than it does on cyberloafing 

about:blank#ref-CR28
about:blank#ref-CR18
about:blank#ref-CR35
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(ɓ=0.23). In addition, studies showing that smartphone addiction stems from underlying psychological 

effects must also be taken into consideration. It is also argued that smartphone addiction is related to 

such psychological problems as social phobia (King et al., 2013) and depression (Chen et al., 2016; 

Yen et al., 2009).  

In light of the results of the study, when nomophobia is examined among the variables of 

cyberloafing and addiction, it is seen that nomophobia has an effect on both cyberloafing (H4) and 

addiction (H5).  Indeed, this study's conclusion is extremely important because when the effects of 

nomophobia, smartphone addictionand cyberloafing are examined by age distribution, it appears 

prevalent in young people and adolescents with a high potential for productivity (Aggarwal, 2013; 

Gezgin & ¢akēr, 2016; Netburn, 2012; Lee t al., 2015). Therefore, it is clear that nomophobia is the 

variable that causes both cyberloafing and smartphone addiction. Based on this, the variable of 

nomophobia needs to be kept in check to prevent increase in addiction and cyberloafing in both m-

learning environments and the most productive years of an individual's life. Olivencia-Carri·n et al. 

(2018) argue that collaboration between people is an important variable for lowering the level of 

nomophobia.  

CONCLUSION AND RECOMMENDATIONS  

The conclusion reached by this study is that smartphones, which are used as an m-learning 

tool in learning environments or as a tool for cyberloafing, cause nomophobia and smartphone 

addiction. In the literature, it was determined that mental and physical health problems arise as a result 

of the impulsive use of smart phones by individuals (Aggarwal, 2013; Bian & Leung, 2014; De-Sola 

Guti®rrez et al., 2016; Haug et al., 2015; Sansone & Sansone, 2013; Spitzer, 2015). In this regard, 

preventative services to combat nomophobia and smartphone addiction resulting from the impulsive 

use of smartphones could be provided. Accordingly, software could be developed to regulate the 

online networks that might lead to cyberloafing as a result of going online using smartphones in higher 

education classrooms. Rules and planning for smartphone use in m-learning environments could be 

developed. Accordingly, projects aimed at the sensible use of smartphones in m-learning environments 

could be prepared. Seminars and training courses explaining the situations that cause nomophobia and 

smartphone addiction could be given.  

LIMITATIONS  

This study was conducted with participants consisting of pre-service preschool teachers in 

only two state-run universities. Considering these limitations, it is recommended that new studies be 

made with participants from different departments in different state-run universities. In addition, 

qualitative research could be done to determine in detail the relationship between the variables of the 

proposed model. In future studies, the model could be restructured according to the personal variables 

supported by the literature regarding the variables in the model.   
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