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Abstract 

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

Sighted” 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; ‘consciousness’, ‘professional development’, ‘teaching materials’ and ‘motivation’. 

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, Teachers’ 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, “integration” 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 

“personal tragedy” 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 “exclusion”, 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 students’ 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 “Overcoming Exclusion 

through Inclusive Approaches in Education”, (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 child’s 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, Çakıroğlu & 

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, Çakıroğlu & 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 “support services” 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 (Çakıroğlu & Çakıroğlu, 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 



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

© 2020 INASED 

4 

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 

(Şenel, 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 “A Guide Book for School Principals- Teachers-Parents” (MEB, 2011) it is stated that 

special education differs from the schools for non‐disabled 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 “Visually Impaired 

Mentally Sighted” 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 “primarily an inductive process of organizing 

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

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

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

“how” and “why” 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 context” (p.545). For 

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

contextualized data that can lead to “a full and thorough knowledge of the particular” (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 

“participating mobility within the project” and “teaching visually impaired students”. 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 ‘peer-review’ 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;  



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

© 2020 INASED 

 

7 

- 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 

teachers’ 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; Yıldırım and Şimşek, 2005). The analysis of the data was 

carried out according to coding cycles proposed by Saldaña (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 

participants’ 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 ‘peer-review’ 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; ‘consciousness’, ‘professional 

development’, ‘teaching materials’ and ‘motivation’. These themes reflect the differences as well as 

the similarities of the codes and categories (Saldaña, 2009).  

FINDINGS  

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

“awareness”, “professional development”, “teaching material” and “motivation”.  Under the theme of 

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

“cognitive awareness”, the sub-categories of “instructional awareness” sub-category was developed, 

and under the sub-theme of “affective awareness”, the “empathy development”, “disabled person 

awareness” and “communication with disabled person” were developed. Under the theme of 

“professional development”, two different sub-themes were created: “professional development 

opportunity” and “awareness of professional development need”. Under the theme of “teaching 

material”, the sub-themes of “opportunity to use teaching material” and “opportunity to develop 

teaching material” were developed. Under the theme of “motivation”, the sub-themes of “learning 

motivation” and “teaching motivation” 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 Önder 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 “I 

have realized more clearly what way they used to learn things they could and couldn't do.” 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: “I think we have become more conscious 

about the lesson for the child in terms of learning and how to measure it.” 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, “The possibility of doing sports is almost impossible for disabled 

people. But the students were doing sports at the school we had visited.” 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 Özge expresses her awareness of life skills teaching and development as 

follows: “We'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?”  

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 Özge expressed her thoughts on empathy 

development as follows “I have recognized how precious empathy is in every respect.” Regarding to 

this issue school principal Önder states “I can say that I realized how valuable empathy is in every 

respect”. Onder also made the following statements: “So 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.” Teachers and students used similar 

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

statements: “I 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.” Visual arts 

teacher Banu expressed her views as follows: “An 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.” The last topic for affective awareness is communication with disabled 

individuals. Music teacher Özge used the following words: “I 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: “Our relations with our 

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

good dialogue with them. Gözde, an English teacher, said, “I 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.” 

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 Özge 

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

just say this. Everything I said was a gain for me. I've never thought about it before. I've never been in 



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

© 2020 INASED 

10 

such an environment. I didn't need it, but everything I've just stated is a gain for me, so I'm glad.” 

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

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.” Önder, the school principal, expressed his views on the 

need for professional development as follows:  

“Of 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 ...” 

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

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

dimensional printer. I attended seminars about 3D printer with my colleague, Erdoğan. 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.” Canan, an English teacher, said: “Extra 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 

quickly”.  

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: “Within 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.” Gözde, on the other hand, expressed her experiences regarding the use of 

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

done with technology. I discovered that!.” 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: “I 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?” Music teacher 

Özge said the following about using instructional material: “Thanks 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.” Similar expressions were used by students, such as 

Mahmut.: “I 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.”  The other student, Eren, expressed his thoughts on this subject with the following words: “I 

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.” The participants also stated that they had 

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

expressed her thoughts on the subject as follows: “Yes, 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.” 

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: “Yes. thanks to the project I started to learn musical 

notes in Braille.” 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 

learners’ 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 

(Baykaldı, 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 didn’t know what 

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

the participants’ poor evaluation of their teachers’ 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 else’s 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 2010–

2019, in journals indexed within the scope of the TÜBİTAK ULAKBİM 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. Başol, Doğuyurt 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 (Başol 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 (Başol 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 (Côté & 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 (Başol et al., 
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2016; Rosenthal, 1991; Rosenthal & DiMatteo, 2001), increasing the internal reliability and external 

validity of the study (Başol 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 ‘family r’ and ‘family d’ (Rosenthal, 1995; Rosenthal & DiMatteo, 2001; Williams, 

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

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

uses the conversion of the correlation coefficients from Pearson’s r to Fisher’s z (Borenstein et al., 

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

(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 q–q graph and p-uniform's 

publication bias test (Başol 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). Başol 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
, 𝜏2and 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 𝜏2 is defined as the variance of the actual effect sizes.  

The R
2
 statistics are calculated together with 𝜏2  and the typical variance within the group 

(study) σ
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 2010–2019 

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 (Yıldırım & Şimşek, 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 TÜBİTAK ULAKBİM TR Index (ULAKBİM) 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 ULAKBİM with the keywords ‘Meta-Analysis’ and ‘Meta-Analiz’. 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 ‘educational sciences’ database in the ULAKBİM 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. 



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

© 2020 INASED 

20 

 

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 (Eğitim 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 Üniversitesi Eğitim Fakültesi Dergisi) 3 

Journal of Abant İzzet Baysal University Education Faculty (Abant İzzet Baysal Üniversitesi Eğitim 

Fakültesi Dergisi) 

2 

Eurasian Journal of Educational Research 1 

Pegem Education and Training Journal (Pegem Eğitim ve Öğretim Dergisi) 1 

Adıyaman University Journal of Educational Sciences (Adıyaman Üniversitesi Eğitim Bilimleri Dergisi) 1 

Journal of İnönü University Education Faculty (İnönü Üniversitesi Eğitim Fakültesi Dergisi) 1 

Kastamonu Education Journal (Kastamonu Eğitim Dergisi) 1 

Journal of Erzincan University Education Faculty (Erzincan Üniversitesi Eğitim Fakültesi Dergisi) 1 

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

Bilimleri Dergisi) 

1 

Journal of Trakya University Education Faculty (Trakya Üniversitesi Eğitim Fakültesi Dergisi) 1 

Journal of Çukurova University Education Faculty (Çukurova Üniversitesi Eğitim Fakültesi Dergisi) 1 

Journal of Mersin University Education Faculty (Mersin Üniversitesi Eğitim Fakültesi Dergisi) 1 

Gazi University Journal of Gazi Education (Gazi Üniversitesi Gazi Eğitim Dergisi) 1 

Educational Management in Theory and Practice (Kuram ve Uygulamada Eğitim Yönetimi) 1 
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Regarding Table 1, five of the works were published in Education and Science (Eğitim 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 Üniversitesi Eğitim Fakültesi Dergisi) and two in the Journal of Abant İzzet Baysal 

University Education Faculty (Abant İzzet Baysal Üniversitesi Eğitim Fakültesi 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 (Başol 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 Başol 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 ULAKBİM 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 ‘Meta-Analysis’ and ‘Meta-Analiz’, 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 2010–2019. 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 Miles–Huberman 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%); 

Egger’s test in 5 (~ 19%), Begg and Mazumdar’s rank correlation test in 3 (~ 12%) and Duval and 

Tweedie’s 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. 



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

© 2020 INASED 

 

25 

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 

Hedge’s 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 

‘good’ or ‘bad’ 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 

‘good’ or ‘bad’ 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, 

Marín-Martínez & 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, Egger’s test or Begg’s 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   

………………… 

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 students’ 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 students’ 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 students’ 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 students’ 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 students’ 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 students’ 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 students’ 

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, students’ 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 students’ 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 Brame’s (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 students’ 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: “flipped classroom” OR “flipped learning” OR “inverted 

classroom”. 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 “articles” and “language” 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 Cohen’s 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 students’ 

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 students’ 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 students’ 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 students’ motivation is stimulated, 

sustained, or enhanced by the teacher through motivational strategies, flipped classroom may lead to a 

great achievement on students’ parts (Suo & Hou, 2017). Several prior studies show that students’ 

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 students’ 

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 students’ 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 students’ 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 students’ 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 

students’ learning process. In flipped classroom, the teacher is expected to boost students’ 

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 students’ 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 students’ 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 



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

© 2020 INASED 

40 

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 

students’ 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 students’ 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 students’ 

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 students’ 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 students’ 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 students’ 

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 students’ 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 

students’ 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 students’ 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 students’ 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-five 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 “Socratic Lecture 

Notes” 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 students’ 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 Bloom’s 

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 students’ 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 Bloom’s 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 

Bloom’s 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 Bloom’s Taxonomy are feasible to promote students’ 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 students’ 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 students’ competencies 

about the course content (Priyaadharshini & Vinayaga Sundaram, 2018). In a recent study assessing 

the effect of flipped courses on Russian and Japanese students’ 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 Springen’s (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 week’s 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 students’ progress. The 

use of entry ticket is one of the most preferred assessment instruments for measuring students’ 

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 students’ 

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, Bloom’s 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 50–73% of the questions in level 3 (Apply) and only 17–24% are in level 1 

(Remember) so as to check students’ 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 Bloom’s 

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, Bloom’s 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 



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

© 2020 INASED 

 

47 

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 students’ 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 

students’ 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 unit’s 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 students’ 

expectations and needs should be identified by the teacher prior to the process of designing a flipped 

course (Foertsch et al., 2002; Groves & O’Donoghue, 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 students’ understanding based on formative assessment instruments. Since the objective of 

educational technology is to affect and effect learning of students in today’s 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 students’ 

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. 

REFERENCES 

Akkaraju, S. (2016). The role of flipped learning in managing the cognitive load of a threshold 

concept in physiology. Journal of Effective Teaching, 16(3), 28-43. 

Awidi, I. T., & Paynter, M. (2019). The impact of a flipped classroom approach on student learning 

experience. Computers & Education, 128, 269-283. 

Banas, J. R., & Velez-Solic, A. (2013). Designing effective online instructor training and professional 

development. In Virtual mentoring for teachers: Online professional development practices, 

(pp. 1-25). IGI Global. 

Bane, J. (2014). Flipped by design: Flipping the classroom through instructional design. The Ohio 

State University. 

Barkley, A. (2015). Flipping the college classroom for enhanced student learning 1. NACTA 

Journal, 59(3), 240. 

Beck, D., & Ferdig, R. E. (2008). Evolving roles of online and face-to-face instructors in a lecture/ lab 

hybrid course. The Turkish Online Journal of Educational Technology, 7(1), 5–17.  

Berry, T., Cook, L., Hill, N., & Stevens, K. (2011). An exploratory analysis of textbook usage and 

study habits: Misperceptions and barriers to success. College Teaching, 59(1), 31-39. 

Biggs, J. & Tang, C. (2007). Teaching for quality learning at university. 3
rd. 

Edition. Maidenhead: 

SRHE and Open University Press. 

Bishop, J. L., & Verleger, M. A. (2013). The flipped classroom: A survey of the research. In ASEE 

national conference proceedings, Atlanta, GA (Vol. 30, No. 9, pp. 1-18). 

Bloom, B. (1968). Learning for mastery. Evaluation Comment, 1(2), 1–12.  



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

© 2020 INASED 

 

49 

Brame, C. J. (2016). Flipping the classroom. Vanderbilt University Centre for Teaching. Retrieved 

February 15, 2020, from http://cft.vanderbilt.edu/teaching- guides/teaching-

activities/flipping-the- classroom/. 

Brewer, E., DeJonge, J., & Stout, V. (2001). Moving to online: Making the transition from traditional 

instruction and communication strategies. Thousand Oaks, CA: Corwin Press, Inc.  

Burchfield, C. M., & Sappington, J. (2000). Compliance with required reading assignments. Teaching 

of Psychology. 

Butt, A. (2014). Student views on the use of a flipped classroom approach: evidence from Australia. 

Business Education & Accreditation, 6(1), 33–43. 

Caine, R. N., & Caine, G. (2006). The way we learn. Educational Leadership, 64(1), 50-54. 

Caladine, R. (2008). The learning activities model. In Enhancing E-Learning with Media-Rich Content 

and Interactions (pp. 75-100). IGI Global. 

Carr-Chellman, A. A. (2015). Instructional design for teachers: Improving classroom practice. 

Routledge. 

Carvalho, H., & McCandless, M. (2014). Implementing the flipped classroom. Revista Hospital 

Universitário Pedro Ernesto, 13(4). 

Casselman, P. (2019). The experience of students and faculty when elements of Bloom’s mastery 

learning are used in an online statistics course. The Wiley Handbook of Action Research in 

Education (pp. 463-480). 

Cazden, C. B. (1983). Adult assistance to language development: Scaffolds, models, and direct 

instruction. In R. P. Parker & F. A Davis (Eds.), Developing literacy: Young children’s use 

of language (pp. 3–17). Newark, DE: International Reading Association. 

Cercone, K. (2006). Brain-based learning. In Enhancing learning through technology (pp. 292-322). 

IGI Global. 

Chase, W. G., & Simon, H. A. (1973). Perception in chess. Cognitive Psychology, 4(1), 55–81. 

doi:10.1016/0010-0285(73)90004-2. 

Chen, Y. L., Wang, Y. P., Kinshuk, & Chen, N. S. (2014). Is FLIP enough? Or should we use the 

FLIPPED model instead? Computers & Education, 79, 16–27. 

https://doi.org/10.1016/j.compedu.2014.07.004 

Coy, S., TeDuits, D., & Crawford, J. (2017). Using scaffolding to improve learning outcomes in a 

flipped supply chain management decision modelling course. Journal of Supply Chain and 

Operations Management, 15(3), 191. 

Crews, T., & Butterfield, J. (2014). Data for flipped classroom design: Using student feedback to 

identify the best components from online and face-to-face classes. Higher Education 

Studies, 4(3), 38-47. 

Cupak Jr, J. J. (2018). Flipped classroom in teaching computer science. Journal of Computing 

Sciences in Colleges, 33(6), 176-178. 

Demetry, C. (2010). Work in progress—an innovation merging “classroom flip” and team-based 

learning. 40th ASEE/IEEE Frontiers in Education Conference, Washington, DC. 



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

© 2020 INASED 

50 

DeRuisseau, L. R. (2016). The flipped classroom allows for more class time devoted to critical 

thinking. Advances in physiology education, 40(4), 522-528. 

Dewy, J. (1938). Experience education. New York: Simon & Schuster. 

Elen, J. (2016). Reflections on the future of instructional design research. In Competencies in 

Teaching, Learning and Educational Leadership in the Digital Age (pp. 1-14). Springer. 

Elmaadaway, M. A. N. (2018). The effects of a flipped classroom approach on class engagement and 

skill performance in a Blackboard course. British Journal of Educational Technology, 49(3), 

479-491. 

Engin, M. (2014). Extending the flipped classroom model: Developing second language writing skills 

through student-created digital videos. Journal of the Scholarship of Teaching and Learning, 

12-26. 

Evmenova, A. S., Behrmann, M. M., Mastropieri, M. A., Baker, P. H., & Graff, H. J. (2011). Effects 

of video adaptations on comprehension of students with intellectual and developmental 

disabilities. Journal of Special Education Technology, 26(2), 39-54. 

Flipped Leaning Network. (2014, March 12). Definition of flipped learning. Retrieved April 2, 2020, 

from www.flippedlearning.org/definition 

Foertsch, J., Moses, G., Strikwerda, J., & Litzkow, M. (2002). Reversing the lecture/homework 

paradigm using eTEACH web-based streaming video software. Journal of Engineering 

Education, 6(9), 267–274. doi:10.1002/j.2168-9830.2002. tb00703.x  

Gagné, R. M., Briggs, L. J., & Wager, W. W. (1992). Principles of instructional design (4th ed.). Fort 

Worth, TX: Harcourt Brace Jovanovich College Publishers. 

Gardner, J. G. (2012). The inverted agricultural economics classroom: A new way to teach? A new 

way to learn?  Agricultural & Applied Economics Association’s 2012 AAEA Annual Meeting. 

Seattle, Washington. 

Gaughan, J. E. (2014). The flipped classroom in world history. The History Teacher, 47(2), 221-244. 

Geier, R., Blumenfeld, P., Marx, R., Krajcik, J., Fishman, B., & Soloway, E. (2008). Standardized test 

outcomes of urban students participating in standards and project-based science curricula. 

Journal of Research in Science Teaching, 45(8), 922–939.  

Grasha, A. F., & Yangarber-Hicks, N. (2000). Integrating teaching styles and learning styles with 

instructional technology. College teaching, 48(1), 2-10. 

Gros, B. Elen J. Kerres. M. Merrienboer. J.& Spector, M. (1997). Instructional and the authoring of 

multimedia and hypermedia systems: Does a marriage make sense? Educational Technology 

37(1),48-56. 

Groves, M., & O’Donoghue, J. (2009). Reflections of students in their use of asynchronous online 

seminars. Journal of Educational Technology & Society, 12(3), 143–149.  

Guskey, T. R. (2005). Formative classroom assessment and Benjamin S. Bloom: Theory, research, 

and implications. Annual Meeting of the American Educational Research Association. 

Montreal, Canada.  

Guskey, T. R. (2007). Closing achievement gaps: revisiting Benjamin S. Bloom’s “Learning for 

Mastery”. Journal of advanced academics, 19(1), 8-31. 



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

© 2020 INASED 

 

51 

Hains, A. (2000). Instructional technology and personnel preparation. Topics in Early Childhood 

Special Education, 20(3), 132-145 doi:10.1177/027112140002000302. 

Hamdan, N., McKnight, P., McKnight, K., & Arfstrom, K. M. (2013). The flipped learning model: A 

white paper based on the literature review titled a review of flipped learning. Retrieved 12 

April 2020,from 

http://www.flippedlearning.org/cms/lib07/VA01923112/Centricity/Domain/41/ 

LitReview_Flipped,Learning.pdf 

Hawks, S J. (2014). A flipped classroom: Now or never? The Journal of the American Association of 

Nurse Anaesthetists, 82(4), 264-269. PMID:25167605. 

Heinze, A., & Procter, C. (2006). Online communication and information technology education. 

Journal of Information Technology Education, 5, 235–249. 

Hinkelman, D. (2018). Blending technologies in second language classrooms. Springer. 

Jeffries, W. B., & Huggett, K. N. (2014). Flipping the classroom. In An introduction to medical 

teaching (pp. 41-55). Springer, Dordrecht. 

Jensen, J. L., Kummer, T. A., & Godoy, P. D. D. M. (2015). Improvements from a flipped classroom 

may simply be the fruits of active learning. CBE—Life Sciences Education, 14(1). 

Jones, P., & Davis, R. (2008). Instructional design methods integrating instructional technology. In 

Handbook of research on instructional systems and technology (pp. 15-27). IGI Global. 

Karlsson, G., & Janson, S. (2016). The flipped classroom: A model for active student learning. From 

books to MOOCs, 127-136. 

Kavanagh, L., Reidsema, C., McCredden, J., & Smith, N. (2017). Design considerations. In The 

Flipped Classroom (pp. 15-35). Springer, Singapore. 

Kaw, A., Clark, R., Delgado, E., & Abate, N. (2019). Analysing the use of adaptive learning in a 

flipped classroom for pre-class learning. Computer Applications in Engineering 

Education, 27(3), 663-678. 

Kilpatrick, W. H. (1918). The project method: The use of the purposeful act in the educative process. 

Teachers College Record, 16(4), 319-335. 

Kong, S. C. (2014). Developing information literacy and critical thinking skills through domain 

knowledge learning in digital classrooms: an experience of practicing flipped classroom 

strategy. Computers & Education, 78, 160–173. 

Krajcik, J. S., Blumenfeld, P. C., Marx, R. W., & Soloway, E. (1994). A collaborative model for 

helping middle grade teachers learn project-based instruction. The Elementary Schools 

Journal, 94(5), 483–497.  

Krajcik, J. S., & Czerniak, C. M. (2013). Teaching science in elementary and middle school 

classrooms: A project-based approach. Routledge. 

Kreiner, D. S. (2006). A mastery-based approach to teaching statistics online. International Journal of 

Instructional Media, 33(1), 73-81. 

Kyriacou, C. (2009). Effective teaching in schools: Theory and practice. Cheltenham: Nelson Thornes 

Ltd. 



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

© 2020 INASED 

52 

Lee, G., & Wallace, A. (2018). Flipped learning in the English as a foreign language classroom: 

Outcomes and perceptions. Tesol Quarterly, 52(1), 62-84. 

Lee, J., Lim, C., & Kim, H. (2017). Development of an instructional design model for flipped learning 

in higher education. Educational Technology Research and Development, 65(2), 427-453. 

Lee, K. Y., & Lai, Y. C. (2017). Facilitating higher-order thinking with the flipped classroom model: a 

student teacher’s experience in a Hong Kong secondary school. Research and practice in 

technology enhanced learning, 12(1), 8. 

Lo, C. K., Hew, K. F., & Chen, G. (2017). Towards a set of design principles for mathematics flipped 

classrooms: A synthesis of research in mathematics education. Educational Research 

Review, 22, 50–73. 

Lockwood, R. B. (2014). Flip it!: Strategies for the ESL classroom. University of Michigan Press. 

Maher, M., & Lipford, H. S. (2015). Flipped classroom strategies using online videos. SIGCSE ’15 

Proceedings of the 46th ACM Technical Symposium on Computer Science Education, (218-

223), Retrieved April 17, 2020, from http://www.knewton.com/flipped-classroom. 

Marx, R. W., Blumenfeld, P. C., Krajcik, J. S., Fishman, B., Soloway, E., Geier, R., & Revital, T. T. 

(2004). Inquiry-based science in the middle grades: Assessment of learning in urban 

systemic reform. Journal of Research in Science Teaching, 41(10), 1063–1080.  

Mason, G. S., Shuman, T. R., & Cook, K. E. (2013). Comparing the effectiveness of an inverted 

classroom to a traditional classroom in an upper-division engineering course. IEEE 

Transactions on Education, 56(4), 430–435. 

Mayer, R., Moeller, B., Kaliwata, V., Zweber, B., Stone, R., & Frank, M. (2012). Educating 

engineering undergraduates: effects of scaffolding in a problem-based learning environment. 

In Proceedings of the Human Factors and Ergonomics Society Annual Meeting (Vol. 56, No. 

1, pp. 2507-2511). Sage CA: Los Angeles, CA: SAGE Publications. 

Mehring, J. (2016). Present research on the flipped classroom and potential tools for the EFL 

classroom. Computers in the Schools, 33(1), 1-10. 

Miller, G. A. (1956). The magical number seven, plus or minus two: Some limits on our capacity for 

processing information. Psychological Review, 101(2), 343–352. doi:10.1037/0033- 

295X.101.2.343 PMID:8022966  

Missildine, K., Fountain, R., Summers, L., & Gosselin, K. (2013). Flipping the classroom to improve 

student performance and satisfaction. Journal of Nursing Education, 52(10), 597–599. 

Morris, J. A., & Wilson, A. A. (2017). Designing a flipped classroom in a higher/teacher education 

context in the Caribbean. In Assessing the Current State of Education in the Caribbean (pp. 

262-288). IGI Global. 

Morrison, G. R., Ross, S. M., Kemp, J. E., & Kalman, H. K. (2007). Learner and contextual analysis. 

Designing effective instruction (5th ed.). Hoboken, NJ: John Wiley & Sons. 

Ogden, L., & Shambaugh, N. (2016). The continuous and systematic study of the college algebra 

flipped classroom. In Handbook of research on active learning and the flipped classroom 

model in the digital age (pp. 41-71). IGI Global. 

Osguthorpe, R. T., & Graham, C. R. (2003). Blended learning environments: Definitions and 

directions. The Quarterly Review of Distance Education, 4(3), 227–233.  



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

© 2020 INASED 

 

53 

Piaget, J. (1947). Le jugement et le raisonnement chez l'enfant. Delachaux & Niestlé. 

Raths, D. (2014). Nine video tips for a better flipped classroom. The Education Digest, 79(6), 15. 

Reigeluth, C. M. (1999). What is instructional-design theory and how is it changing? In C. M. 

Reigeluth (Ed), Instructional-design theories and models A new paradigm of instructional 

theory (Vol II, pp. 425-459). Hillsdale, NJ: Lawrence Erlbaum Associates 

Rivet, A., & Krajcik, J. (2002). Contextualizing instruction: Leveraging students’ prior knowledge and 

experiences to foster understanding of middle school science. In P. Bell, R. Stevens, & T. 

Satwicz (Eds.), Keeping learning complex: The proceedings of the fifth international 

conference for the learning sciences (ICLS). Mahwah, NJ: Lawrence Erlbaum Associates.  

Sarawagi, N. (2014). A flipped CS0 classroom: applying Bloom’s taxonomy to algorithmic 

thinking. Journal of Computing Sciences in Colleges, 29(6), 21-28. 

Scott, G. (2005). Accessing the student voice: Using CEQuery to identify what retains students and 

promotes engagement in productive learning in Australian higher education. Final report: 

Department of Education, Science and Training (DEST) Retrieved March 20, 2020, from 

https://www.uws.edu.au/__data/assets/pdf_file/0010/63955/HEIPCEQueryFinal_v2_1st_Feb

_06.pdf 

See, S. & Conry, J. M. (2014). Flip My Class! A faculty development demonstration of a flipped-

classroom. Currents in Pharmacy Teaching and Learning, 6(4), 585-588. 

Simonson, M., Schlosser, C., & Flores, J. G. (Eds.). (2016). Distance Learning Issue: Volume 13# 4. 

IAP. 

Stanley, R., & Lynch-Caris, T. (2014). An innovative method to apply the flipped learning approach in 

engineering courses via web-based tools. Proceedings of the 2014 ASEE Gulf-Southwest 

Conference (pp. 1-9). 

Stelzer, T., Gladding, G., Mestre, J. P., & Brookes, D. T. (2009). Comparing the efficacy of 

multimedia modules with traditional textbooks for learning introductory physics 

content. American Journal of Physics, 77(2), 184-190. 

Strayer, J. F. (2012). How learning in an inverted classroom influences cooperation, innovation and 

task orientation. Learning Environments Research, 15(2), 171–193. 

Sweller, J. (1994). Cognitive load theory, learning difficulty, and instructional design. Learning and 

instruction, 4(4), 295-312. 

Swithenbank, S., & DeNucci, T. (2014). Combining the flipped classroom with traditional teaching in 

undergraduate Newtonian dynamics. Journal of Online Engineering Education, 5. 

Tinzmann, M. B., Jones, B. F., Fennimore, T. F., Bakker, J., Fine, C., & Pierce, J. (1990). What is the 

collaborative classroom? Proceedings of NCREL. 

Tomlinson, C. (2005). Quality curriculum and instruction for highly able students. Theory into 

practice, 160-166. 

Tomlinson, C. A. (2014). The differentiated classroom: Responding to the needs of all learners. 

ASCD. 



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

© 2020 INASED 

54 

Triantafyllou, E. (2015). The flipped classroom: Design considerations and Moodle. Exploring 

Teaching for Active Learning in Engineering Education DTU, Copenhagen, Denmark 

November 11-12 2015, 5. 

Triantafyllou, E. (2015). The flipped classroom: Design considerations and Moodle. Using Moodle for 

supporting flipped classrooms, Ingeniør Uddannelsernes Pædagogiske Netværk, IUPN, 5-12. 

Warter-Perez, N., & Dong, J. (2012, April). Flipping the classroom: How to embed inquiry and design 

projects into a digital engineering lecture. Proceedings of the 2012 ASEE PSW Section 

Conference (Vol. 39). 

Willey, K., & Gardner, A. (2015, January). Learning activity design and scaffolding to promote 

sustainable changes in student’s goal orientation. In 6th Research in Engineering Education 

Symposium: Translating Research into Practice, REES 2015. 

Wood, D., Bruner, J., & Ross, G. (1978). The role of tutoring in problem solving. Journal of Child 

Psychology and Psychiatry, 17, 89–100.  

Zainuddin, Z., & Perera, C. J. (2018). Supporting students’ self-directed learning in the flipped 

classroom through the LMS TES BlendSpace. On the Horizon, 26(4), 281-290. 

Zappe, S. E, Litzinger, T, & Yan, Y. (2015). A qualitative study of instructor perceptions of the 

classroom flip. Proceedings of REES, 2015: Biannual Conference of the Research in 

Engineering Education Symposium. Dublin, Ireland. 

Zappe, S. E., & Litzinger, T. A. (2017). Considerations when evaluating the classroom flip 

instructional technique. In the Flipped College Classroom (pp. 51-62). Springer. 

Zayapragassarazan, Z., & Kumar, S. (2012). Active learning methods. NTTC Bulletin, 19(1), 3-5. 

  



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

© 2020 INASED 

 

55 

List of reviewed studies 

1. Adams, A. E., Garcia, J., & Traustadóttir, T. (2016). A quasi experiment to determine the 

effectiveness of a “partially flipped” versus “fully flipped” undergraduate class in genetics and 

evolution. CBE—Life Sciences Education, 15(2), ar11. 

2. Alshehri, A. M. (2016). Employing active learning and the flipped classroom model in developing 

countries: Opportunities and challenges. In Handbook of Research on Active Learning and the 

Flipped Classroom Model in the Digital Age (pp. 272-285). IGI Global. 

3. Apedoe, X. S., Long, S. A., Morris, J. A., Wilson, A. A., Morris, R. J., Kroeger, S. D., ... & 

Strycker,  J. (2017). Flipping education. In the Flipped College Classroom (pp. 89-123). Springer, 

Cham. 

4. Arnold-Garza, S. (2014). The flipped classroom teaching model and its use for information literacy 

instruction. Communications in Information Literacy, 8(1), 9. 

5. Baepler, P., Walker, J. D., & Driessen, M. (2014). It's not about seat time: Blending, flipping, and 

efficiency in active learning classrooms. Computers & Education, 78, 227-236. 

6. Bergmann, J, Sams, A (2012). Flip your classroom: Reach every student in every class every day 

Eugene, OR: International Society for Technology in Education. 

7. Bergmann, J., & Sams, A. (2014). Flipped learning: Gateway to student engagement. International 

Society for Technology in Education. 

8. Berrett, D. (2012). How flipping the classroom can improve the traditional lecture. The chronicle of 

higher education, 12(19), 1-3. 

9. Black, J., Cox, S., Browitt, J., Gannon, K., Ravenscroft, B., Shamburger, K., ... & Brinthaupt, T. 

M. (2017). Flipping the humanities. In the Flipped College Classroom (pp. 65-88). Springer, 

Cham. 

10. Brown, A. F. (2018). Implementing the flipped classroom: Challenges and strategies. 

In Innovations in flipping the language classroom (pp. 11-21). Springer, Singapore. 

11. Burke, A. S., & Fedorek, B. (2017). Does “flipping” promote engagement?: A comparison of a 

traditional, online, and flipped class. Active Learning in Higher Education, 18(1), 11-24. 

12. Burton, A. L. (2013). My mistaken thinking in a flipped classroom. School Administrator, 70(3), 

29. 

13. Capone, R., Del Sorbo, M. R., & Fiore, O. (2017). A flipped experience in physics education using 

CLIL methodology. EURASIA Journal of Mathematics, Science and Technology 

Education, 13(10), 6579-6582. 

14. Carpenter, R. G., Sweet, C., Blythe, H., Winter, R., & Bunnell, A. (2015). A challenge for the 

flipped classroom: Addressing spatial divides. In Implementation and critical assessment of the 

flipped classroom experience (pp. 139-156). IGI Global. 

15. Carstens, F. J., & Sheehan, M. (2015). Triumphs and tribulations of the flipped classroom: A high 

school teacher's perspective. In Curriculum Design and Classroom Management: Concepts, 

Methodologies, Tools, and Applications (pp. 1198-1219). IGI Global. 

16. Crawford, S. R., & Senecal, J. (2017). Tools of the trade: What do you need to flip?. In The 

Flipped College Classroom (pp. 37-50). Springer. 



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

© 2020 INASED 

56 

17. Cresap, L. (2017). Preparing university students for flipped learning. In Blended Learning: 

Concepts, Methodologies, Tools, and Applications (pp. 1510-1531). IGI Global. 

18. David, D, Keaton, R, Morris, R, Murphy, J. Stapley, I. (2008). A space for writing: Developmental 

writing instruction in a technology enhanced classroom. Research Teaching in Developmental 

Education, 24(2), 15-26. 

19. Enfield, J. (2013). Looking at the impact of the flipped classroom model of instruction on 

undergraduate multimedia students at CSUN. TechTrends, 57(6), 14-27. 

20. Entezari, M., & Javdan, M. (2016). Active learning and flipped classroom, hand in hand approach 

to improve students learning in human anatomy and physiology. International Journal of Higher 

Education, 5(4), 222-231. 

21. Estes, M. D., Ingram, R., & Liu, J. C. (2014). A review of flipped classroom research, practice, and 

technologies. International HETL Review, 4(7), 1-8. 

22. Faulkner, T., & Green, J. (2017). The peer instruction flipped learning model. In Blended 

Learning: Concepts, Methodologies, Tools, and Applications (pp. 285-307). IGI Global. 

23. Fickes, M. (2013). Flipping classrooms. School Planning & Management, 52(6), 16-21. 

24. Findlay-Thompson, S., & Mombourquette, P. (2014). Evaluation of a flipped classroom in an 

undergraduate business course. Business Education & Accreditation, 6(1), 63-71. 

25. Fulton, K (2012). Upside down and inside out: Flip your classroom to improve student learning. 

Learning and Leading with Technology, 39(8), 12-17. 

26. Gardner, J. (2017). Flipping the classroom: Challenges of implementation. In Blended Learning: 

Concepts, Methodologies, Tools, and Applications (pp. 1863-1881). IGI Global. 

27. Gikandi, J. W., Morrow, D., & Davis, N. E. (2011). Online formative assessment in higher 

education: A review of the literature. Computers & education, 57(4), 2333-2351. 

28. He, W., Holton, A., Gu, H., Warschauer, M., & Farkas, G. (2019). Differentiated impact of flipped 

instruction: When Would Flipped Instruction Work or Falter?. International Journal of Teaching 

and Learning in Higher Education, 31(1), 32-49. 

29. He, W., Holton, A.J. and Farkas, G. (2018), “Impact of partially flipped instruction on immediate 

and subsequent course performance in a large undergraduate Chemistry course”, Computers and 

Education, Vol. 125, pp. 120-131. 

30. Heo, H. J., & CHun, B. A. (2018). Improving the higher order thinking skills using flipped 

learning: Focused on the in-class activities with problem posing and solving. ASIA LIFE 

SCIENCES Supplement, 15(4), 2187-2199. 

31. Hosler, K. A. (2017). Instructional re-design for an active flipped classroom: Two frameworks are 

better than one. In Blended Learning: Concepts, Methodologies, Tools, and Applications (pp. 459-

473). IGI Global. 

32. Hsieh, B. (2017). Step by Step, Slowly I Flip. In The flipped college classroom (pp. 11-36). 

Springer. 

33. Hung, H. T. (2015). Flipping the classroom for English language learners to foster active 

learning. Computer Assisted Language Learning, 28(1), 81-96. 



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

© 2020 INASED 

 

57 

34. Hussey, H. D., Fleck, B. K., & Richmond, A. S. (2014). Promoting active learning through a 

flipped course design. In Promoting active learning through the flipped classroom model (pp. 23-

46). IGI Global. 

35. Kay, R., MacDonald, T., & DiGiuseppe, M. (2019). A comparison of lecture-based, active, and 

flipped classroom teaching approaches in higher education. Journal of Computing in Higher 

Education, 31(3), 449-471. 

36. Kenney, J. L., & Newcombe, E. (2014). Flipping instruction in an undergraduate education course: 

Findings from an action research study. International Journal of Technology in Teaching and 

Learning, 10(1), 1-13. 

37. Kim, M. K., Kim, S. M., Khera, O., & Getman, J. (2014). The experience of three flipped 

classrooms in an urban university: an exploration of design principles. The Internet and Higher 

Education, 22, 37-50. 

38. Kotlik, R. H. (2017). The flipped model in an advanced placement United States history course. 

In Flipped Instruction: Breakthroughs in Research and Practice (pp. 404-422). IGI Global. 

39. Larcara, M. (2015). Benefits of the flipped classroom model. In Curriculum design and classroom 

management: Concepts, methodologies, tools, and applications (pp. 93-105). IGI Global. 

40. Lei, S. A. (2010). Classroom physical design influencing student learning and evaluations of 

college instructors: A review of literature. Education, 131(1),128-134. 

41. McBride, C. (2015). Students’ attitudes and success during my first attempts at 

flipping. International Journal for Cross-Disciplinary Subjects in Education, 6(2), 2174-2183. 

42. McCarthy, J. (2016). Reflections on a flipped classroom in first year higher education. Issues in 

Educational Research, 26(2), 332-350. 

43. Mclaughlin. J. E. Roth. M. T. Glatt. D. M.. Gharkholonarehe N. Davidson. C.A. Griffin. L. M 

Esserman, D. A, Mumper, R. J (2014). The flipped classroom: A course redesign to foster learning 

and engagement in a health professions school Academic Medicine: Journal of the Association of 

American Medical Colleges, 89(2), 236-243.  

44. Medina, J. (2008). Brain rules: 2 principles for surviving and thriving at work, home, and school. 

Seattle WA: Pear Press. 

45. Morris, J. A., & Wilson, A. A. (2017). Designing a flipped classroom in a higher/teacher education 

context in the Caribbean. In Assessing the Current State of Education in the Caribbean (pp. 262-

288). IGI Global. 

46. Murillo-Zamorano, L. R., Sánchez, J. Á. L., & Godoy-Caballero, A. L. (2019). How the flipped 

classroom affects knowledge, skills, and engagement in higher education: Effects on students' 

satisfaction. Computers & Education, 141, 103608. 

47. Newman, D. L., Deyoe, M. M., Connor, K. A., & Lamendola, J. M. (2015). Flipping STEM 

learning: Impact on students' process of learning and faculty instructional activities. In Curriculum 

design and classroom management: Concepts, methodologies, tools, and applications (pp. 23-41). 

IGI Global. 

48. Nielsen, L. (2012). Five reasons I'm not flipping over the flipped classroom. Technology & 

Learning, 32(10), 46-46. 

49. November, A., & Mull, B. (2012). Flipped learning: A response to five common 

criticisms. November Learning, 29. 



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

© 2020 INASED 

58 

50. Overmyer, J., & Dennis, M. (2016). Teaching faculty to flip: Best practices from the MAST 

institute at the University of Northern Colorado [Webinar]. Available at 

http://event.on24.com/wcc/r/1115756/252B956B966BA2D22C35DEF1DC75178F. 

51. Panuwatwanich, K. (2017). Flipping a postgraduate classroom: Experience from Griffith 

University. In The flipped classroom (pp. 229-243). Springer, Singapore. 

52. Price, C., & Walker, M. (2019). Improving the accessibility of foundation statistics for 

undergraduate business and management students using a flipped classroom. Studies in Higher 

Education, 1-13. 

53. Prince, M. (2004). Does active learning work? A review of the research. Journal of Engineering 

Education 93 (3): 223–231. 

54. Priyaadharshini, M., & Vinayaga Sundaram, B. (2018). Evaluation of higher‐order thinking skills 

using learning style in an undergraduate engineering in flipped classroom. Computer Applications 

in Engineering Education, 26(6), 2237-2254. 

55. Pulley, P. G. (2014). Blending face-to-face and technology: Implementing flipped k-12 classrooms. 

In Practical applications and experiences in k-20 blended learning environments (pp. 105-119). 

IGI Global. 

56. Raftery, D. (2011). Developing educational screencasts. In Instructional Design: Concepts, 

Methodologies, Tools and Applications (pp. 665-678). IGI Global. 

57. Roscorla, T (2011, June 24). Clintondale high cuts freshman failure rates with flipped classes. 

Retrieved May 5, 2020, from http://www.centerdigitaled.com/classtech/clintondale-high-flipped-

classes.html 

58. Rosen, L. B., Maeda, M., & Roberts, N. (2017). Gain time and differentiate to meet student needs 

in university learning environments: A flipped learning approach. In Flipped Instruction: 

Breakthroughs in Research and Practice (pp. 215-232). IGI Global. 

59. Sams, A., & Bergmann, J. (2013). Flip your students' learning. Educational leadership, 70(6), 16-

20. 

60. Schrlau, M. G., Stevens, R. J., & Schley, S. (2016). Flipping core courses in the undergraduate 

mechanical engineering curriculum: Heat transfer. Advances in Engineering Education, 5(3), n3. 

61. Sherr, G. L., Akkaraju, S., & Atamturktur, S. (2019). Nudging students to succeed in a flipped 

format gateway biology course. Journal of Effective Teaching in Higher Education, 2(2), 57-69. 

62. Shinaberger, L. (2017). Components of a flipped classroom influencing student success in an 

undergraduate business statistics course. Journal of Statistics Education, 25(3), 122-130. 

63. Siegle, D. (2014). Technology: Differentiating instruction by flipping the classroom. Gifted Child 

Today, 37(1), 51-55 doi:10.11771076217513497579 

64. Silver, H, Strong, R, Perini, M. (2000). So each may learn: Integrating learning styles and multiple 

intelligences. Alexandria, VA: Association for Supervision and Curriculum Development. 

65. Springen, K. (2013). Flipped. School Library Journal, 59(4), 23. 

66. Steen-Utheim, A. T., & Foldnes, N. (2018). A qualitative investigation of student engagement in a 

flipped classroom. Teaching in Higher Education, 23(3), 307-324. 



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

© 2020 INASED 

 

59 

67. Stewart, M. (2012). Understanding learning: theories and critique. University teaching in focus: A 

learning-centred approach, 3-20. 

68. Strayer, J. F, (2007). The effects of the classroom flip on the learning environment: A comparison 

of learning activity in a traditional classroom and a flip classroom that used an intelligent tutoring 

system (Doctoral dissertation, The Ohio State University). 

69. Strygacz, I., & Sthub, A. (2018). Combining simulation-based training and flipped classroom in 

project management learning. Higher Education Studies, 8(3), 85-93. 

70. Suo, J., & Hou, X. (2017). A study on the motivational strategies in college English flipped 

classroom. English Language Teaching, 10(5), 62-67. 

71. Swart, W. (Ed.). (2017). Extending the principles of flipped learning to achieve measurable results: 

Emerging Research and Opportunities: Emerging Research and Opportunities. IGI Global. 

72. Swart, W.& Macleod, K. (2016). Searching for Socrates: How to engage online students. Journal 

of Systemics, Cybernetics and Informatics, 14(4). 

73. Toto, R., & Nguyen, H. (2009, October). Flipping the work design in an industrial engineering 

course. In 2009 39th IEEE Frontiers in Education Conference (pp. 1-4). IEEE. 

74. van der Meer, J, Berg, D, Smith, J, Gunn, A. Anakin, M. (2015). Shorter Is better: Findings of a 

bite-size mobile learning pilot project creative education, 6(03).273-282 doi: 10. 4236 

ce,2015,63026 

75. Vassiliou, A. (2013). Experiences with the implementation of an inverted classroom course to 

promote key competences. In the Inverted Classroom Model: The 2nd German ICM-Conference–

Proceedings. Walter de Gruyter. 

76. Williams, A., Sun, Z., Xie, K., Garcia, E., Ashby, I., Exter, M., ... & Onuczko, T. (2017). Flipping 
STEM. In The Flipped College Classroom (pp. 149-186). Springer, Cham. 

77. Younger, K., & Orozco, R. (2018). Breaking it down: Flipping library instruction for non-

traditional undergraduate engineers. Association of College and Research Libraries. 

78. Zappe, S., Leicht, R., Messner, J., Litzinger, T., & Lee, H. W. (2009, June). Flipping the classroom 

to explore active learning in a large undergraduate course. In Proceedings of American Society for 

Engineering Education (ASEE) annual conference & exposition (pp. 596–616). Austin, TX. 

  



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

© 2020 INASED 

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* 

 

Betül Gümüşçü
 i 

Kütahya Dumlupinar University 

 

Murat Bartan
 ii 

Kütahya Dumlupinar University 

 

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 (Kuşdil & Kağıtçıbaşı, 

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 (Neslitürk, 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 (Uyanık Balat and Balaban Dağal, 

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 (Arı, 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 (Başal, 2012). Values are seen as a part of social-emotional 

development in children (Uyanık Balat and Balaban Dağal, 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 (Doğanay, 

2006). It is a subject frequently mentioned in the literature where the acquisition of values is mostly 

through modelling (Sarı, 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 (Uyanık Balat and Balaban Dağal, 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 (Gürşimşek, 2002; Kuzucu, 

2011; Tezel Şahin & Özbey, 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 

(Koçak, 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 Gökçek (2007), Baydar (2009), Kuş 

(2009), Yalar and Yelken (2011), Thompson (2011), Neslitürk (2013), Sapsağlam (2015). The studies 

conducted with preservice teachers and teachers about values and value education are the studies of 

Bartan (2018), Kınacı (2018), Kozikoğlu (2018), Yıldırım (2019), Veugelers and Kat (2003), 

Tokdemir (2007), Kurtdede Fidan (2009), Yıldırım (2009), Bakdemir (2010), Leichsenrig ( 2010), 

Kılıç Şahin (2010), Balcı and Yanpar Yelken (2010), Çengelci (2010), Acat and Aslan (2011), 

Schaefer (2012), Erkuş (2012); Ateş (2013), Yuvacı (2013), Thornberg and Oğuz (2013), Ateş (2013), 

Balcı and Yanpar Yelken (2013), Özden Çelik (2013), Sapsağlam and Ömeroğlu (2015), Kuzu (2015), 

Ogelman and Erten Sarıkaya (2015), Gömleksiz and Kılınç (2015), Çetingöz (2015), Akyıldız (2016), 

Uzun and Köse (2017). It was observed that there were few studies conducted on families under 

values education Knafo and Schwartz (2004), Yigit (2010), Koç (2013), Selvitopu, Bora and Taş 

(2014), Yaka, Yalçın and Denizli (2014), Jabaruddin and Manda (2016), Yıldız (2019), Arıcı (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 (Yıldırım and 

Şimşek, 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 (Büyüköztürk 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 

(Yıldırım & Şimşek, 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; Yıldırım & Şimşek, 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 (Yıldırım & Şimşek, 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 “community-specific situation”, “human values” and “life-

guiding principles”. While creating themes, definitions of value concept in the literature are taken into 

consideration. 

Doğan (2004) expressed the values as ideals that are specific to a particular society and 

possess that society. The theme of “society-specific situation” 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. Dilmaç (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 “maintaining life, self-development”, “protecting your own 

culture”, “improving personality” and “social reconciliation”. 
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According to Nyberg (1990), the aims of teaching values include maintaining life, and the 

theme of “maintaining life” 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. İşgüden 

(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 … 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 … 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 environment…. . 
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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 someone’s 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." Kılıç Şahin (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 

“maintaining life, improving yourself”, “protecting your own culture”, “improving personality” and 

“social reconciliation”. Arıcı (2019), in her study titled “The process of evaluating the values of 

mothers whose children continue their pre-school education,” reached the conclusion that the mothers 

thought that the value education was carried out with the aim of “gaining positive behaviour”, “giving 
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national and moral values” (cultural values), “gaining religious and moral values” and “valuing 

oneself”. Similarly, Kılıç Şahin (2010), Bartan (2018), Balcı and Yelken (2010), Kınacı (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 Yiğittir (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 

Taş (2014), parents expect their children to gain human, national and spiritual values in school. 

Similarly, it was concluded that in their researches, Arıcı (2019), Yaka, Yalçın and Denizli (2014), 

Yıldız (2019), Yuvacı (2013), Acat and Aslan (2011), Erkuş (2012), Sapsağlam and Ömeroğlu (2015) 

and Kozikoğlu. (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), Yıldırım (2019), Koç (2013), Knafo and 

Schwartz (2004), Johansson (2002), Thornberg and Oğuz (2013), Thompson (2011), Cypress, Bora 

and Taş (2014) and Yuvacı (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 Sarıkaya (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 Sarıkaya (2015), Lamb (2015), 

Arıcı (2019) Yuvacı (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". Türk (2009) stated in 

his study titled “respect for values education” 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), Erkuş (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 “,” internet". In the study of Kılıç Şahin (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 Oğuz 

(2013) stated that they benefited from reading books, videos about value education and short films in 

their value education studies. Arıcı (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 “teacher”, “mother”, “other 

family members”, “friends”, “TV - cartoon” and “general environment”.  Özden and Çelik (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. 

Arıcı (2019), the mothers who participated in the study listed the factors other than the mother in 

having values acquired to the child as “teacher, friend and school”, “environment, television, family 

elders” and “relatives”. The results of these researches conducted by Kuş (2009), Bartan (2018), Arıcı 

(2019), Altan and Tarhan (2018), Erkuş (2012), Kurtdede Fidan (2009), Çengelci, (2010), Türk, 

(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 ". Yıldız (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 “sharing information”, “continuing 

education at home”, “collaboration with the teacher” and “I cannot cooperate”. It is observed that 

Çetingöz (2015), Uzun and Köse (2017), Sapsağlam and Ömeroğlu (2015), Kurtdede Fidan (2009), 

Yuvacı, Şafak and İrin (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 teachers’ 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 Yüzüncü Yıl 

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 “Social 

media platforms (Twitter, Facebook, WhatsApp, Instagram, etc.) are like… because…,” 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. “Every discovery 

led to the next, and knowledge has accumulated over the centuries and made it to this day” (Coşkun, 

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. 

Çelik (2019, p. 41) argues that the Internet has become the primary source of information for 

people of all ages and states that “this 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.” What is more, “born out of the unity of computer 

and Internet technology, social media has spread at an unprecedented pace and become the ‘Internet 

star’ of today” (Çelik, 2019, p. 41).  

Bostancı (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 (Çelik, 2019). 

Boyd (2008) argues that young people create digital personas that represent them accurately 

and that are well received by people around them. Eren, Çelik and Aktürk (2014) also state that people 

use the internet more and more as a means of socialization. According to Koç and Karabatak (2011), a 

“social network” 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 Acır 

(2008, p. 70), one of the important features of social media platforms is that “they provide people with 

the opportunity to create online ‘profiles’ that may not necessarily represent their true identity.” 

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 “language, rules, principles, codes of conduct, 

and rituals.” 

Born in the 2000s into a world of colorful visuals and technology, Generation “Z” is definitely 

the largest cohort that uses the Internet. “They have ‘Ipads’, tablets, smartphones, and computers 

instead of dolls and cars” (Çelik, 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 “research suggests that adolescents use online 

communication applications primarily to keep in contact with peers.” 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 Çelik, 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. Gülbahar, Kalelioğlu and Madran (2010) also state that social networking sites 

are also useful for institutions because they enrich mixed teaching experiences, facilitate students’ 

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 (Yıldızlı, Erdol, Baştuğ & Bayram, 2018). The 

Turkish Language Association (TDK, 2019) defines a metaphor as a ‘figure of speech,’ which, 

however, falls short of explaining it because not every figure of speech is a metaphor. A metaphor is 

more of an analogy (Ertürk, 2017). However, Salman (2003, cited in Ertürk, 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), 

“‘metaphors’ and ‘figures of speech’ 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 humans”. 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 “truth itself” or “knowledge” with 

expanded spheres of influence and usage. 

Although Çoban Keneş (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 ‘nothing but giving something a name of something else.’ 

Kövecses (2010, p. 4) states that “from the cognitive linguistic view, a metaphor refers to the 

understanding of ‘one conceptual domain in terms of another conceptual domain.’” According to 

Saban (2004, p. 1), “metaphors are one of the most powerful mental tools that shape, lead on, and 

monitor what we think about the development and functioning of events.” 
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In “Metaphors We Live By,” 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, “if 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 metaphor” 

(Lakoff and Johnson, 1980, p. 4). 

Akşehirli (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 

(Hiçyılmaz and Adanır, 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. Akşehirli (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 ‘time is 

money,’ ‘money,’ which is a concrete concept, is the source knowledge domain whereas ‘time,’ 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 “more is up” 

is the most common example of an orientational metaphor. For example, in the idiom “boosting 

morale,” “morale” is an expression made sense in terms of up-and-down orientation in the vertical 

dimension, and thus, the idiom “boosting morale” is an orientational metaphor. “The rise of inflation” 

is also made sense in the up-down orientation. Akşehirli (2007) defines ontological metaphors as 

metaphors that turn intangible things into tangible things. For example, according to Akşehirli, the 

statement “it takes a lot of patience to endure this pain” turns patience, which is an abstract and 

uncountable concept, into something countable. 

The aim of this study was to determine pre-service Turkish Language teachers’ 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 teachers’ perceptions of the concept of ‘social media’ 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 teachers’ metaphorical perceptions of the 

concept of ‘social media’? 

2. Under what conceptual categories are pre-service Turkish Language teachers’ 

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 (Yıldırım & Şimşek, 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 teachers’ who are studying at 

Van Yüzüncü Yıl 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 teachers’ 

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 “Social 

media platforms (Twitter, Facebook, WhatsApp, Instagram, etc.) are like… because…” 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 (Yıldırım and Şimşek, 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. 
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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 teachers’ 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. 

 

Participants’ 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 

 

Participants’ 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 one’s 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. 

 

Participants’ 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. 

 

Participants’ 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. 
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Participants’ 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. 
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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 

Participants’ 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 teachers’ metaphors showed that the concept of media cannot be approached 

from a single dimension. 

Numerous studies investigate teachers’, preservice teachers’, and students’ perceptions of 

social media platforms. However, there are no studies on pre-service Turkish Language teachers’ 

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. Doğan 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. 

Egüz 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 teachers’ 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, “the students state that social media is harmful but they continue to 

use it, perhaps because they want to cope with loneliness.” 

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. Ergüz and Kesten (2018) reported 

similar metaphors such as witch's cauldron, marketplace, apple worm, space, ocean, spider web, etc. 

Eren, Çelik and Aktürk (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 “this 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 injection” and concluded that the first and foremost negative 

value that participants attributed to social media is addiction. Doğan and Erkan (2019) also reported 

that Generation Z used the metaphors of cigarettes, alcohol and drugs to define social media. Ergüz 

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. Doğan 

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. Ergüz 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 Çelik (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 



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

© 2020 INASED 

 

91 

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 teachers’ minds when they think of social 

media is the concepts of friend, communication, and sharing. However, the first thing that came to our 

participants’ 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 (Ergüz & 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 (Kalelioğlu & 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; Ergün & 

Altun, 2011; Kalaycı, 2010; Yaşar, 2013; Polat, 2018; Arıkan & Özgür, 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; Şumuer et al., 2019; 

Demir & Seferoğlu, 2016; Keser et al., 2016; Gökçearslan 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 
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al., 2006; Olcay et al., 2018), education level (Nwagwu, 2001; Alsancak et al., 2016), age (MacCallum 

& Jeffrey, 2009) and Internet usage level (Alsancak Sarıkaya and Yurdagül, 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 (Gür Erdoğan 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 Kalaycı (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 Kalaycı 

(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 Kalaycı (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 

Yaşar & Yurdagül (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 Yıldırım & 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 

living 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 Yaşar & 

Yurdagül (2013) reported a significant statistical relationship between cyberloafing and addiction in a 

study conducted with 215 higher-education students. Gökçearslan 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 AND 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 Gözüm 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 & Yıldırım (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, Kalaycı (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 & Seferoğlu, 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 Gökçearslan 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 & Yıldırım (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 (Akıllı & Gezgin, 2016) and it was determined that students with high levels of 

nomophobia use their smartphones more (Erdem et al., 2017).  Şumuer 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 “Do you use a smartphone in class?” 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 Gökçearslan 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) “Strongly 

Disagree” to (7) “Definitely Agree.” As a result of the construct validity studies of the scale, a scale 

form consisting of 19 items grouped under three headings “self-efficacy,”“optimism,”and “Self-

directed learning” 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 Gökçearslan 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 

[χ2(698)=359.73; (sd=108, p.=0.0000); χ2/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 “Cyberloafing Scale.”  

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, “browsing-related cyberloafing,” 

“non-work-related cyberloafing,”and “interactive cyberloafing.” 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 “From my smartphone in class…” 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) “Never” to (6) “Always.” 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 “Browsing-related Cyberloafing,” 

“Interactive Cyberloafing,” and “Entertainment Cyberloafing.” As a result of the CFA performed to 

test the construct validity of the scale, the fit indices were calculated as [χ2(217) = 237.794; (sd=101, p 

<0.001); χ2/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 Yıldırım & Correia 

(2015) was adapted to Turkish culture by Yıldırım et al. (2016).  

The original form of the data collection tool (NMP-Q) developed by Yıldırım & 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) “Strongly Disagree” to (7) “Definitely Agree.” 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, “not being able to access information,” “giving up convenience,” “not being able 

to communicate,” and “losing connectedness.” 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 Yıldırım, 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 [χ2(164) = 469.90, χ
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 Şata 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) “Strongly Disagree” to (6) 

“Definitely Agree.” As a result of the construct validity studies for the scale, 33 items were identified 

grouped under three sub-scales named “daily life disturbance,” “positive anticipation,”“feeling of 

withdrawal,”“cyberspace-oriented relationship,” and “overuse and tolerance.” 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 Şata 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 

[χ2(217)=1,220.11; (sd=486, p <0.001); χ2/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 

(χ2/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: [χ2=508.270; (df=108, p <0.001); χ2/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 χ2/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: [χ2=262.317; (df=95, p <0.001); χ2/sd=2.761; RMSEA=0.076, 

NFI=0.898, CFI=0.925 GFI=0.905, AGFI=0.965, IFI=0.927] When analyzed, the χ2/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: [χ2=514.434; (df=159, p <0.001); χ2/df=3.235; RMSEA=0.086, 

NFI=0.905, CFI=0.906, GFI=0.902, AGFI=0.904, IFI=0.907] When analyzed, the χ2/sd, RMSEA, 

CFI, GFI, AGFIand IFI values are a good fit. The RMSEA value does not fit well. 

The SAS fit index values: [χ2=1258.553; (df=480, p <0.001); χ2/sd=2.622; RMSEA=0.073, 

NFI=0.879, CFI=0.934, GFI=0.914, AGFI=0.915, IFI=0.936] When analyzed, the χ2/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 (α) values were analyzed for the internal consistency coefficient of the data 

collection toolsand determined to be: Internal consistency coefficient of MLRS (α=0.940), the internal 

consistency coefficient of the SPCSC (α=0.886), SAS internal consistency coefficient (α=0.934), the 

internal consistency coefficient of NMP-Q (α=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 (𝜒2⁄𝑠𝑑.), 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 

(χ2/sd) ≤ 3 ≤ 5 (Anderson & Gerbing, 1984; Kline, 2016) 

RMSEA ≤ 0.05 0.06 to 0.08 (Jöreskog & Sörbom, 1993; Hu & Bentler,1998) 

NFI ≥ 0.95 0.95 to 0.90 (Hu & Bentler, 1998; Tabachnick & Fidell, 2013) 

CFI ≥ 0.95 ≥ 0.90 (Tabachnick & Fidell, 2013) 

GFI ≥ 0.95 ≥ 0.90 (Shevlin & Miles, 1998; Hooper et al., 2008) 

AGFI ≥ 0.95 ≥ 0.90 (Hooper et al., 2008) 

IFI ≥ 0.95 ≥ 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 (χ2/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 (χ2=4.027; df=1; p=0.045) χ2/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 

(β) 

Unstandardized 

Estimate 

(β) 

S.E t p 
Hypothesis 

Result 

SPCC  MLR 0.132 0.167 0.079 2.117 .034 H1 Supported 

SPCC  SA 0.227 0.460 0.090 5.107 .000 H2 Supported 

MLR  NMP 0.335 0.387 0.065 5.974 .000 H3 Supported 

NMP  SPCC 0.339 0.232 0.038 6.058 .000 H4 Supported 

NMP  SA 0.575 0.795 0.062 12.917 .000 H5 Supported 

 

According to Table 6, the SPCC variable (β=0.132; t=2.117; p <0.05) directly and positively 

affects the MLR variable. Accordingly, H1 is supported. The SPCC variable (β=0.227; t=5.107; p 

<0.05) directly and positively affects the SA variable. Accordingly, the H2 hypothesis is supported. 

The MLR variable (β=0.333; t=5.974; p <0.01) directly and positively affects the NMP variable. 

Accordingly, the H3 hypothesis is supported The NMP variable (β=0.339; t=6.058; p <0.01) directly 

and positively affects the SPCC variable. Accordingly, the H4 hypothesis is supported. The NMP 

variable (β=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; Yaşar & Yurdugül, 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; Bağrıaçık Yılmaz, 2016; Karaoğlan Yılmaz 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 & Seferoğlu, 2016; Keser et al., 2016)and smartphone addiction 

(Gökçearslan 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 (β=0.13) is compared with its effect on smartphone addiction (β=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 & Yıldırım (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 (Akıllı & 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 

Şumuer, Gezgin & Yıldırım (2019). That nomophobia causes smartphone addiction is similar to the 

conclusions of (Olivencia-Carrión 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 (β=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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(β=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 & Çakır, 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-Carrión 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 

Gutiérrez 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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The Relationship Between Pre-Service Turkish Teachers’ Attitudes Towards the 

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

Koçman University  
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Abstract  

The purpose of the current study employing the relational survey model is to investigate the 

relationship between the attitudes of the pre-service teachers attending the Turkish Teaching 

Department of Muğla Sıtkı Koçman University towards the creative drama method and their self-

efficacy perceptions. As the data collection tools, the “Scale of Self-Efficacy Perception of Using the 

Creative Drama Method” developed by Can and Cantürk Günhan (2009) and the “Creative Drama 

Attitude Scale” developed by Okvuran (2000) were used in the current study. The population of the 

study is comprised of 123 third-year and fourth-year students who have taken the course of “Theatre 

and Drama Applications” and the data collection tools were administered to 106 students from among 

these 123 students as they were available. After the invalid scales were eliminated, the analyses were 

conducted on the scales of 84 students. Correlation analysis was conducted to determine the 

relationship between the pre-service teachers’ attitudes towards the creative drama method and self-

efficacy perceptions and descriptive statistics and independent samples t-test were used to determine 

whether the pre-service teachers’ attitudes towards the creative drama and their self-efficacy 

perceptions vary significantly depending on gender, grade level and whether having taken any creative 

drama training other than the course of “Theatre and Drama Applications”. The results of the analyses 

have revealed that there is a high, positive and significant correlation between the pre-service teachers’ 

attitudes towards the creative drama method and their self-efficacy perception of using the creative 

drama method. Moreover, the pre-service teachers’ attitudes and self-efficacy perceptions were found 

to be not varying significantly depending on gender and grade level. While the pre-service teachers’ 

self-efficacy perceptions were found to be not varying significantly depending on whether having 

taken any other creative drama training other than the course of “Theatre and Drama Applications”, 

their attitudes towards the creative drama method were found to be varying significantly depending on 

whether having taken any drama training other than the course of “Theatre and Drama Applications” 

in favour of those having taken such training. 
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INTRODUCTION  

In contemporary education models, instead of classical teaching methods, methods and 

techniques that take students to the centre, enable them to learn by experiencing and doing and to 

relate what they have learned to real life while imparting necessary knowledge, skills and behaviours 

to students and also motivate students by making them enjoy the process are preferred. In the renewed 

Turkish Teaching Course Curriculum (2018), it is emphasized that the Turkish Teaching Course is not 

a knowledge-oriented course but a skill-oriented course and that it aims to develop basic language 

skills by encouraging active participation of students through different methods and techniques. It is 

stated that the teaching approaches and learning activities used should encourage students to develop 

their previous learning, attract their interest and allow them to be engaged in meaningful practices 

inside and outside the classroom. It is also stated that activities and works that enable students to relate 

what they have learned to the socio-cultural and environmental conditions they live in should be 

included (MEB, 2018, p.8, 9). One of the most effective methods that can be applied to fulfil all these 

requirements is creative drama.  

Creative drama that fosters cognitive, affective and behavioural development of the individual 

is defined as “enacting of a purpose, an idea by using different techniques such as improvisation and 

role-playing with a group or on the basis of the experiences of a group” (Adıgüzel, 2015, p.56), 

“…making sense of or enacting an experience, an event, an idea, an instructional unit and sometimes 

an abstract concept or behaviour within a group work by rearranging the previous cognitive patterns in 

play-like activities in which observations, experiences and feelings are revised (San, 1996, p.149). 

According to Üstündağ (1998, p. 30), it can be said that “creative drama allows multi-dimensional 

development of individuals as an instructional method effective in imparting cognitive, affective and 

psychomotor skills; a field of art education effective in creating a holistic aesthetic understanding, 

especially in terms of the training of senses, and a discipline providing possibilities to describe, 

explain and control the process experienced”.  

“Drama can have an independent curriculum with its own approaches and techniques, goals 

and objectives, and it is also an effective method that can be used for other curriculums to make 

students accomplish their learning objectives” (Vural and Somers 2012; as cited in Bulut, 2015, p. 

720). In this respect, drama is a course in itself with its own methods and techniques. It can also be 

applied in many courses in the curriculum such as Turkish, Social Studies, Science, Mathematics, 

Foreign Language, Painting, Music, Visual Arts and guidance and psychological counselling services. 

Önder (2002) defines the creative drama method as a method presenting different types of learning in 

combination by allowing students to make use of experiences, movements and interactions, social, 

emotional and active learning, discussions, explorations and cooperation (As cited in Kırbaşoğlu Kılıç 

and Eyüp, 2013, p.801).  

Creative drama is an effective method that enables students to apply theoretical knowledge 

and relate it to real life, thus increasing student success by making learning easier, experiential and 

permanent. It improves students' aesthetic taste, critical thinking and social skills, as well as 

contributes to the development of basic language skills and communication skills. Hoetker (1969, 

cited in Dervishaj, 2009, p.54) states that drama improves communication skills while increasing 

creativity, originality, sensitivity, fluency, flexibility, emotional stability, cooperation and evaluation 

of moral attitudes. According to Kalidas (2014, p.444) “the use of drama as an effective and valuable 

teaching strategy is becoming increasingly common in educational contexts. The use of drama 

promotes meaningful, active and reflective thinking processes as well as enhancing communication 

skills development. One of the reasons drama is able to enhance students’ learning experience is 

because of its unique ability to accommodate many different learning styles and thus able to motivate 

the learners.” The most basic function of creative drama used for educational purposes, besides having 

fun and playing, is to provide students with the opportunity of permanent learning by providing 

effective experiences. Creative drama also supports the personal development of the individual and 

enables them to use their experiences and creativity together (Farris ve Parke, 1993, s.232; as cited in 

Bulut ve Sonkaya, 2019, p.483). Adıgüzel (2013, p.66-71) states that creative drama aims to improve 

communication with others, to foster critical and independent thinking, to enhance cooperation, to 
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develop language skills and creativity, and to create social sensitivity. According to the drama 

program in England (1989, cited in Okvuran, 2003, p.82), drama provides the following benefits to 

students: 

- Drama shows students the feelings that belongs to human. 

- Drama improves aesthetic understanding. 

- Students see their own abilities, verbal and non-verbal forms of communication. 

- They enjoy group work and their awareness improves. 

- Drama develops the sense of responsibility and achievement. 

- Drama allows working individually or in groups. 

- Students improve their attitudes and values by comparing them with others. 

Research results show that creative drama develops many skills, and that it also has an effect 

on students' attitudes and academic success. In studies conducted by Akkaya (2012), Aktepe and Bulut 

(2015), Aşoğlu (2005), Aykaç and Adıgüzel (2011), Batdı and Battı (2015), Duatepe-Paksu and Ubuz 

(2009), Karacil (2009), Karaosmanoğlu (2015), Nayci and Adıgüzel (2017), Taşkın-Can (2013), 

Ulubey (2015), Öztürk and Sarı (2018), Ütkür and Açıkalın (2018), it has been concluded that as a 

method, creative drama increases student success. In different studies, it has been observed that the 

drama method has positive effects on students’ social skills (Kara and Çam, 2007; Oğuz-Namdar and 

Çamadan, 2016; Yılmaz, 2013), communication skills (Akoğuz, 2002; Görgülü, 2009), empathy skills 

(Gökçearslan-Çiftçi and Altınova, 2012; Okvuran, 1993), creative thinking and problem solving skills 

(Öztürk-Karataş, 2013; Taş, 2019). Creative drama has also been reported to have positive effects on 

students’ listening skill (Sevim and Turan, 2017;), speaking skill (Aykaç and Çetinkaya, 2013; Aykaç 

and Çakır-İlhan, 2014; Saraç, 2007; Su-Bergil, 2010; Pat, 2017; Torrico, 2014), reading skill (Dupont, 

1992; Çöklü-Özkan, 2018; Güngör, 2008; Susar-Kırmızı, 2017) and writing skill (Cormack, 2003; 

Çelikbaş, 2019; Erdoğan, 2013; Erkan and Aykaç, 2014; Karateke, 2006).  

In the Turkish Teaching Course Curriculum (2019, p.3), it is aimed to train individuals who 

can produce information, use it functionally in life, solve problems, think critically, are enterprising, 

determined, have communication skills, can empathize, contribute to society and culture. Besides 

improving students' listening/watching, speaking, reading and writing skills, “improving students’ 

emotional, intellectual and imagination world, developing their skills of discovery, interpretation and 

constructing in mind, nurturing their skills necessary to organize, question, use and produce 

information and making them realize the importance of national, spiritual, moral, cultural and social 

values” are among the special objectives of the Turkish Teaching Course Curriculum. It is seen that all 

these objectives coincide with the goals and features of the creative drama method. Kara (2014, p.340) 

states that the drama method allows students to see, research, question their own talents and that it is 

important to use drama, which is one of the modern educational methods, in order to accomplish the 

basic objectives of the Turkish course. According to Maden (2010, p. 263), drama methods and 

techniques can be used in Turkish classes as they make it possible for students to learn by 

experiencing and doing, encourage the conversion of behaviours and habits into skills through 

improvisations, provide easiness in the use of written and verbal language, allow the use of written, 

verbal and visual language products to express emotions, thoughts and desires and teach students how 

to express themselves through their body language and movements. 

Effective application of creative drama as a method and achieving its purpose depends largely 

on the skills of the teacher. According to Dervishaj (2019, s.60), the teacher's role in the drama class is 

defined as: “helping students to form their ideas; helping students to test their ideas; helping students 

to communicate their ideas; and helping them to respond to different real-life situations.” According to 

Okvuran (2003, p.86), a drama teacher should have the following skills/competencies: 

- Creative thinking, 
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- Knowledge of theater area theoretical drama, children's and youth literature, drama 

techniques, drama teaching methods, developmental psychology,  

- The ability to relate drama with other areas/lesseons, to work with groups, to plan the drama 

lesson, to communicate with students, to manage time well, 

- Evaluating the drama performance of the students, giving feedback, 

- Allowing students to express themselves, 

- Developing students' critical thinking skills, 

- To be able to direct students according to their learning styles, 

- Having the responsibility of making decisions in a drama class, 

- Creating a positive classroom atmosphere, 

- Planning time well, 

- Acting in drama, participating in roles with students etc. 

With the Reconstruction of Education Faculties Project conducted by the Council of Higher 

Education (YÖK) in 1998, drama was included in the curriculums of the pre-school and elementary 

school teacher training departments as an independent course. In 2007, it was started to be taught as a 

required course under the name of “Drama, Theatre and Improvisation and Theatre and Drama 

Applications” in the Foreign Language Teaching and Turkish Language Teaching departments. 

However, these courses were mostly taught in the form of theatre applications due to the shortage of 

instructors trained in drama/creative drama. As a result of this, it was observed that teachers did not 

give much place to drama techniques in their lessons. In the existing research (Kırbaşoğlu-Kılıç & 

Eyüp, 2013; Koç, 2013; Şahin, 2018; Tutuman, 2011; Yıldırım, 2008), it has been determined that 

teachers and pre-service teachers do not have a high level of self-efficacy for the use of the creative 

drama method, that they do not much prefer to use drama techniques, and that they have problems in 

planning drama lessons. In the study conducted by Aykaç and Ulubey (2008, p.40), it was determined 

that “the drama method is not used in an integrated manner in the activities used in elementary 

education, that the most preferred drama activities include the dramatization of a text, preparation of a 

theatre show, and asking students to make speech, that games are used in the warm-up section of the 

drama, that warm-up, dramatization and evaluation stages are not used in a holistic manner and that 

question-answer, discussion or research and inquiry activities are related to drama”. 

For creative drama to be effectively used in Turkish classes, Turkish teachers and pre-service 

Turkish teachers should not only know about creative drama and be competent enough to implement it 

in their classes but also find themselves successful in applying the creative drama method. To do so, 

their attitudes towards creative drama and self-efficacy perception of using creative drama should be 

high. Thus, it seems to be of great importance to determine pre-service teachers’ attitudes towards and 

self-efficacy perceptions of creative drama for them to use drama appropriately and effectively in their 

classes so that both their personal development and professional development can be fostered. When 

the relevant literature is reviewed, it is seen that there are studies investigating the pre-service 

teachers’ attitudes towards creative drama (Başçı and Gündoğdu, 2011; Doğan and Özberk, 2013) and 

their self-efficacy perceptions of using the creative drama method (Aksoy, 2019; Almaz, İşeri and 

Ünal, 2014; Kırbaşoğlu-Kılıç and Eyüp; 2013; Şahin and Yeşilyurt, 2014; Şahin, 2018; Ürün-Karahan, 

2017); yet, no study focusing on the determination of the relationship between the attitudes towards 

creative drama and self-efficacy perceptions of using creative drama has been found. Therefore, the 

data to be obtained from the evaluation of pre-service Turkish teachers’ attitudes towards and self-

efficacy perceptions of creative drama are believed to make some important contributions to the 

literature. In this regard, the purpose of the current study is to determine the relationship between the 
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creative drama-related attitudes and self-efficacy perceptions of pre-service Turkish teachers attending 

the Education Faculty of Muğla Sıtkı Koçman University (MSKU). To this end, answers to the 

following questions were sought: 

1. Is there a significant relationship between the pre-service Turkish teachers’ attitudes 

towards the creative drama method and their self-efficacy perceptions of using this 

method? 

2. Do the pre-service Turkish teachers’ attitudes towards the creative drama method and their 

self-efficacy perceptions of using this method vary significantly depending on gender? 

3. Do the pre-service Turkish teachers’ attitudes towards the creative drama method and their 

self-efficacy perceptions of using this method vary significantly depending on grade level? 

4. Do the pre-service Turkish teachers’ attitudes towards the creative drama method and their 

self-efficacy perceptions of using this method vary significantly depending on whether 

having taken any training about creative drama other than the course of “Theatre and 

Drama Applications”? 

METHOD 

In this section, the research model, population and sample, data collection tools and statistical 

techniques used in the analysis of the collected data are presented.   

Research Model 

In the current study, the relational survey model based on descriptive research was employed. 

The relational survey model is “a research model aiming to determine the existence and/or degree of 

covariance between two or more variables” (Karasar, 2005, p.81). As the current study aimed to 

determine the relationship between the pre-service Turkish teachers’ attitudes towards the creative 

drama method and their self-efficacy perceptions of using this method, it was designed in the 

relational survey model. 

Population-Sample  

The population of the study is comprised of 123 third-year and fourth-year students attending 

the Turkish Language Teaching Department in the Education Faculty of Muğla Sıtkı Koçman 

University in the fall term of the 2018-2019 academic year and having taken the course of “Theatre 

and Drama Applications”. Thinking that it would not be difficult to reach the students making up the 

population, all the population was taken as the sample of the study. However, only 106 of these 123 

students were available and thus the scales were administered to these 106 students and after the 

elimination of the scales incorrectly completed, the analyses were conducted on the data collected 

from a total of 84 pre-service Turkish teachers. The descriptive features of the participating pre-

service teachers are given in Table 1. 

Table 1. Descriptive features of the participating pre-service Turkish teachers  

Variable     Groups n   % 

Gender 
    Female 50 59.52 

    Male 34 40.48 

Grade level 
    3rd year 48 57.14 

    4th year 36 42.86 

Having taken any creative drama training other than 

the course of “Theatre and Drama Applications”   

    Yes 10 11.90 

    No 74 88.09 

 

As can be seen in Table 1, 50 (59.52%) of the 84 pre-service Turkish teachers are females and 

34 (40.48%) are males. Of the participating pre-service teachers, 48 (57.14%) are third-year students 
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and 36 (42.86%) are fourth-year students. While just 10 (11.90%) of the participants have taken any 

creative drama training other than the course of “Theatre and Drama Applications”, 74 (88.09%) have 

not taken such training. 

Data Collection Tools  

In the current study, the “Creative Drama Attitude Scale” and the “Scale of Self-Efficacy 

Perception of Using the Creative Drama Method” were used to determine the relationship between the 

pre-service Turkish teachers’ attitudes towards the creative drama method and their self-efficacy 

perceptions of using this method.  

The 45-item Creative Drama Attitude Scale developed by Okvuran (2000) consists of 30 

positive and 15 negative items.  The scale having three sub-dimensions called “General attitudes 

towards drama”, “Individuals’ attitudes towards themselves” and “Critical attitudes towards drama” 

can also be used as a uni-dimensional scale and a total score can be taken from the whole scale. The 

response options to the scale items prepared in the form of a Likert scale are “1-Strongly Agree”, “2-

Agree”, “3-Undecided”, “4-Disagree” and “5-Strongly Disagree”. The 15 negative items in the scale 

are reverse coded. The Cronbach Alpha reliability coefficient was calculated to be .88 for the first 

factor, .85 for the second factor, .78 for the third factor. In the current study, the Cronbach Alpha 

reliability coefficient for the whole scale was calculated to be .84. Considering the purpose of the 

current study, conducting an evaluation on the basis of the sub-dimensions of the scale was found to 

be unnecessary to determine the relationship between the pre-service Turkish teachers’ attitudes 

towards the creative drama method and their self-efficacy perceptions of using this method. The scale 

was evaluated holistically and the total scores taken from the whole scale were taken into 

consideration while analysing the attitudes of the pre-service teachers. 

The “Scale of Self-Efficacy Perception of Using the Creative Drama Method” was developed 

by Can and Cantürk-Günhan to determine teachers and pre-service teachers’ self-efficacy perceptions 

of using the creative drama method. The 47-item scale has 36 positive items and 11 negative items and 

the scale items are gathered under a single factor. The response options to the scale items prepared in 

the form of a Likert scale are: “1-Totally Disagree”, “2-A Little Agree”, “3-Moderately Agree”, “4-

Agree” and “5-Completely Agree”. Eleven items in the scale are reverse coded. The Cronbach Alpha 

reliability coefficient of the whole scale is .96 while it was found to be .84 in the current study. 

Data Analysis  

In the current study, the relationship between the pre-service Turkish teachers’ attitudes 

towards the creative drama method and their self-efficacy perceptions of using this method was tested 

with Pearson correlation coefficient. Descriptive statistics and independent samples t-test were used to 

determine whether the pre-service teachers’ attitudes towards the creative drama and their self-efficacy 

perceptions vary significantly depending on gender, grade level and whether having taken any creative 

drama training other than the course of “Theatre and Drama Applications”.  

FINDINGS 

In this section, findings related to the relationship between the pre-service Turkish teachers’ 

attitudes towards the creative drama method and their self-efficacy perceptions of using this method 

and whether the pre-service teachers’ attitudes and self-efficacy perceptions vary significantly 

depending on gender, grade level and whether having taken any creative drama training other than the 

course of “Theatre and Drama Applications” are presented. 

Table 2 shows the results of the correlation analysis conducted to determine the relationship 

between the pre-service Turkish teachers’ attitudes towards and self-efficacy perceptions of the 

creative drama method. 
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Table 2. The relationship between the pre-service Turkish teachers’ attitudes and self-efficacy 

perceptions  

  
Creative Drama 

Attitude Scale 

Scale of Self-Efficacy Perception of 

Using the Creative Drama Method 

Creative Drama Attitude 

Scale 

Pearson Correlation 1 .731 

Sig. (2-tailed)  .000 

N 84 84 

Scale of Self-Efficacy 

Perception of Using the 

Creative Drama Method 

Pearson Correlation .731 1 

Sig. (2-tailed) .000 .000 

N 84 84 

Low level correlation: 0.00-0.30 

Medium level correlation: 0.31-0.69 

High level correlation: 0.70-1.00 

Significance: p<.05 

 

As can be seen in Table 2, there is a positive, high and significant correlation between the pre-

service Turkish teachers’ attitudes towards the creative drama method and their self-efficacy 

perceptions of using this method (r=.731, p<.05). In light of this finding, it can be said that increasing 

attitudes towards the creative drama method result in an increase in the self-efficacy perceptions of 

using this method. 

Table 3. Results of the independent samples t-test conducted to determine whether the pre-

service Turkish teachers’ attitudes towards the creative drama method and their self-efficacy 

perceptions of using this method vary significantly depending on gender  

 Gender n  ss sd t p 

Creative Drama Attitude Scale 
Female 50 185.00 20.068 

82 1.672 .098 
Male 34 177.65 19.359 

Scale of Self-Efficacy Perception of Using 

the Creative Drama Method 

Female 50 201.04 21.458 
82 .536 .593 

Male 34 198.53 20.457 

 

As can be seen in Table 3, the mean creative drama attitude score of the female students 

(n=50) is 185.00 while that of the male students (n=34) is 177.65. On the other hand, the mean score 

taken by the female students taken from the scale of self-efficacy perception of using the creative 

drama method is 201.04 while that of the male students is 198.53. Thus both the mean attitude and 

self-efficacy perception scores of the female students are higher than those of the male students. The 

reason for the higher mean scores taken by the female students can be that the number of the female 

students (n=50) is higher than that of the male students (n=34).  

Independent samples t-test was conducted to determine whether the pre-service Turkish 

teachers’ attitudes towards the creative drama method and their self-efficacy perceptions of using this 

method vary significantly depending on gender. Although the mean attitude and self-efficacy 

perception scores of the female students are higher than those of the male students, this difference is 

not statistically significant (p=.098>.05 and p=.593>.05). 

Table 4. Results of the independent samples t-test conducted to determine whether the pre-

service Turkish teachers’ attitudes towards the creative drama method and their self-efficacy 

perceptions of using this method vary significantly depending on grade level  

 Grade level n  ss sd t p 

Creative Drama Attitude Scale 
3rd-year 48 183.80 21.103 

82 .946 .347 
4th-year 36 179.64 18.444 

Scale of Self-Efficacy Perception of 

Using the Creative Drama Method 

3rd-year 48 203.02 20.599 
82 1.525 .131 

4th-year 36 196.03 21.079 

 

As can be seen in Table 4, both the mean attitude score ( =183.80) and self-efficacy 

perception score ( =203.02) of the third-year students (n=48) are higher than those of the fourth-year 

students ( =179.64 and =196.03, respectively). The reason for this difference can be that the 

number of the third-year students (n=48) is higher than that of the fourth-year students. Although the 
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mean scores of the third-year students are higher than those of the fourth-year students; yet, this 

difference is not statistically significant (p=.347>.05 and p=.131>.05). 

Table 5. Results of the independent samples t-test conducted to determine whether the pre-

service Turkish teachers’ attitudes towards the creative drama method and their self-efficacy 

perceptions of using this method vary significantly depending on whether having taken any 

creative drama training other than the course of “Theatre and Drama Applications”  

 

Having taken 

creative drama 

training 

n  ss sd t p 

Creative Drama Attitude Scale 

Yes 10 195.40 13.235 
82 2.312 .023* 

No 74 180.22 20.133 

Scale of Self-Efficacy Perception 

of Using the Creative Drama 

Method 

Yes 10 209.60 16.748 
82 1.552 .125 

No 74 198.73 21.240 

*p<.05 

 

As can be seen in Table 5, the mean attitude score of the students having taken any creative 

drama training other than the course of “Theatre and Drama Applications” (n=10) is 195.40 and the 

mean attitude score of the students not having taken any creative drama training other than the course 

of “Theatre and Drama Applications” (n=74) is 180.22. On the other hand, the mean self-efficacy 

perception score of the students having taken any creative drama training was found to be 209.60 

while that of the students not having taken any creative drama training other than the course of 

“Theatre and Drama Applications” was found to be 198.73. Thus, both the mean attitude and self-

efficacy perception scores of the students having taken any creative drama training other than the 

course of “Theatre and Drama Applications” are higher than those of the students not having taken any 

creative drama training other than the course of “Theatre and Drama Applications”. The results of the 

independent samples t-test showed that the pre-service teachers’ attitudes towards the creative drama 

method vary significantly depending on whether having taken any creative drama training other than 

the course of “Theatre and Drama Applications” (p=.023<.05). However, the pre-service teachers’ 

self-efficacy perceptions of using the creative drama method were found to be not varying 

significantly depending on whether having taken any creative drama training other than the course of 

“Theatre and Drama Applications” (p=.125>.05). 

RESULTS, DISCUSSION AND SUGGESTIONS  

In the current study investigating the relationship between the pre-service Turkish teachers’ 

attitudes towards the creative drama method and their self-efficacy perceptions of using this method, 

the “Creative Drama Attitude Scale” and the “Scale of Self-Efficacy Perception of Using the Creative 

Drama Method” were administered to 84 pre-service Turkish teachers attending Muğla Sıtkı Koçman 

University.  

As a result of the current study, a positive, high and significant correlation was found between 

the pre-service Turkish teachers’ attitudes towards the creative drama method and their self-efficacy 

perceptions of using the creative drama method. This result shows that increasing attitudes towards the 

creative drama method result in an increase in the self-efficacy perceptions of using this method. 

Although there is no direct study addressing the relationship between pre-service Turkish teachers’ 

attitudes towards the creative drama method and their self-efficacy perceptions of using this method in 

the related literature, the results of the studies conducted on teachers and pre-service teachers from 

different branches also show a significant relationship between attitudes towards the creative drama 

method and self-efficacy perceptions. In the study conducted by Bulut and Sonkaya (2019) on the high 

school teachers working in different branches such as Turkish, English, religious culture and moral 

knowledge, informatics, physical education, social studies, mathematics and physics teachers, a 

positive, strong and significant correlation was found between their attitudes towards the creative 

drama method and their self-efficacy perceptions of using this method. Can-Akkoç (2019) also found 

a significant correlation between the pre-school teachers’ attitudes towards drama and their self-

efficacy perceptions of using drama. In the study conducted by Uzun (2016) with the participation of 
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elementary school teachers, a positive, low and significant correlation was found between the 

teachers’ attitudes towards creative drama and their self-efficacy perceptions of using the creative 

drama method. 

In the current study, the pre-service Turkish teachers’ attitudes towards the creative drama 

method and their self-efficacy perceptions of using this method were found to be not varying 

significantly depending on gender. When the related literature is examined, it is seen that while in 

some studies, teachers and pre-service teachers’ attitudes towards creative drama were found to be not 

varying significantly depending on gender (Can-Akkoç, 2019; Başçı and Gündoğdu, 2011; Doğan and 

Özberk, 2013; Saylan, 2019; Yıldırım, 2011), in some other studies, attitudes towards creative drama 

were found to be varying significantly depending on gender (Namdar and Kaya, 2019; Oğuz and 

Altun, 2011; Sonkaya and Bulut, 2011). When the research on teachers and pre-service teachers’ self-

efficacy perceptions of using the creative drama method is examined, it is seen that results similar to 

the result of the current study have been reported. In the study conducted by Şahin and Yeşilyurt 

(2014) to determine the pre-service Turkish teachers’ self-efficacy perceptions of using the drama 

method, it was found that gender is not a variable affecting the self-efficacy perception of using 

creative drama. In the study of Maden (2010), it was concluded that the Turkish teachers’ self-efficacy 

perceptions of using the creative drama method did not differ significantly according to the gender 

variable. Similarly, Aksoy (2019) concluded that pre-service English and Turkish teachers' self-

efficacy for using creative drama did not differ significantly by gender. Şahin (2018) also found that 

the pre-service elementary school and Turkish teachers’ perceptions of the drama method and their 

self-efficacy levels did no vary significantly depending on gender. On the other hand, contrary 

findings have been reported by Almaz, İşeri and Ünal (2014), Aslan (2014), Bulut and Sonkaya 

(2019), Çetingöz (2012), Güler and Kandemir (2015), Ürün-Karahan (2017). In these studies, teachers 

and pre-service teachers’ self-efficacy perceptions of using creative drama were found to be varying 

significantly by gender. 

Another finding of the current study is that the pre-service Turkish teachers’ attitudes towards 

the creative drama method and their self-efficacy perceptions of using this method were found to be 

not varying significantly depending on grade level. Some of the studies separately addressing attitudes 

towards the creative drama method and their self-efficacy perceptions of using this method support 

these findings. In the study conducted by Yıldırım (2011) on pre-school pre-service teachers, the 

attitudes towards the creative drama course were found to be not varying significantly depending on 

grade level. Contrary to the findings of the current study, Doğan and Özberk (2013) found a 

significant difference between the pre-service Turkish teachers’ attitudes towards the course of theatre 

and drama applications in favour of the third-year students. When the studies focusing on the 

relationship between self-efficacy perceptions of using the creative drama method and grade level are 

examined, it is seen that the self-efficacy perception has generally been reported to be not varying 

significantly depending on grade level. Ürün-Karahan (2017) found that the pre-service Turkish 

teachers’ self-efficacy perceptions of using the drama method did not vary significantly depending on 

grade level. Similarly, Aksoy (2019) found that the pre-service English and Turkish teachers’ self-

efficacy perceptions of using the creative drama method did not vary significantly depending on grade 

level and Susar-Kırmızı and Saygı (2015) found that the pre-service elementary school teachers’ self-

efficacy perceptions of using creative drama did not vary significantly depending on grade level. Thus, 

these studies support the finding of the current study. Contrary to these studies, in the study conducted 

by Çetingöz (2012) and Çelik (2017) with the participation of the pre-service pre-school teachers, it 

was found that the pre-service teachers’ self-efficacy perceptions of using the drama method varied 

significantly depending on grade level. In the study conducted by Almaz, İşeri and Ünal (2014) 

reported that while the pre-service elementary school and social studies teachers’ self-efficacy 

perceptions of using the creative drama method varied significantly depending on grade level, the pre-

service science and Turkish teachers’ self-efficacy perceptions of using the creative drama method did 

not vary significantly depending on grade level. 

Another finding of the current study is that the pre-service Turkish teachers’ attitudes towards 

the creative drama method vary significantly depending on whether having taken any creative drama 

training other than the course of “Theatre and Drama Applications” in favour of those having taken 
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such training. Similarly, Saylan (2019) found that the Turkish teachers’ attitudes towards the effects of 

creative drama varied significantly depending on whether having taken drama training in favour of the 

teachers having taken drama training.  In the study conducted by Altıntaş and Kaya (2012), it was 

found that the pre-service science teachers’ attitudes towards teaching science and technology classes 

by using the drama method varied significantly in favour of the pre-service teachers having taken 

drama training.  However, Bulut and Sonkaya (2019) found that the teachers’ attitudes towards 

creative drama did not vary significantly depending on whether having creative drama training. In the 

study by Yıldırım (2011), the pre-service pre-school teachers’ attitudes towards the creative drama 

course were found to be not varying significantly depending on whether having taken drama training. 

As a result of the current study, the pre-service Turkish teachers’ self-efficacy perceptions of 

using the creative drama method were found to be not varying significantly depending on whether 

having taken any training other than the course of “Theatre and Drama Applications”. This can be 

because of the quality of the training taken by the pre-service teachers or their level of achievement in 

this training. Susar-Kırmızı and Saygı (2015) also reported that the pre-service elementary school 

teachers’ self-efficacy perceptions of using the drama method did not vary significantly depending on 

whether having taken workshop training. In fact, while a person having taken training on any subject 

is expected to be more successful in this subject, it is believed that being successful in any subject on 

which no training has been received is difficult. Thus, contrary to the finding of the current study, it is 

expected that self-efficacy is expected to be high on any subject on which some kind of training has 

been received. Parallel to this finding, Altıntaş and Kaya (2012), Bulut and Sonkaya (2019) and 

Çetingöz (2012) concluded that the teachers and pre-service teachers’ self-efficacy perceptions of 

using the creative drama method varied significantly in favour of those having taken drama training. 

According to the findings of the current study, there is a high, positive and significant 

correlation between the pre-service teachers’ attitudes towards the creative drama method and their 

self-efficacy perceptions of using the creative drama method and this shows that with increasing 

attitudes, self-efficacy perceptions also increase and accordingly it can be argued that attitudes towards 

the creative drama method and self-efficacy perceptions of using the drama method effect each other 

positively. The high level of attitude and self-efficacy related to a teaching method will increase the 

success in the application of that method. Teachers' adoption of drama as a method and their strong 

belief in using this method will enable them to use creative drama effectively in their lessons and 

develop themselves in this area. In this connection, it should be aimed to simultaneously develop the 

attitudes and self-efficacy of pre-service teachers studying at education faculties regarding creative 

drama. 

The attitudes of the pre-service teachers having taken any creative drama training other than 

the course of “Theatre and Drama Applications” towards the creative drama method were found to be 

significantly higher and this shows that the training they received on the creative drama method made 

them more willing to use creative drama in their classes. High attitude towards creative drama method 

will also contribute to the correct and effective application of this method. According to the results of 

the research conducted by Avcı-Aykaç and Metinnam (2019), teachers from different branches who 

participated in creative drama education stated that creative drama practices positively affected their 

professional development and their understanding of teaching. In addition, the teachers stated that they 

realized the role of creative drama on students' effective learning and they developed a student-

centred, constructivist learning approach in their teaching and learning conceptions. According to 

Akkocaoğlu-Çayır and Gökbulut (2015), creative drama helps teachers to recognize and trust 

themselves, to realize their skills, to develop positive opinions about the teaching profession and to 

develop positive attitudes towards the profession. In this regard, pre-service Turkish teachers should 

be encouraged to participate in creative drama training and to develop themselves in this field so that 

they can have more knowledge, skills and experience in using drama as a method.  

Creative drama is an effective method that improves students' social skills, communication 

skills, problem solving and creative thinking skills, contributes to the development of language skills 

such as listening, speaking, reading and writing, and also increases academic success. Teachers and 

pre-service teachers must have sufficient knowledge and skills in order to correctly and effectively 
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apply this method, which allows learning by doing and experiencing, and makes learning more 

permanent. In addition to having positive attitudes towards the creative drama method, it is also 

important for teachers and pre-service teachers to find themselves successful in applying this method. 

Therefore, in order for pre-service Turkish teachers to use drama correctly and effectively in terms of 

both personal and professional development, their attitudes towards creative drama and self-efficacy 

levels should be increased.  
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Abstract 

Testing-assessment is needed to determine whether the education process is successful or at what 

level. For this reason, it is of great importance to determine the achievement level of the students at the 

secondary level. The purpose of this study is to develop an achievement test consisting of multiple 

choice questions about ‘quadrilateral’ subject of secondary school students by using alternative 

assessment techniques. The study group of this research, which is a descriptive survey type, consists of 

372 secondary school students who are in the seventh grade in Aydın and Muğla during the 2018-2019 

academic year. In the study, ITEMAN, SPSS and JMETRIK programs were used based on Classical 

Test Theory and Material Testing Theory. The formed item pool was subjected to the appearance 

validity by five trainers, who are experts in that field. According to the experts’ opinions, it was 

decided that for the achievement test, 28 items were to be included in the test primarily. It was decided 

as a result of analysis of the data obtained from the students that an item with very low item-specificity 

index, four items that do not provide model data compliance in Rasch analysis  and two items 

identified to have item bias may be excluded from the test were excluded from the test. After these 

processes, the final testing tool consisted of 21 items and the average difficulty index of the test was 

.64; the discrimination index was calculated as .40. The Cronbach Alpha internal consistency 

coefficient of the final state was determined as .81. According to these results, it can be said that the 

achievement test has sufficient validity and reliability.  
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INTRODUCITON 

Geometry, a branch of mathematics, is a field of study that enables individuals to establish 

reasoning, problem solving, critical thinking and cause-effect relationship and to develop a high level 

of thinking skills as well as including many shapes and objects of knowledge, which also facilitates 

the understanding of the earth, direction and figure of the living world. Geometry has been included in 

the curriculum and educational programs since primary education because of the fact that it 

contributes to the students' critical thinking and problem solving skills, assists in teaching other 

subjects of mathematics, is an important part of mathematics used in daily life, is used in science and 

art, as well as helps students to better understand the world in which they live (Baykul, 2002).  

Geometry teaching, as many researchers (Baykul, 1999; Duatepe, 2000; Fujita and Jones, 

2007) emphasized, has been important not only to let the learners to comprehend the knowledge and 

relationships related to point, line, plane, planar shapes, space and spatial shapes, but also in terms of 

the development of spatial thinking and visual skills. Besides, it is stated that understanding the 

classification and properties of geometric shapes in geometry teaching contributes to the solution of 

problems related to real life and other fields of mathematics (testing, algebra and rational numbers) 

(NCTM, 2000). In this contex, in the mathematics curriculum of primary schools in Turkey, while 

recognition, naming, constructing, drawing, comparing and grouping activities of geometric objects 

and shapes are prioritized according to certain characteristics (MEB, 2013a); in the middle school 

mathematics curriculum, these figures are characterized by a small number of characteristic features 

and classifications (rectangles are rectangular parallellines etc.) (MEB, 2013b). Thus, while students 

are expected to recognize and understand the geometric shapes and properties in elementary 

mathematics curriculum, in secondary education mathematics curriculum, it is expected that they will 

form the relationships between these figures and classify the figures according to certain 

characteristics. However, students experience problems in understanding and classifying geometric 

concepts. 

The memorization of the features of the forms, the inadequate sample presentation (eg, giving 

the typical image only) cause them to create limited structures related to geometric concepts and 

therefore not to understand the concept. On the other hand, the hierarchical classification of 

quadrilaterals is seen as a field of study to promote the development of geometric thinking (Fujita and 

Jones, 2007). For example, the parallelogram is defined as a quadrilateral with opposite sides of the 

parallel. Since the opposite sides of the rhombus, square and rectangle are parallel to each other, these 

rectangles are parallel edges. Therefore, if a property is correct for the parallelogram, it is also true for 

rhombus, square, and rectangle. However, the results of many studies have shown that students 

experience some problems in the hierarchical order of the quadrilaterals (Monaghan, 2000; Toluk, 

Olkun and Durmus, 2002; Olkun and Aydogdu, 2003; Aktas, 2005; Erez and Yerushalmy, 2006; 

Pickreign, 2007; , 2007; Fujita and Jones, 2007; Akuysal, 2007; Ergün, 2010; Aktaş and Aktaş, 2011; 

Türnüklü, Alaylı and Akkaş, 2013). In a study conducted by Olkun and Aydoğdu (2003), it was 

determined that students see geometric shapes only separately and independently from each other. 

Similarly, Okazaki and Fujita (2007) found that many of the students had difficulties in perceiving the 

square as a special state of rectangular and rhombus, but were more successful in perceiving the 

rhombus as parallelogram. Again, it is stated that most students experience difficulties in this issue 

with thoughts such as the square is not a parallelogram because the parallelogram appears oblique 

(Erez and Yerushalmy, 2006; Okazaki and Fujita, 2007). Fujita and Jones (2007) state that students' 

opinions about whether a rhombus is a special parallelogram, for example, are simply not enough to 

control their images, and that the features of the figure should be mutually correlated. In fact, in order 

to establish these relations, students should decide not by taking the shape of the given quadrilateral 

into account, but by using the properties of this quadrilateral (edge, angle, etc.). This process is 

considered to be a useful activity in the development of geometric thought (Fujita, 2008; Fujita, 2012).  

Defining concepts in geometry is important for teaching. Although it is not approved by the 

researchers (De Villers, 1998; Tall and Vinner, 1981) that the definitions of the concepts are directly 

approved, according to Türnüklü, Alaylı and Akkaş (2013), it is also accepted that the definitions of 

concepts have important roles in the formation of concept image and problem solving situations.  
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According to Tall and Vinner (1981), students are able to filter out these definitions in their 

minds either the definitions of concepts are taught through direct narration, or the students are enabled 

to structure these definitions. These personally structured definitions may differ from formal 

definitions and these personal concept definitions may cause individuals to create their own concept 

images. According to Türnüklü, Alaylı and Akkaş kavrama (2013), the visual image contained by each 

geometric concept can be more prominent than the concept. In this context, typical (prototype) 

samples are the key factor. Each concept can have multiple prototypes. These prototypes are examples 

of some of the features included in the long feature list of the concept. These prototype shapes always 

have an effect on concept image (Fischbein, 1993; Hershkowitz, 1990). Fujita (2012), as a result of 

many researches, the definition of geometric shape and the family relationship in this figure has 

revealed that the properties can often lead to a contradiction. This contradiction leads to false 

perceptions and generalizations through conceptual perception from prototype form (Fujita, 2012; 

Fujita and Jones, 2006; Hershkowitz, 1990). For example, the definition of the parallelogram and the 

shape of the prototype are contradictory to the rectangle from the same family. It leads to false 

generalizations. In the case in this example, the perception that the parallelogram cannot be 

perpendicular develops (Türnüklü, Alaylı and Akkaş, 2013).  

As it can be understood from the literature, the knowledge that students learn in geometry is 

important for students to acquire reasoning, problem solving and critical thinking skills while they are 

creating solutions for many problems they will encounter in daily life. In this study, it was aimed to 

develop a quadratic hierarchy test. 

METHOD 

This research can be accepted as a basic research because it is to develop a scale to reveal the 

knowledge of the 7th grade students on quadrilaterals and their ability to make inferences based on 

this information. Before the decision to develop an achievement test for this study, existing tests were 

examined. However, in the existing tests, even though there are questions that address the hierarchy of 

quadrilateral under the title of Quadrangles and Quadrilateral, it was determined that there were only 

certain special quadrilaterals’ relationship such as square with rectangular or square with rhombus. In 

this study, since it is aimed to determine to what extent the students can see the relationships between 

all quadrilaterals, the test includes the items in which all quadrilaterals are related to each other. 

Process 

The test development process consists of preparation, implementation and reporting stages, 

and various steps are followed at this stages when the test development studies in educational 

researches are examined (Caliskan & Kaptan, 2009). In fact, in this research, the steps of  writing test 

items, piloting, validity, reliability and item analysis, which were also used by Burns et al. (1985) and 

Karslı and Ayas (2013) for test development studies, were followed and applied respectively. In this 

study, the following process was followed while developing the test. 

1. Determination of the purpose of the test: In the literature search, no test development 

studies have been observed on the hierarchy of quadrilaterals. Therefore, in order to determine 

the knowledge of the students about the definitions of the quadrilaterals, to determine the 

special cases of the quadrilaterals and to classify the quadrilateral hierarchical, developing an 

achievement test was aimed.  

2. Determining the subject: While the studies were examined, although there are studies 

conducted with the teacher candidates or students about the quadrilaterals, since there was no 

test development study for the hierarchy of quadrilaterals, the subject of the test was 

determined as rectangles.  

3. Determination of the properties that can be measured by the test: A table of 

statements containing the related learning outcomes and sub-learning outcomes were prepared 

and the items appropriate to the steps of Bloom Taxonomy were prepared.  
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4. Writing the items of the test: In order to determine how many items according to the 

determined learning outcomes and sub-learning outcomes will be written, the opinions of the 

mathematics teachers who are working in the primary school and field experts were taken. 

5. As a result of the expert opinions, the 33-item test consisting of 9 items from the recall 

step, 17 from the comprehension step and 7 from the application, was formed. 

6. Spelling and obtaining expert opinion: For the purpose of assessing the correctness 

and scientific accuracy of the prepared articles, the test was submitted to the opinion of the 

five trainers. In line with expert opinions, necessary corrections were carried out for 

deficiencies, errors and weakening of the scope validity, and 5 items have been removed by 

the experts and the total number of items has been decreased to 28.  

7. Implementation of the test: The test was administered to 372 students from a private 

school and four state schools in Aydın and Muğla, determined by random sampling method. 

8. Item analysis: The distinction and difficulty levels of items constituting the test were 

calculated using the following formulas through the scores of the upper group of students who 

gave the most accurate answers to the test and through the scores of the lower group formed 

from the students who gave the least correct answers.  

D =
DÜ−DA

NÜ ya da NA
       𝑃 =

𝐷Ü−𝐷𝐴

𝑁Ü+ 𝑁𝐴
 

 

D: Item discrimination index 

P: Item difficulty index 

𝐷Ü: Number of students correctly answering the item in the upper group 

𝐷𝐴: Number of students correctly answering the item in lower group 

𝑁Ü: Number of students in the upper group 

𝑁𝐴: Number of students in the lower group 

 

Study Group 

Within the scope of the aim of the researcher, it was aimed to reach 10 times more than the 

total number of items in the item pool within the provinces where the researchers are in the 2017-2018 

academic year. For this reason, 372 students who participated in the study voluntarily from the 

randomly selected schools in the mentioned provinces formed the study group of the research. The 

schools and distribution of students in the study group are given in Table 1. 

Table 1. Distribution of research sample 

             Schools 

Grade  

Level 

Atatürk 

Secondary 

School 

Efeler 

Secondary 

School 

Dr. Fevzi Mürüvet 

Uğuroğlu Secondary 

School 

Menteşe 

Secondary 

School 

Private 

School 
TOTAL 

Grade 7 (f) 43 83 135 31 80 372 

Grade 7  (%) 11,6 22,3 36,3 8,3 21,5 100 
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Data Collection Tools 

In the process of developing data collection tools, firstly a literature search on the subject of 

research has been done and studies which include students' knowledge about quadrilaterals are 

examined. Among the existing studies on quadrilaterals, it was observed that there is no test 

development study on the hierarchy of rectangles. Therefore, developing an achievement test was 

intended in order to determine the knowledge of students of 7th grade on rectangle definitions, to 

determine the special cases of the quadrilaterals and to classify the quadrilateral hierarchical 

information.  

During the process of preparing questions in the Quadrilateral Test, a related learning outcome 

in the area of Geometry and Measurement sub-learning area in the 7th Grade in the Curriculum of 

Mathematics Course in the Ministry of National Education was taken into consideration. It was 

thought that this learning outcome involves more than one behavior, and sub-gains were determined in 

order to measure a single behavior for some questions. For the main learning outcomes or sub-

outcomes, it was tried to determine how many questions will be written for the recall, understanding, 

practice, analysis, evaluation and synthesis steps, which consists the cognitive step of Bloom 

Taxonomy.  

Taking into account the learning outcomes and sub-learning outcomes, the number of 

questions to be written at the level of remembering, comprehension and application appropriate to 7th 

grade level was decided and 33 questions were written and a table was prepared. In the first instance 

of the test, there are 9 questions in the recall step, 17 in the comprehension step and 7 in the 

application step. In the test development studies in the literature, it is stated that the question root of 

the questions, the distractors in the question, the questions’ coverage of the learning outcomes, the 

behavior measured in the question and the adaptation of the behavior to be measured in the question 

should be consulted to the field experts (Webb, 1997). The test was submitted to the opinion of five 

educators in order to evaluate the correctness and scientific accuracy of the prepared items. In line 

with the expert opinions, the number of questions was reduced to 28 by making necessary corrections 

for deficiencies, errors and conditions that weaken the content validity. Following the completion of 

the necessary arrangements, the test was applied to 372 students who had completed their learning 

outcomes in quadrilaterals. 

Data Analysis 

After the application of the test within the scope of reliability analysis, the data were analyzed 

according to two different measurement theories. Analysis based on the Classical Test Theory was 

evaluated using Iteman and SPSS program; reliability analysis in terms of internal consistency was 

evaluated according to the results obtained from Cronbach Alpha and Dot Dual Series Correlation 

Analysis. The analysis carried out within the context of Item Response Theory were carried out with 

the help of Rasch analysis which is a special case of a parameter logistics model with jMetric program. 

According to the criteria proposed by Linacre (2002), the items to be included in the test and the items 

to be removed were determined with the help of unweighted and standardized compliance statistics. 

Within the scope of validity analysis, expert opinions were asked and they were asked to express their 

opinions about whether the scale developed from experts according to the table of specifications has 

got content validity. In this study, the scattering graph obtained from the Iteman program shows to 

which outcome each item belongs on the figure. In the evaluation of the results obtained from the 

Rasch analysis, the criteria determined for the unweighted and standardized compliance statistics 

defined by Linacre (2002) will be used. Acceptable values for the criteria to be used in the study are 

shown in Table 2. 
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Table 2. Acceptable Ranges of Compliance Statistics 

Criteria Interval Comment 

Incompatibility 

Criteria (WMS 

and IAS) 

> 2.0 
The item deflects the property of measurement and reduces the quality of the 

measurement. 

1.5 – 2.0 The item is insufficient, but not too pessimistic for the measurement process. 

0.5 – 1.5 The item very suitable for measuring. * 

< .50 The item is not enough for the measurement process but not too bad. 

Compliance 

Criteria 

(Std.WMS and 

Std.UMS) 

≥ 3 The data do not correspond to the model. 

2.0 – 2.9 Data cannot be predicted significantly. 

-1.9 – 1.9 The data are reasonably predictable.* 

≤ -2.0 The data can be estimated at very low levels. 

• Shows the ideal ranges. 

 

Table 2 shows that the ideal range for WMS and UMS values is between 0.50 and 1.50. 

Similarly, the ideal range for standardized WMS and UMS values is between -1,90 and 1,90. The 

columns WMS and Std.WMS show the weighted and standardized squared mean mismatch statistics, 

respectively. UMS and Std.UMS columns show the weighted and standardized squared mean non-

criterion statistics. 

FINDINGS 

Data from 372 students were first analyzed with Iteman program. The scatter plot of item 

discrimination indexes and item difficulty values for each of the 28 items in the test is shown in Figure 

1. 

 

Figure 1. Scattering Graph of the Items in the Test 

 

In Figure 1, the relationship between the points of the graphical items and the total score 

obtained from the whole of the test was formed according to the item discrimination index. While the 

item number is shown on itself, it was stated in the red numbering that the items belong to which 

learning outcomes or sub-learning outcomes. Whether these graphical items can be used shows which 

items will have the same or similar difficulty and discrimination while they measure the same 

outcome. This graph is used to determine the items in the test. When the graph is examined, it can be 

seen that the most difficult questions are item 10, item 20 and item 27 respectively; the easiest 

questions are item 2, item 12 and item 3. Since the test is intended to be composed of items with 

different difficulty and distinctiveness indices, no item was removed at this stage. The difficulty and 

discrimination values of the items in the 28-item test are shown in Table 3. 
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Table 3. Item Analysis Results 

Quest     ion 

Number 

Item Difficulty 

Index(p) 

Item  Discriminatin 

Index (r) 

Quest     ion 

Number 

Item Difficulty 

Index(p) 

Item  Discriminatin 

Index (r) 

1 .74 .50 15 .79 .51 

2 .82 .44 16 .47 .51 

3 .94 .34 17 .73 .50 

4 .69 .51 18 .52 .44 

5 .74 .46 19 .54 .46 

6 .67 .29 20 .26 .12 

7 .47 .51 21 .75 .42 

8 .72 .49 22 .50 .47 

9 .71 .52 23 .48 .29 

10 .15 .44 24 .64 .51 

11 .63 .61 25 .62 .43 

12 .81 .46 26 .51 .48 

13 .48 .48 27 .28 .45 

14 .70 .41 28 .34 .47 

 

When Table 3 is examined, it is seen that the difficulty values of the items in the test vary 

between .15 and .94 and accordingly, there are questions at all levels in the test. When the item 

discrimination index is examined, it is determined that the discriminant value is below the critical 

value (.20) only for item 20. It can be seen that the average difficulty index of the item analysis results 

was 0.60; and the discrimination index is calculated as 0.45. The KR21 coefficient determined as the 

reliability value of the test was found to be 0.82. In addition, the lowest score obtained from the whole 

test was 4.00 and the highest score was 28.00; it was also found that the coefficient of skewness for 

the whole test was -0.03 and the coefficient of curtosis was -0.86. According to the skewness and 

kurtosis coefficients, the scores obtained from the test showed normal distribution (Baykul and 

Güzeller, 2014). Besides, it was determined that the mean score of the test was 16.72 and its standard 

deviation was 5.68. Item statistics for the whole test are shown in Table 4. According to the skewness 

and kurtosis coefficients, the scores obtained from the test showed normal distribution (Baykul and 

Güzeller, 2014). Besides, it was determined that the mean score of the test was 16.72 and its standard 

deviation was 5.68. Material statistics for the whole test are shown in Table 4. 

Table 4. Item Statistics for the Complete Test 

Item Statistics Value 

Number of Articles  28 

Minimum  4,00 

Maximum  28,00 

Average  16,72 

Median  17,00 

Standard deviation  5,68 

Quarter opening  9,00 

Skewness -0,03 

Kurtosis -0,86 

KR21  0,802 

Gutman  0,855 

Beta value of Raju  0,851 

 

When Table 4 is examined, it is determined that the reliability coefficient obtained according 

to three different methods of 28-item test varies between .80 and .85 and therefore the results obtained 

from the test are reliable (Cronbach, 2004). In order to determine the degree to which the results 

obtained according to the classical test theory are consistent with the item response theory, the item 

statistics obtained with the jMetric program are shown in Table 5. 
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Table 5. MTK Based Item Statistics to the Items in the Scale 

Item Number Item Difficulty Std. Deviation Distinction index 

Item1 0,7446 0,4367 0,4342 

Item 2 0,8172 0,3870 0,3836 

Item 3 0,9355 0,2460 0,2986 

Item 4 0,6882 0,4639 0,4419 

Item 5 0,7392 0,4396 0,3949 

Item 6 0,6747 0,4691 0,2121 

Item 7 0,4731 0,4999 0,4418 

Item 8 0,7151 0,4520 0,4295 

Item 9 0,7124 0,4533 0,4625 

Item 10   0,1532 0,3607 0,3868 

Item 11 0,6344 0,4822 0,5474 

Item 12 0,8145 0,3892 0,3996 

Item 13 0,4812 0,5003 0,4114 

Item 14 0,6989 0,4593 0,3366 

Item 15 0,7903 0,4076 0,4547 

Item 16 0,4731 0,4999 0,4418 

Item 17 0,7312 0,4439 0,4400 

Item 18 0,5215 0,5002 0,3699 

Item 19 0,5430 0,4988 0,3911 

Item 20 0,2554 0,4367 0,0446 

Item 21 0,7527 0,4320 0,3585 

Item 22 0,5000 0,5007 0,3946 

Item 23 0,4758 0,5001 0,2021 

Item 24 0,6425 0,4799 0,4482 

Item 25 0,6210 0,4858 0,3533 

Item 26 0,5054 0,5006 0,4085 

Item 27 0,2849 0,4520 0,3793 

Item 28 0,3414 0,4748 0,3965 

 

When Table 5 is examined, it can be seen that item difficulty values varied between 0.15 and 

0.94 while discriminant indexes were found to vary between 0.04 and 0.55. According to this result, it 

was decided to subtract from the measurement tool because the discriminant index of item 20 in the 

test was too low and it did not have item validity. In addition, the reliability coefficients of the 27 

items included in the measurement tool with different reliability methods for each item are shown in 

Table 6. 

Table 6. Reliability Values of 27 Items in the Test 

Item number Guttman's lambda-2 Alpha coefficient 
Feldt-Gilmer 

coefficient 

Feldt-Brennan 

coefficient 

Raju's beta 

coefficient 

Item1 0,8536 0,8498 0,8517 0,8513 0,8498 

Item2 0,8551 0,8515 0,8532 0,8529 0,8515 

Item3 0,8572 0,8541 0,8554 0,8550 0,8541 

Item4 0,8535 0,8498 0,8516 0,8513 0,8498 

Item5 0,8548 0,8512 0,8529 0,8526 0,8512 

Item6 0,8599 0,8566 0,8581 0,8579 0,8566 

Item7 0,8535 0,8498 0,8516 0,8513 0,8498 

Item8 0,8537 0,8500 0,8518 0,8514 0,8500 

Item9 0,8526 0,8490 0,8507 0,8504 0,8490 

Item10   0,8555 0,8521 0,8538 0,8534 0,8521 

Item11 0,8500 0,8464 0,8480 0,8477 0,8464 

Item12 0,8549 0,8512 0,8530 0,8526 0,8512 

Item13 0,8547 0,8510 0,8528 0,8525 0,8510 

Item14 0,8563 0,8526 0,8544 0,8541 0,8526 

Item15 0,8531 0,8494 0,8512 0,8509 0,8494 

Item16 0,8534 0,8497 0,8514 0,8511 0,8497 

Item17 0,8533 0,8497 0,8515 0,8511 0,8497 

Item18 0,8556 0,8519 0,8537 0,8534 0,8519 

Item19 0,8548 0,8511 0,8529 0,8526 0,8511 
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Item21 0,8552 0,8519 0,8537 0,8533 0,8519 

Item22 0,8546 0,8510 0,8528 0,8525 0,8510 

Item23 0,8610 0,8579 0,8594 0,8592 0,8579 

Item24 0,8532 0,8495 0,8513 0,8509 0,8495 

Item25 0,8555 0,8520 0,8539 0,8535 0,8520 

Item26 0,8547 0,8510 0,8528 0,8525 0,8510 

Item27 0,8555 0,8519 0,8537 0,8534 0,8519 

Item28 0,8550 0,8516 0,8535 0,8531 0,8516 

 

When Table 6 is examined, it is seen that 27 items in the measurement instrument have a 

reliability coefficient of over .80 which is considered as critical with 5 different reliability 

determination methods (Cronbach, 1951). According to this result, it was determined that the items in 

the measurement instrument met the assumption of reliability in terms of internal consistency. The 

reliability coefficients calculated for the whole scale and the 95% confidence interval and standard 

error values for this value are shown in Table 7. 

Table 7. Results of the reliability analysis for the total of 27 items 

Method 
Coefficient Confidence           

interval lower limit 

Confidence interval 

upper limit 

  Standard  error 

Guttman's L2 0,8595 0,8380 0,8793 2,1185 

Coefficient Alpha 0,8560 0,8340 0,8763 2,1445 

Feldt-Gilmer 0,8577 0,8360 0,8777 2,1319 

Feldt-Brennan 0,8574 0,8356 0,8775 2,1341 

Raju's Beta 0,8560 0,8340 0,8763 2,1445 

 

When the Table 7 is examined, it is determined that the reliability coefficients determined by 

different methods for the whole scale consisting of 27 items vary between .856 and .859. According to 

this result, the results obtained from the measuring instrument are considered to be reliable. With the 

thought that it will not be sufficient to look only at the item difficulty and discrimination indices in the 

determination of the items in the scale, compatibility indices with transformed discriminant indices 

related to items were calculated by Rasch analysis from 1 parameter logistic models. In the Rasch 

analysis, the item statistics obtained according to the parameters determined as maximum number of 

iterations 150, convergence criterion 0.005 and endpoints criterion 0.3 are shown in Table 8. 

Table 8. Results of Rasch Analysis of Related to the Items in the Scale 

Item Number Difficulty Std. Error WMS Std. WMS UMS Std. UMS 

Item1 -0,73 0,13 0,90 -1,65 0,82 -1,21 

Item2 -1,22 0,15 0,93 -0,91 0,97 -0,10 

Item3 -2,56 0,22 0,94 -0,33 0,52 -1,29 

Item4 -0,36 0,13 0,95 -0,83 0,86 -1,17 

Item5 -0,71 0,13 0,97 -0,50 0,89 -0,70 

Item6 -0,28 0,13 1,20 3,39 1,56 4,08 

Item7 0,83 0,12 1,01 0,29 1,05 0,59 

Item8 -0,56 0,13 0,92 -1,30 1,26 1,75 

Item9 -0,55 0,13 0,88 -2,03 0,85 -1,06 

Item10   3,14 0,18 0,87 -1,09 2,06 3,40 

Item11 -0,09 0,12 0,81 -3,81 0,75 -2,48 

Item12 -1,25 0,15 0,93 -0,84 0,83 -0,81 

Item13 0,77 0,12 1,06 1,09 1,27 3,03 

Item14 -0,51 0,13 1,03 0,58 0,96 -0,24 

Item15 -1,14 0,15 0,84 -2,20 0,70 -1,69 

Item16 0,72 0,12 1,00 0,05 1,07 0,87 

Item17 -0,70 0,13 0,93 -1,12 0,80 -1,34 

Item18 0,55 0,12 1,07 1,31 1,08 0,93 

Item19 0,41 0,12 1,01 0,31 0,99 -0,10 

Item21 -0,91 0,14 0,98 -0,31 1,12 0,73 

Item22 0,60 0,12 1,06 1,26 1,13 1,49 

Item23 0,77 0,12 1,31 5,72 1,37 4,05 

Item24 -0,21 0,13 0,95 -0,95 0,89 -0,98 
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Item25 -0,05 0,13 1,07 1,27 1,04 0,40 

Item26 0,55 0,12 1,02 0,46 1,08 0,96 

Item27 1,93 0,14 1,02 0,24 1,20 1,55 

Item28 1,59 0,13 0,98 -0,30 1,20 1,86 

 

Unweighted Mean Square (UMS) and Weighted Mean Square (WMS) fit, which are shown in 

Table 8, are compliance statistics for fit statistics. From these values, WMS is accepted as the in fit 

criteria and UMS as the outfit criteria. When Table 8 is examined, it is seen that the scale consisting of 

27 items is suitable for the measurement process according to WMS and UMS values. In other words, 

the items in the test were found to be in the ideal range in terms of non-compliance measures. In 

addition, according to standardized UMS and WMS values, item 10, item 11 and item 23 do not meet 

the compliance criteria, in other words, it was determined that the items do not provide the model data 

compliance. According to this result, it was decided that 4 items in the test should be removed. 

Accordingly, for the items in the Quadrature test consisting of a total of 23 items, the bias analysis 

which is another method of determining the validity of the items in the scale was started. DIF analysis 

was performed to determine whether the items are biased. In the comparison of the bias of the items in 

the scale, the type of school where the students studied was determinant. As a result of the 

determination of the students from private schools as the focus group and public school students of as 

reference group, the results obtained by using the Mantel-Haenszel method on the basis of common 

odds ratio are shown in Table 9. 

Table 9. DIF Analysis Results 

Item No Chi-square p-value Valid N Effect size Class 

Item1 4,40 0,04 175 2,67 B- 

Item2 0,48 0,49 137 1,60 A 

Item3 0,20 0,66 42 0,00 A 

Item4 1,01 0,31 194 0,52 A 

Item5 0,12 0,73 154 0,81 A 

Item7 8,77 0,00 211 0,28 B+ 

Item8 0,27 0,61 194 1,35 A 

Item9 0,67 0,41 201 1,60 A 

Item12 0,53 0,47 125 0,59 A 

Item13 0,13 0,72 220 0,87 A 

Item14 4,93 0,03 192 0,27 B+ 

Item15 1,46 0,23 112 2,27 A 

Item16 0,18 0,67 220 1,15 A 

Item17 5,70 0,02 163 4,40 B- 

Item18 0,01 0,92 211 0,96 A 

Item19 3,00 0,08 201 2,24 A 

Item21 53,37 0,00 192 40,63 C- 

Item22 9,65 0,00 220 2,97 B- 

Item24 0,04 0,85 201 1,10 A 

Item25 10,45 0,00 201 3,31 B- 

Item26 4,03 0,04 220 0,45 B+ 

Item27 5,79 0,02 220 0,44 B+ 

Item28 58,84 0,00 220 0,04 C+ 

 

When Table 9 is examined, it was determined that all of the items other than item21 and 

item28 are negligible and have got insignificant level of item function. However, the item 

characteristic curves (Item Characteristic Curve) were used to determine whether the two items 

identified as high (C + or C-) biased were working in favor of a particular group of students from 

public and private schools or against the other group. The material characteristic curves of the items 

determined to show significant DMF are shown in Figure 2. 
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Figure 2. ICC Regarding Items Showing Significant Level of DMF 

 

When Figure 2 was examined, it was determined that when  the total scores taken are in the 

range of 2.50-20.00, item 21 is in favor of the public school students (C-) determined as the reference 

group. On the other hand, when the total scores taken from the test were within the range of 5,00-

25,00, it was determined that item 28 works in favor of the private school students determined as  the 

focus group (C +). According to this result, it was decided that both of the items in the test should be 

removed from the test (Koyuncu, Aksu and Kelecioğlu, 2018). After this process, the final version of 

the measurement tool was determined to include a total of 21 items. The test statistics obtained for the 

last version of the scale are shown in Table 10.  

Table 10. Item Statistics for Final Version of the Test 

Item Statistics Value 

Item Number 21 

Minimum 2,00 

Maximum 21,00 

Average 13,43 

Median 14,00 

Standart Deviation 4,60 

Quarter opening  7,00 

Skewness -0,26 

Kurtosis -0,89 

KR21 0,809 

Gutman L2 0,836 

Raju’s Beta Value 0,834 

 

When Table 10 is examined, it was determined that the reliability coefficient obtained 

according to the three different methods of the test item consisting of 21 items varied between .81 and 

.84 and therefore the results obtained from the test were reliable (Cronbach, 2004). When the results 

were examined as a whole, it was decided that the results obtained from a total of 21 items were valid 

and reliable. 

DISCUSSION, CONCLUSION AND RECOMMENDATIONS 

The purpose of the study is to develop an achievement test consisting of multiple choice 

questions which are valid and reliable in accordance with the learning outcomes of the quadrilaterals 

in order to determine the knowledge of the secondary school students about the definitions of the 

quadrilaterals, to determine the special cases of the quadrilaterals and to classify the quadrilaterals 

hierarchically. As it is known, multiple choice tests, which are used to measure student success, 

provide the opportunity to ask a large number of questions, and are among the most frequently used 



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

© 2020 INASED 

 

147 

measurement tools that are used today to poll all of the subjects learned in the courses in a short time 

(Kempa, 1986; Ogan Bekiroğlu, 2004). Multiple-choice tests provide with information about the 

errors students have and offers a wide range of questions about a subject or unit and the ability to 

measure and evaluate all knowledge. Besides, multiple choice tests are the most preferred 

measurement tool in measuring the success of students among the other measurement and evaluation 

tools in education. Achievement tests are passed through the standardized stages and tests which 

ensure the reliability and validity are provided (Narlı & Başer, 2008). 

As a result of analysis, it is understood that there are a certain amount of both very difficult 

and very easy items in the test used in the study. The average value obtained shows that the test is not 

too difficult and has got medium difficulty.  

The value of item discrimination, which determines the extent to which the items of the test 

are measured, is between +1 and -1. As this value approaches + 1, it is evaluated that the item 

measures the feature that the test aims to measure better, and that the closer to 0, the more the item is 

inadequate in measuring the property the test aims to measure. If the value of discrimination is minus, 

it is thought that the item measures another characteristic than the purpose (Kan, 2011). It was 

determined that the test used in this study consisted of 21 items and the average difficulty index of the 

test was .64; the discrimination index was .40. This result demonstrates that the discriminant of the test 

is sufficient. The Cronbach Alpha value, which was used to determine the reliability of the test 

prepared for quadrangles, was calculated as .82.  

The validity and reliability analysis of the developed test showed that the test was a valid and 

reliable test. Since difficulty and discrimination indices are at desired levels showed that the test can 

be used as an achievement test. Based on the findings of this study, the following recommendations 

were made: 

• This achievement test can be used by researchers who carry out relevant studies in order to 

determine the target and behavioral learning outcomes of the students. 

• Although it is determined that the achievement test has sufficient validity and reliability, it 

can be said that the test needs supportive studies. 

• It is believed that a test prepared in accordance with the acquisition of the curriculum will 

enable teachers to get information about his/her students’ readiness and misconceptions and to teach 

their lessons in more planned and efficient way.  
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Abstract 

The objective of this research is to evaluate the multicultural perceptions of teachers working in Hatay 

city in terms of various variables. The study was carried out in the descriptive survey model, and the 

population consists of teachers working in different schools in the city of Hatay during the 2017–2018 

academic year. The sample of the study comprises of a total 300 teachers, 136 male and 164 female, 

who were randomly selected. In the study, along with ‘Multiculturalism Perception Scale’ (MPS) 

composed of 25 items and developed by Ayaz (2016), “Personal Information Form”, which aims to 

determine the demographic characteristics of teachers, and which was developed by the researcher, 

were used.  Subsequently, for the identified sub-objectives; the arithmetic mean was used to specify 

the teachers' perceptions of multiculturalism; independent groups t-test to identify the relevance with 

gender variable and ANOVA were used to examine the relationship between age, branch and school 

type variables. Data was analysed using SPSS 21 and Mplus 7 programs. In order to examine teachers' 

multicultural perception levels in terms of various variables, t-test, one-way analysis of variance 

(ANOVA) tests were applied. In conclusion, it was discovered that teachers' perceptions of 

multiculturalism did not change statistically according to gender and age variables, but it was found 

that there was a statistically significant change according to branch and school type variables. A 

statistically significant difference between teachers' perceptions of multiculturalism was found only 

among preschool teachers and branch teachers. According to the school type variable, teachers' 

perceptions of multiculturalism differed significantly only between preschool and secondary school 

teachers. 
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INTRODUCTION 

During the transition from agricultural communities to industrial societies followed by the 

contemporary society where information is being processed, it can be considered that the past events 

of displacement of the great masses and the communities created with economic, social etc. purposes, 

made a significant contribution to the concept of multiculturalism. Through the history societies have 

been transiting from the local to the universal by virtue of their characteristics. According to Cirik 

(2008), the identification of norms for all segments of the society during the transition from local to 

the universal made it possible to recognize different cultures and intercultural communication. As a 

result, today’s national states can redefine and interpret the concept of citizenship within the 

framework of universal values.  

Linguistic, religious differences, belief origins, ethnic and racial variations and the 

heterogeneous structures of the society are the affecting factors of multiculturalism. The knowledge, 

skills and attitudes that should be developed in individuals of a multicultural society can be defined as: 

raising awareness about cultural differences, changing the culture-oriented perspective, adopting a 

society structure that respects the individual, criticizing the prejudices and perceiving discrimination 

as a crime against humanity. Teachers play the most important role in both transferring the knowledge, 

skills and attitudes expected to be gained by the individuals as identified above and in designing their 

educational activities. In this context, when a teacher develops an understanding of multiculturalism in 

a classroom where there are individuals possessing cultural differences, the educational objectives will 

be more easily achievable. Therefore teachers’ experiences regarding multicultural practices are 

considered important in order to increase the effectiveness of the education. Teachers in Turkey are in 

a position of educating students from different cultures as a result of continuing wars in neighbour 

countries in recent years. Their perceptions of multiculturalism were examined through the literature 

review and due to the low number of studies conducted in our country, it seems that there is a 

resistance against multicultural education (Asada, Swank, and Goldey, 2003; Marks and Smrekar 

2003; Demir, 2012).  

Multiculturalism is a concept that involves a lot of controversies and interesting conflicts of 

advocates and opponents, but it is also a vague concept. The reason of this is that it has different 

meanings in ideology and theory, politics and the social field (Emiroglu, 2016). Multiculturalism can 

be expressed by the combination of the time-space relationship of the various cultures of different 

communities. Different cultures in the same time-space plane in history have always communicated 

with each other. The history of humanity is a process in which different communities come into 

contact with each other, sometimes they fight, help or protect each other and change continuously 

(Celik, 2008). According to UNESCO (2004), the diversity of individuals in need of education will 

continue to increase as long as large mass displacements increase. According to Emiroglu (2016), the 

tendency towards the cultural convergence and cultural coalescence, which accelerated during the last 

century, continues to increase. In today's world, it is estimated that 600 languages are spoken in 184 

states and these states are composed of 5000 ethnicities. According to Kymlicka (1996), in the near 

future even homogeneous societies will, in a sense, be multicultural because there are a number of 

different associations and groups on the basis of class, gender, sexual orientation, religion, moral 

belief and political ideology.  

It has been observed that increased migration and remarkably decreasing welfare level of the 

societies are effective at the root of rising racism discourse in developed societies such as Europe and 

America, according to Emiroglu (2016). Considering that racism-based tragedies were the basis of the 

world's greatest suffering in the past, the multicultural consciousness that will be introduced to future 

generations will be a starting point for finding solutions to this problem. There may be two cases of 

multicultural policies that became the main topic of conversation.  The first case is the migration from 

the poor countries to the industrialized and richer countries after the Industrial Revolution; the other 

one is the struggle for survival during the Second World War and an intense social displacement of 

guest workers for the reconstruction of cities in the aftermath. These demographic movements and 

changes, which happened for economic reasons, brought with them some social problems.  
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According to Akman and Akman (2017), various ethnic identities and people with different 

language characteristics lived in Turkey, Anatolia in all stages of history. In recent years however, the 

large number of asylum seekers coming from especially conflicted regions, have generated the most 

important emigration in terms of its size.  The extent of this migration can be determined by the 

number of children of asylum seekers who need education. Hundreds of thousands of refugees to be 

included in the education system in Turkey has brought with it many problems in this area.  

As of 2017-2018 academic period, most of the children of asylum-seekers in Turkey have 

started to receive education alongside Turkish students in public schools. Especially among the 

students of two different cultures, one of the most important goals that should be achieved is to gain 

awareness of each other, understanding and respect. It is also crucial to meet the educational needs of 

students who are asylum seekers, effectively. From this point of view, it is considered that it would be 

beneficial to include all the differences in the educational practices prepared by the teachers.  

Multicultural education is defined as a paradigm aimed at creating equal educational 

opportunities for individuals belonging to various races, ethnicities and classes (Banks, Cookson, Gay, 

Hawley, Irvine, Nieto et al., 2001). Banks (2013) stated that multicultural education aims to enable 

individuals to see themselves from the perspective of other cultures, to get to know themselves better 

and to respect different cultures, to gain knowledge and skills about how individuals should behave in 

different ethnic groups (Gezer and Sahin, 2017). In developing students' perceptions of 

multiculturalism, both in school and in society; teachers, school administrators, society and families 

have an important role (Geel and Vedder, 2011; Swick, Boutte and Scoy, 1994; Gezer and Sahin, 

2017).  

From this point of view, it is important to examine the multicultural perceptions of teachers in 

terms of various variables working in different school types in the city of Hatay, which is one of the 

best examples of multiculturalism, known as the city of peace and tolerance from the past till today. 

Furthermore, this area is especially significant for it has not been studied before.  

In this study, it is intended to examine the multicultural perceptions of teachers working in the 

city of Hatay in terms of various variables and the answers to the following questions were sought:  

1. What are the teachers' perceptions of multiculturalism? 

2. Do the teacher's perceptions of multiculturalism differ significantly in terms of gender? 

3. Do teachers' perceptions of multiculturalism differ significantly by branch? 

4. Do teachers' perceptions of multiculturalism differ significantly according to age? 

5. Do teachers' perceptions of multiculturalism differ significantly according to school type? 

METHOD 

Research Model 

In this paper, the descriptive survey model, which is one of the quantitative research methods, 

was used to examine the change of teachers' perceptions of multiculturalism in terms of different 

variables. A survey model is a research approach that aims to present an existing situation as it exists 

(Karasar, 2006). The research population consists of 19784 teachers working in official schools in 

Hatay city during the academic year of 2017-2018. The sample of the study consists of 300 randomly 

chosen teachers who work in different school types in city of Hatay in 2017-2018 academic year. 

Descriptive statistics related to the sample of the study are given in Table 1. 
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Table 1 Descriptive Statistics of Teachers 

Variables Groups (N) (%) 

Gender 
Female  136 45.3 

Male  164 57.7 

Age 

Below 26  25 8.3 

26-30   47 15.7 

31-36  75 25 

Over 36   153 51 

Branch 

Preschool  41 13.7 

Class  87 29 

Branch   172 57.3 

 

School Type 

 

Preschool  41 13.7 

Primary school 89 29.7 

Secondary school 95 31.7 

High school 75 25 

 

Data Collection Tools  

Multiculturalism Perception Scale (MPS) 

 Multiculturalism Perception Scale was developed by Ayaz (2016). In order to create the 

Multiculturalism Perception Scale (MPS), which was prepared to determine prospective teachers' 

perceptions about multiculturalism and multicultural education, first the literature on multiculturalism 

and multicultural education was reviewed and the characteristics of multiculturalist consciousness 

were determined. The scales that are prepared for multiculturalism in Turkey and in the world were 

examined. In addition, a pool of items was created by listing the features required for multicultural 

education.  

Multiculturalism Perception Scale consists of 25 items. The scale was developed as a five-

point Likert type. Levels of agreement in the scale are: 1-Strongly Disagree (1.00-1.80), 2-Disagree 

(1.81-2.60), 3- Undecided (2.61-3.40), 4-Agree (3.41-4.20) and 5-Strongly agree (4.21-5.00). The 

validity and reliability analyses of the MPS were performed both by Ayaz (2016) and by the 

researcher of this study.  For the reliability of the scale, Ayaz (2016) calculated Cronbach's Alpha 

value and found to be .94. In this study however, Cronbach's Alpha value was found as .93. 

Accordingly, if the Cronbach's Alpha value is above .70, the scale is considered to be reliable. 

Confirmatory factor analysis was applied by Ayaz (2016) to determine the validity of the scale and 

found CFI, GFI and RMSEA values as 0.97, 0.85 and .076, respectively. When the fit index values of 

the scale were examined according to Table 2, the CFI compliance index was found to be ‘excellent’, 

the other fit index was found ‘acceptable’ and the compliance criteria also were found to be 

‘acceptable’. The results of confirmatory factor analysis conducted in this study are given in Table 2. 

Table 2 Confirmatory Factor Analysis Conclusions 

Index  Excellent Fit Criterion Acceptable Fit Criterion 
Research 

Finding 
Conclusion 

𝜒2/sd 0-3 3-5 1.92 Excellent Fit 

CFI .95 ≤ CFI ≤ 1.00 .90 ≤ CFI ≤ .95 .94 Good Fit 

TLI .95 ≤ CFI ≤ 1.00 .90 ≤ CFI ≤ .95 .93 Good Fit 

SRMR .00 ≤ SRMR ≤ .05 .05 ≤ SRMR ≤ .08 .05 Excellent Fit 

RMSEA .00 ≤ RMSEA ≤ .05 .05 ≤ RMSEA ≤ .10 .05 Excellent Fit 

 

When the fit indexes are examined, it can be seen that CFI, TLI values are above 0.90 and 

they are acceptable. As to 𝜒2/sd and SRMR indexes, they are found to be excellent. If the RMSEA 

index is below 0.05, it indicates very close model data compatibility, and if it is up to 0.08, it indicates 

an acceptable level, but for the models with RMSEA index equal to or greater than 10, it is considered 

a weak model data compliance therefore is not accepted (Browne and Cudeck, 1993). As it can be 

seen from the Table 2, the RMSEA index shows excellent fit.  
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The results of confirmatory factor analysis of MPS conducted in this study are given in 

Figure 1.  

 

Figure 1. Confirmatory factor analysis of MPS 

Data Analyses 

300 of the applied scale forms were evaluated and SPSS 21 statistical package program was 

used in the analysis of the data. Descriptive (frequency, percentage, arithmetic mean and standard 

deviation) statistics were generated to determine teachers' perceptions of multiculturalism. According 

to Buyukozturk (2010), descriptive statistics are analysis methods which describe the results of 

observations and summarize the current situation. In order to determine whether the tests to be used in 

the research were parametric or non-parametric, the MPS was tested for normality. In this context, the 

Skewness value was found to be between -1 to +1 and ‘-.536’. The Q-Q Plot is also shown in Figure 2. 

When the QQ Plot shape was examined, the data were found to be normal. As a result, parametric tests 

were preferred in the analysis of the data. 

 

Figure 2: The Q-Q Plot Shape for Normality Test of Multicultural Perception Scale 
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Scale total scores were used to test the teachers' perceptions of multiculturalism according to 

demographic variables. Independent Groups t-test was used in order to determine whether there was a 

significant difference according to gender in the total scores of MPS. According to the age and school 

type variables of the teachers, independent groups one-way analysis of variance (ANOVA) was 

conducted to determine whether there was a significant difference between the total scores of the 

MPS. Buyukozturk, Cokluk and Koklu (2009) stated that meaningful differences between the means 

of samples would not indicate a strong relationship between independent and dependent variables. In 

addition, the test results would not provide information about how much of the total variance observed 

in the scores of the dependent variable is related to the independent variable and for this purpose, to be 

able to comment on the issue, the eta-square (𝜂2) analysis, which is the effect size (width), could be 

used to determine how much of the variance in the test scores depends on the independent variable or 

the group variable. Therefore, eta-square calculation was performed for the test results with significant 

difference. Eta-square (𝜂2) can have a value between 0 and 1. In the eta-square statistic, .01, .06 and 

.14 are interpreted as small, medium and wide effect sizes, respectively (Green, Salkind and Akey, 

2000; Buyukozturk, 2010; Buyukozturk, Bokeoglu-Cokluk and Koklu, 2009).  

A statistically significant change in the teachers' perceptions of multiculturalism according to 

demographic characteristics was investigated at p<.05 significance level. The obtained results were 

converted into a table and reviewed.  In the interpretation of the findings, it was accepted that 

multiculturalism perception levels became positive as the mean score of the teachers' scores increased 

and the opinions became negative as the scores decreased. For this purpose, the total score obtained 

was divided by the number of items and scores of 1-5 for each teacher were obtained. In evaluating 

this score, the following score ranges based on the value (0.8) obtained by dividing the range between 

1 and 5 points (4) by the number of intervals (5) were taken into consideration. 1.00 - 1.80 (Strongly 

disagree), 1.81 - 2.60 (Disagree), 2.61 - 3.40 (Undecided), 3.41 - 4.20 (Agree), 4.21 - 5.0 (Strongly 

agree). Accordingly, the scores between 1 and 2.60 show negative opinions on the MPS, the 

ambivalence between 2.61 and 3.40, and the positive scores between 3.41 and 5.  

FINDINGS AND COMMENTS 

Investigation of Teachers' Multicultural Perception Levels  

Descriptive statistical values of the first sub-problem of the research are presented in Table 3. 

Arithmetic mean and standard deviation values are given in the descriptive statistics table. 

Table 3 The Mean of Teacher’s Multicultural Perceptions 

Variable N �̅� SD 

Multiculturalism Perceptions Total 300 4.21 .72 

 

As seen in Table 3, the teachers' multicultural perceptions’ total average score is (X̅=4.21) and 

the standard deviation is (SD = .72). Since this score falls within 4.21-5.00 range, it indicates that 

teachers' perceptions of multiculturalism are within the ‘Totally Agree’ range. 

Investigation of Multicultural Perceptions of Teachers by Gender Variable 

The results of independent groups t-test showing whether the teachers' perceptions of 

multiculturalism differ significantly according to gender are given in Table 4. 

Table 4 Independent T-Test Results by Gender Variable 

Score Type Gender N 𝐗 SD sd T p 

MPS  

Total 

Male 136 106.58 12.13 
298 1.38 .167 

Female 164 104.56 12.91 

*p<.05 
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According to Table 4, teachers' perceptions of multiculturalism were not statistically different 

in terms of gender variables (p>.05). In other words, male teachers' perceptions of multiculturalism are 

not statistically different from female teachers.  

Investigation of Multicultural Perceptions of Teachers by Branch Variables  

The results of the independent groups t-test showing whether the teachers' perceptions of 

multiculturalism differ significantly according to the branch variable are given in Table 5. 

Table 5 Independent Groups T-Test Results by Branch Variables 

Score 

Type 
Source of Variance Total Squares Mean Squares sd F p 𝜼𝟐 

Difference 

(Tukey HSD) 

MPS 

Total 

 

Between Groups 1301.410 650.705 2 

4.197 .016* .03 
Preschool (In 

favour of branch) 
Within Groups 46099.426 155.217 297 

Total 47400.837  299 

*p<.05 

 

When Table 5 is examined, it can be seen that teachers' perceptions of multiculturalism differ 

significantly according to the branch variable (p <.05). Also, in order to determine in which branch 

groups these significant differences were, Tukey HSD multiple comparison test was used.  As a result 

of the analysis, it was found that the difference was between branch and preschool, in favour of branch 

teachers. In order to determine the effect of this difference, η2statistic was calculated; it was identified 

as .03 and found to be low. According to this, it can be said that 3% of the variance in the multicultural 

perception scores of the teachers are related to the branch.  

Examination of Multicultural Perceptions of Teachers by Age Variable 

In order to test whether the teachers' perceptions of multiculturalism were significantly 

different or not, according to age variable, one-way analysis of variance (One Way ANOVA) was 

performed and the findings were given in Table 6. 

Table 6 ANOVA Results by Age Variable 

Score 

Type 

Source of 

Variance 
Total Squares Mean Squares sd F P 𝜼𝟐 

Difference 

(Tukey HSD) 

MPS Total 

 

Between Groups 204.318 68.106 3 

.427 .734 - - Within Groups 47196.519 159.448 296 

Total 47400.837  299 

*p<.05 

 

According to Table 6, teachers' perceptions of multiculturalism did not show a statistically 

significant difference according to age variable (p>.05).  

Examining the Quality of Working Life of Teachers by School Type Variable 

In order to test whether the teachers' perceptions of multiculturalism differ significantly 

according to school type variable, independent groups one way analysis of variance (ANOVA) applied 

and the results were shown in Table 7. In determining the effect size of this difference, 𝜂2 statistics 

were used and the effect size was found to be as low as .04. Accordingly, it can be stated that 4% of 

the variance in teachers' multicultural perception scores depends on the type of school. 
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Table 7 ANOVA Results by School Type Variable 

Score 

Type 

Source of 

Variance 
Total Squares Mean Squares sd F P 𝜼𝟐 

Difference 

(Tukey HSD) 

MPS 

Total 

 

Between Groups 1619.003 539.668 3 

3.489 .016* .04 

Preschool-Secondary 

School (in favour of 

secondary school) 

Within Groups 45781.833 154.668 296 

Total 47400.837  299 

*p<.05 

According to the results of the analysis in Table 7, it was determined that there was a 

statistically significant difference according to the school type variable [F(3−296)= 3.489, p< .05]. In 

order to determine the source of this difference, Tukey HSD multiple comparison test was used. As a 

result of the analysis, it was found that the difference was between secondary and preschool, in favour 

of secondary school teachers.  

CONCLUSION, DISCUSSION AND SUGGESTION 

In this study, the change in teachers' perceptions of multiculturalism in terms of gender, 

branch, age and type of school was investigated. Accordingly, the first sub-problem of the study, i.e. 

multiculturalism perception levels of teachers was examined. As a result of the research, teachers' 

perceptions of multiculturalism were found to be high. One of the reasons for this high average is 

because of the nature of the teaching profession; it is considered that the teachers had a pedagogical 

education which improved the awareness of multiculturalism in the process. Studies on teachers, 

teacher candidates and academicians in the literature support this case (Akman and Akman, 2017; 

Arsal and Akcaoglu, 2017; Aslan and Kozikoglu, 2017; Coban, Karaman and Dogan, 2010; Damgaci 

and Aydin, 2013; Demircioglu and Ozdemir, 2014; Kocak and Ozdemir, 2015). The results of this 

study are therefore consistent with the findings of the mentioned studies. The reason why teachers had 

a high score on multiculturalism perception is that people living in Hatay city where the scale was 

applied, have been known to have respect for multicultural structure of the society. Hatay hosts many 

different ethnic groups, religious rituals and spoken languages and because of these qualities, the city 

is called ‘cultural mosaic’ and ‘city of tolerance’ (Kaypak, 2010). According to Eginli and Isik (2012), 

with each community preserving all their cultural characteristics, living in a peaceful way socio-

economically within the framework of their own ethnic identity, Hatay differs from other multicultural 

cities with the same features. Although the cities on the Mediterranean coast are similar, people from 

different cultural backgrounds in Hatay continue to live in intertwined houses. In consequence of the 

culture of coexistence, Arabic and other languages are spoken as widely as Turkish, and this situation 

is becoming more and more a combination of differences. Historical sources also refer to the 

multicultural nature of Hatay. One of the most important reasons for the development of a tolerant and 

understanding environment is that Hatay shares its border with Christian, Muslim and Jewish cultures.  

In line with the second sub-problem of the study, the change of teachers' perceptions of 

multiculturalism in terms of gender variable was examined. As a result of the analysis, it was 

determined that teachers' perceptions of multiculturalism did not differ significantly according to 

gender variable. Similar results have been obtained from relevant researches including 

multiculturalism perceptions and attitudes of teachers, teacher candidates and academicians according 

to gender variable. In the previous studies examining the change of teachers' attitudes towards 

multicultural education according to gender variable, it was found that there is no significant 

difference between the gender and multicultural education attitude (Akman and Akman, 2017; Yazici, 

Basol and Toprak, 2009). When the studies outside of Turkey were analysed, similar results are 

obtained; e.g. the study by Verveat et al. (2018), revealed that between teachers working in secondary 

schools in Flanders, Belgium, there was not a significant difference according to the gender variable. 

In another study, Agirdag et al. (2016) examined the change in teachers’ level of understanding of 

multicultural education according to gender variable and found that teachers' level of understanding of 

multicultural education did not differ significantly according to gender variable. There are also studies 

which are not consistent with the results of this research. In this context, multicultural education and 

attitudes of teachers and prospective teachers were investigated according to the gender variable and 

the results were found to show a significant difference in favour of women (Arslan and Calmasur, 

2017; Erdogan, 2017, Kocak and Ozdemir, 2015; Tortop, 2014).  
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In line with the third sub-problem of the study, the change of teachers' perceptions of 

multiculturalism according to the branch variable was examined. In this context, it was determined 

that branch teachers' perceptions of multiculturalism were higher than preschool teachers. When 

previous researches aimed at teachers' perceptions and attitudes towards multiculturalism are 

examined, similar and different results are obtained. Aslan and Kozikoglu (2017) found that when 

branch and class teachers' attitudes of multicultural education compared, the results showed a 

significant difference in favour of branch teachers. However, most of the research done both 

domestically and outside of Turkey show that, multiculturalism perceptions of primary school teachers 

determined to be higher than those of other teachers (Arslan and Calmasur, 2017; Culpepper, 2003; 

Herron, Green, Russell and Southard, 1995). According to these results, it can be said that class 

teachers are more participatory in multicultural education practices than other teachers. Considering 

the potentiality of spending more time with the students coming from different cultural and socio-

economic levels, it is expected that classroom teachers will have higher multicultural education 

attitudes and perceptions. Different results obtained from this current work may originate from the 

socio-cultural structure of the teachers who were selected as sample and the schools in the province, 

and also the method applied. 

According to the fourth sub-problem of the study, the change in the multicultural perceptions 

of the teachers in terms of the age variable was examined. In this context, it was concluded that 

teachers' perceptions of multiculturalism did not differ according to their age. When the previous 

studies examining the change of the multicultural perceptions and attitudes of the teachers and 

teachers who are educated in pedagogical formation according to the age variable, it is seen that 

similar results are obtained. In related previous works examining the change in the multicultural 

perceptions and attitudes of both teachers, teacher candidates who are trained in pedagogical formation 

program and scholars according to age variables, similar results are obtained. Damgaci and Aydin 

(2013) found that academicians who contributed to the training of prospective teachers in education 

faculties had high level of attitudes towards multicultural education, and found that there was no 

significant difference in the attitudes of these academicians according to the age variables towards 

multicultural education. In other studies conducted on the teacher candidates who took the first steps 

to the profession by taking pedagogical formation education, it was seen that the attitude of teacher 

candidates towards multicultural education did not show a significant difference according to the age 

variable (Demircioglu and Ozdemir, 2014; Tortop, 2004). Similarly, it can be concluded that the 

multicultural education attitudes of the teachers’ working in various educational levels such as 

primary, secondary and high school do not show a significant difference in respect to the age variable 

(Arslan and Calmasur, 2017; Basarir, Sari and Cetin, 2014). When the studies outside of Turkey were 

examined, it was seen that age is not related to multicultural education (Case et al., 1989; Verveat et 

al., 2018). Considering the definitions of multicultural education, it was seen that teachers focused 

rather on the racial, ethnic, linguistic, religious, social, and status dimensions of multiculturalism, not 

the age (Agirdag et al., 2016). In this context, it is considered as an expected condition that the age 

variable does not affect the multiculturalist viewpoint of teachers, teacher candidates, administrators 

and academics as shown in the research conducted both in Turkey and abroad. 

According to the last sub-problem of the study, the change of teachers' perceptions of 

multiculturalism in terms of the type of school was investigated. In this context, the secondary school 

teachers' perceptions of multiculturalism were found to be higher than the teachers working in 

preschool. It was also discovered that the teachers' perceptions of multiculturalism were not different 

from each other in primary, secondary and high schools. In previous studies examining 

multiculturalism attitudes according to school type variable, preschool teachers were not selected as 

sample and the results of comparisons of other school types were found to be similar to the findings of 

the present study; for example, in Akman and Akman’s (2017) study conducted on the teachers’ 

attitudes and perceptions of multicultural education in different types of schools, it was concluded that 

teachers' attitudes and perceptions of multicultural education did not make a significant difference 

according to the type of school. Similarly, Arslan and Calmasur (2017) did not find a significant 

difference between primary and secondary school teachers' multicultural education attitudes. In a 

study which investigates the opinions of the directors who are an important dimension of education, it 

was determined that the perceptions changed in two ways in terms of the school type variable 
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(McCray, Wright and Beachum, 2004). Firstly, appertaining to the perceptions of directors, which 

varied according to the size of the schools, it was discovered that negative perceptions could occur 

rather in small schools and secondly, directors working in rural areas, where low income groups live in 

terms of socioeconomic status, tend to have negative perceptions towards multicultural education. 

There was no contradictory study as a result of literature review of this article where teachers' 

perceptions of multiculturalism are examined according to type of school.  

Suggestions 

The following suggestions can be made according to the findings and results obtained from 

the study: 

 This research is limited to teachers working in province of Hatay. In order to obtain 

general results, it is advisable to select the sample groups from different cities,school 

types and districts. 

 In this study, multicultural perceptions of teachers were analysed using a descriptive 

survey model within the scope of quantitative approach. In subsequent researches, mixed 

methods in which quantitative and qualitative research methods are used, can be applied. 

Structural equation model may be established instead of ANOVA and t-test in the same 

study.  

 In this paper, multiculturalism scores of teachers, with an age range of more than 36, 

were found to be low. For this reason, in-service training activities, seminars and panels 

for multicultural education may be given to teachers for the mentioned age range. These 

studies can be supported interactively with instructional materials such as sample lesson 

plans, EIN (Education Informatics Network) events, videos, and written materials 

covering cultural diversity, according to the type of school teachers.  

 In the research, the level of multicultural perception of branch teachers was found to be 

higher than that of classroom and preschool teachers. In this context, by organizing 

seminars and trips to schools where multicultural education is at the forefront, preschool 

and class teachers’ multicultural perception levels can be improved. In addition, the 

traditions of the students from different cultures in primary and preschool classes can be 

introduced to students in the classroom environment. 

REFERENCES 

Agirdag, O., Merry, M. S., & Van Houtte, M. (2016). Teachers’ understanding of multicultural 

education and the correlates of multicultural content integration in Flanders. Education and 

Urban Society, 48(6), 556–582. https://doi.org/10.1177/0013124514536610. 

Akman, Y. & Imamoglu Akman, G. (2017). The investigation of teachers’ multicultural education 

attitude according to the perception of social intelligence. Sakarya University Journal of 

Education, 7 (1), 34-48. DOI: 10.19126/suje.306954. 

Arsal, Z., Mumcu Arsal M. D. & Akcaoglu, M. O. (2017). Multicultural experiences, attidutes and 

beliefs of pre-service music teachers. Abant İzzet Baysal Üniversitesi Eğitim Fakültesi 

Dergisi, 17 (1), 17- 31.DOI: 10.17240/aibuefd.2017.17.28551-304618. 

Arslan, A. & Calmasur, H. (2017). Analysis of multiculturalism and democratic attitude of elementary 

and secondary grade teachers in the sense of various variables. Atatürk Üniversitesi Kazım 

Karabekir Eğitim Fakültesi Dergisi, (34), 90-109. Retrieved from 

http://dergipark.org.tr/ataunikkefd/issue/29687/297697. 



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

© 2020 INASED 

 

161 

Asada, H., Swank, E. & Goldey, G. T. (2003). The acceptance of a multicultural education among 

appalachian college students. Research in Higher Education. 44, 99-120. DOI: 

https://doi.org/10.1023/A:1021369629549. 

Aslan, M. & Kozikoglu, I. (2017). Teachers’ attitudes toward multicultural education: Sample of Van. 

Dicle Üniversitesi Ziya Gökalp Eğitim Fakültesi Dergisi, 31, 729-737. DOI: 

http://dx.doi.org/10.14582/DUZGEF.1829. 

Ayaz, M . (2016). Multiculturalism perception scale: Reliability and validity study. Elektronik Sosyal 

Bilimler Dergisi, 15 (57), 0-0. DOI: 10.17755/esosder.11595. 

Banks, J. A. (2013). An Introduction to Multicultural Education (5th Edition.).Pearson. London. 

United Kingdom. 

Banks, J. A., Cookson, P., Gay, G., Hawley, W. D., Irvine, J. J. & Nieto, S. (2001). “Diversity Within 

Unity: Essential Principles for Teaching and Learning in a Multicultural Society”,  

http://www.educ.washington.edu/coetestwebsite/pdf/DiversityUnity.pdf. 

Basarir, F., Sari, M. & Cetin A. (2014). Examination of teachers’ perceptions of multicultural 

education. Pegem Eğitim ve Öğretim Dergisi, 4(2), 91-110. DOI: 

10.14527/pegegog.2014.011. 

Browne, M. W. & Cudeck, R. (1993). Alternative ways of assessing model fit. In K. A. Bollen and S. 

Long (Eds.), Testing structural equation models (pp.131- 161). Newbury Park, CA: SAGE 

Publications. 

Bulut, C. & Basbay, A. (2015). Determination of teachers’ multicultural competence perceptions. 

Kastamonu Eğitim Dergisi, 23 (3), 957-978. Retrieved from 

http://dergipark.org.tr/kefdergi/issue/22598/241390. 

Buyukozturk, S. (2009). A handbook of data analysis for social studies. Ankara, Turkey: Pegem 

Publications.  

Buyukozturk, S., Bokeoglu, C. O. & Koklu, N. (2010). Statistics for social studies, Ankara, Turkey: 

Pegem Publications. 

Case, C. E., Greeley, A. M. & Fuchs, S. (1989). Social determinants of racial prejudice, Sociological 

Perspectives, 32(4), 469-483. 

Cirik, I. (2008). Multicultural education and its reflections. H. U. Journal of Education, 34 (34), 27-

40. Retrieved from http://dergipark.org.tr/hunefd/issue/7802/102246. 

Culpepper, K. P. (2003). Teacher perception of multiculturalism and the use of responsive 

pedagogy. (Doctoral dissertation). Available from ProQuest Dissertations and Theses 

database. (UMI No. 3126659). 

Celik, H. (2008). Multiculturalism and the appearance in Turkey. Uludağ Üniversitesi Fen-Edebiyat 

Fakültesi Sosyal Bilimler Dergisi, 9 (15), 319-332. Retrieved from 

http://dergipark.org.tr/sosbilder/issue/23135/247110. 

Coban, A. E., Karaman, N. G. & Dogan, T. (2010). Investigation of preservise teachers’ perspective 

on cultural diversity in terms of various demogrphic variables. Abant İzzet Baysal 

Üniversitesi Dergisi, 10(1). 125-131. Retrieved from 

http://dergipark.ulakbim.gov.tr/aibuefd/article/view/5000091447. 

http://dergipark.org.tr/hunefd/issue/7802/102246


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

© 2020 INASED 

162 

Damgaci, F. & Aydin, H. (2013). Attitudes of the academicians towards multicultural education. 

Elektronik Sosyal Bilimler Dergisi, 12 (45), 325-341. Retrieved from 

http://dergipark.org.tr/esosder/issue/6159/82799. 

Demir, S. (2012). Importance degree of multicultural education according to Erciyes University 

faculty members. International Periodical for the  

Languages, Literature and History of Turkish or Turkic, 7 (4), 1453- 

1475. DOI: 10.7827/TurkishStudies.3871. 

Demircioglu, E. & Ozdemir, M . (2014). Analysis of pedagogical formation students’ attitudes toward 

multicultural education. Ege Eğitim Dergisi, 15 (1), 211-232. DOI: 10.12984/eed.22924. 

Eginli, A. T. & Isik S. (2012). The rising sound of multiculturalism in Mediterranean : Antakya choir 

of civilizations, Çağdaş Yerel Yönetimler, 21(2), 49-67. 

Emiroglu, D. (2016). Avrupa Birliği’nin çokkültürlülük ile imtihanı. Dokuz Eylül Ünivesitesi İlahiyat 

Fakültesi Dergisi, (44), 91-121. DOI: 10.21054/deuifd.284948. 

Erdogan, I. (2017). Examination of theology faculty students’ perceptions of multiculturalism: Konya 

Province Sample. TİMAV. (34), Aralık, Konya, 131-137. 

Geel, M. V. & Vedder, P. (2011). The role of family obligations and school adjustment in explaining 

the immigrant paradox. J Youth Adolescence, 40, 187-196. DOI: 10.1007/s10964-009-9468-

y. 

Gezer, M. & Sahin I. (2017). An analysis of the relationships between attitudes towards multicultural 

education and cultural intelligence using the structural equation model. Doğu Coğrafya 

Dergisi. 22 (38), 173 138, DOI: 10.17295/ataunidcd.323139. 

Green, S., Salkind, N. & Akey, T. (2000). Using SPSS for Windows: Analysing and understanding 

data. New Jersey: Practice Hall. USA. 

Herron, K., Green, J., Russell, F. A., & Southard, M. (1995). Evaluation of multicultural education in 

schools from the teachers’ perspective. Annual Meeting of the American Educational 

Research Association. Retrieved from ERIC, ED384635. 

Karasar, N. (2006). Scientific research method. Ankara, Turkey: Nobel Academic Publications. 

Kaypak, S. (2014). Examination of Antakya in terms of urban identity. Mustafa Kemal Üniversitesi 

Sosyal Bilimler Enstitüsü Dergisi, 7 (14), 373-392. Retrieved from 

http://dergipark.org.tr/mkusbed/issue/19556/208658. 

Kocak, S. & Ozdemir, M. (2015). The role of cultural intelligence on the pre-service teachers’ attitude 

toward multi-cultural education. İlköğretim Online, 14 (4), 1352-1369. DOI: 

10.17051/io.2015.63742. 

Kymlicka, W. (1996). Multicultural Citizenship A Liberal Theory Of Minority Rights. Oxford 

Scholarship Online: November 2003 . DOI:10.1093/0198290918.001.0001 

Marks, M. J. & Smrekar, J. L. (2003). A dialogues in diversity: Taking the first steps. Annual Meeting 

of the Pennsylvania Association of Colleges and Teacher Educator. Grantville, PA.USA. 

McCray, C. R., Wright, J. V., & Beachum, F. D. (2004). An analysis of secondary school principals’ 

perceptions of multicultural education. Education, 125(1), 111–120. Retrieved from 

http://search.ebscohost.com/login.aspx?direct=true&db=a9h&AN=15068481&lang=tr&site=

eds-live. 



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

© 2020 INASED 

 

163 

Swick, K. J., Boutte, G. & Scoy, I. (1994). Multicultural learning through family involvement. 

Dimensions, 22 (4), 17-21. https://eric.ed.gov/?id=EJ488475 adresinden erişildi. 

Tortop, H. S. (2014). Attitudes of candidate teachers towards multicultural and gifted education. Üstün 

Yetenekliler Eğitimi ve Araştırmaları Dergisi (UYAD), 2(2), 16-26. 

UNESCO, (2004). Changing teaching practices: Using curriculum differentiation to respond to 

students’ diversity. Paris. France:UNESCO. 

Vervaet, R., Van Houtte, M., & Stevens, P. A. J. (2018). Multicultural teaching in Flemish secondary 

schools: The role of ethnic school composition, track, and teachers’ ethnic prejudice. 

Education and Urban Society, 50(3), 274–299. https://doi.org/10.1177/0013124517704290. 

Yazici, S., Basol, G. & Toprak, G. (2009). Teachers’ attitudes toward multicultural education: A study 

of Reliability and validity. H. U. Journal of Education, 37 (37), 229-242. Retrieved from 

http://dergipark.org.tr/hunefd/issue/7801/102240. 

 

 

  



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

© 2020 INASED 

164 

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

 

Tugba Somen
 i 

Kafkas University 

 

Meral Metin Goksu
 ii 

Kafkas University 

 

Abstract 

Current developments have led teachers to use different methods and techniques in their instruction 

processes. When it is considered that student-centred instruction methods and techniques are more 

effective, it is important to include methods and techniques that will make students more active and 

ensure their active participation in the instruction process. One of these techniques is educational 

games. The objective of this study is to obtain the views of social studies teachers about using 

educational games. This study used a qualitative approach. The study group consisted of 15 social 

studies teachers working in the secondary schools of Kars, Turkey. The data were collected with a 

semi-structured interview form prepared by the researchers. In order to explain the collected 

qualitative data and to determine the relationships, the explanatory and deductive codes that emerged 

during the analysis were used. Based on the data obtained, it was found out that the social studies 

teachers thought that educational games were a technique which provided a more permanent learning 

environment with fun. It was also determined that the social studies teachers believed that educational 

games should be entertaining, instructive, and suitable for students’ levels and related to class topics 

and that using the educational game technique was beneficial for supporting the permanence of social 

studies instruction processes, active student participation, and strengthening the gained knowledge. 

Based on these results, the researchers recommended to improve educational games by deploying 

them in a more effective manner and including them more frequently.   
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INTRODUCTION 

Within education approaches that are constantly changing and developing, in addition to 

active student participation, the permanence of an activity and the development of skills, such as 

completing an activity, group participation, cooperating, taking responsibility, following orders, 

communication, problem solving, and empathy, are important. One of the techniques that can ensure 

active student participation in the instruction process is the educational game technique. 

The Educational Game technique can be defined as a tool which improves the self-expression 

skills of children, strengthens their connection to life through activities requiring the use of their 

physical and mental skills, reinforces their knowledge and affects their behaviour positively  (Mercer 

et al., 2017; Ozdenk, 2007; Schumann, 2004). 

A set of principles must be taken into consideration for the effective use of educational games. 

Educational games should (Gokalp, 2016; Mindivanlı Akdogan & Bilgili, 2016; Yildizlar, 2013): 

 Have the qualities to serve the acquisitions of the course. 

 Be suitable for the age, gender and general moral principles of students.  

 Be applicable in classroom environments. 

 Be organized and implemented according to the plan. 

 Be instructive, educational and fun for students. 

 Have the qualities to support the development of students in different fields. 

 Have materials prepared in advance if required. 

 Have rules. 

 Not take too much time. 

 Be interesting for students and encourage participation. 

There have been many studies on the use of the educational game technique in the teaching 

process. In these studies, it was stated that the use of the technique in the teaching process established 

an interesting and attention-grabbing learning environment for students, had a positive effect on 

learning (Foster, 2004; Pollanen, Cater & Kang, 2015; Shi, 2003), developed students' skills towards 

different fields, improved their self-confidence and imagination, evoked positive emotions in children 

(Read, 2013, Yawker, 1999) and contributed to the development of social skills in students. 

Educational game is a technique which attracts the attention of students at different ages from 

pre-school to graduate level and facilitates learning by making the instruction process entertaining; it 

can therefore be used in various classes. One of the classes that is suitable to apply the educational 

game technique is social studies. Since this class has subjects from life itself, it is easy to organise 

educational games with some of these topics. Based on this fact, it is believed that presenting social 

studies teachers’ views about the educational game technique in detail will help explain the position of 

this technique in social studies teaching. 

Objective of the Study 

This study was conducted to identify the use of the educational game technique by social 

studies teachers in the instruction process. Accordingly, answers for the following topics were 

investigated: 

• Knowledge and awareness for the educational game technique 

• Self-sufficiency perception of the educational game technique 
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• Attitude towards the educational game technique 

• Views for the application of the educational game technique  

METHOD 

Model of the Study  

In this study which analyses the use of the educational game technique by social studies 

teachers in their instruction processes, qualitative methods were used where researchers actively 

participated to collect data in the natural classroom environment in a realistic and holistic manner 

which was either non-written or in oral form (Islamoglu, 2009; Robson, 2015; Yildirim & Simsek, 

2008). The pattern of this study is a phenomenological pattern focusing on the phenomenon which 

exists but about which we lack a deep and detailed understanding. The phenomenon can occur in an 

event, experience, perception, tendency, concept, and situation (Yildirim & Simsek, 2008, p. 72). In 

the study, the phenomenon on which detailed information is desired to be obtained is social studies 

teachers' perception of educational game.  

Study Group 

The study group of the study was formed according to the case study group technique based 

on the selection of the people and groups to be researched on the purposeful sampling that allows in-

depth study of the situations thought to have rich information (Islamoglu, 2009; Sonmez & 

Alacapinar, 2014). Information regarding social studies teachers as a study group are presented in the 

table below. 

Table 1 Study Group 

 

Gender 
Seniority 

Total 
0-5 years 6-10 years 11-15 years More than 16 years 

Female 3 2 1 1 7 

Male 1 1 3 3 8 

Total  4 3 4 4 15 

 

Among the social studies teachers, 7 were female and 8 were male. In terms of seniority, in 

the study group formed from social studies teachers, 4 were between 0-5, 3 were between 6-10, 4 were 

between 11-15 and 4 was above 16 years. 

Data Collection Tools and Data Analyses 

In order to be suitable for the objective of the study, the interview technique, which provides 

in-depth information about the research, was used by collecting the feelings and thoughts of the people 

subject to the study on a certain subject. (Buyukozturk et al., 2010; Sonmez & Alacapinar, 2014). The 

data were collected with a semi-structured interview form enabling individuals to freely react (Erkus, 

2009) and re-adjust questions when necessary (Sonmez & Alacapinar, 2014).  

The interview questions were prepared in an open, clear, and unguided way to uncover the 

emotions and opinions of the social studies teachers towards the educational game technique.  

Afterwards, the opinions of 2 experts regarding the content validity of the questions were 

referred to and necessary corrections were made accordingly. Additionally, a pilot study was 

conducted to determine the clarity and comprehensibility of the expressions and their suitability for the 

group to be interviewed. 2 Social Studies teachers working in two different secondary schools in Kars 

during the second semester of the 2017-2018 academic year participated in the pilot study. The 

teachers were asked to fill out a 13-question semi-structured draft interview form. After receiving 

feedback from the teachers, the semi-structured interview form was put into practice without making 
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any changes. The form consisted of a total of 13 questions with 8 open-ended and 5 close-ended 

(questions 3, 4, 6, 7 and 8) questions.  

The interview questions were categorized to identify the social studies teachers’ information 

and awareness about the educational game technique and their self-sufficiency perceptions and 

attitudes and to collect their views regarding the application of the technique. The sub-problems of this 

study formed the main categories of the interview questions. The interview questions and the main 

categories (sub-problems) are given in Table 2. 

Table 2 Interview questions and main categories 

Main Categories Interview Questions 

Knowledge and awareness about the educational game 

technique 

What does the educational game technique mean to you? 

What are the properties of educational game? 

Have you received any education on the educational game 

technique during your undergraduate education?  

Self-sufficiency perception of the educational game 

technique 

Do you think you are sufficient in the educational game 

technique?  

Is educational game technique education necessary during 

undergraduate education? 

What are the qualities that teachers should have for the 

educational game technique to be effective? 

Attitude towards the educational game technique 

Can the educational game technique be used in social studies 

course? 

Do you include the educational game technique in the 

teaching process?  

What are the benefits of the educational game technique in 

the teaching process? 

Views about the application of the educational game 

technique  

Which educational games do you use in the teaching 

process?  

Which factors do you consider when you are using the 

educational game technique in the teaching process? 

What type of problems do you experience in the teaching 

process when you use the educational game technique? 

What are your recommendations to achieve expected 

efficiency from the educational game technique in the 

teaching process? 

 

Approximately 15- and 20-minute interviews were conducted in the teachers’ rooms or in the 

deputy principal’s room. During the interviews, an appropriate atmosphere was created for the 

teachers to answer comfortably. The teachers’ answers during the interview were recorded with a 

recording device.  

The obtained data were transcribed and analysed. In the data analysis, the Descriptive 

Analysis method, which includes the frequent use of direct quotations, was used to reflect the views of 

the participants conspicuously (Yildirim & Simşek, 2008). After the application, the answers of the 

teacher candidates to the open-ended questions were examined by the researchers and an outside 

expert separately. 

In order to explain the collected qualitative data and to find the relationships, the explanatory 

and deductive codes that emerged during the analysis were used. For the reliability analysis of the 

study, the reliability formula suggested by Miles and Huberman (1994) was used. 

Reliability = Number of Agreements / (Total Number of Agreements + Disagreements).  

As a result of the calculation, the reliability of the study was calculated as 82%. Reliability 

calculations over 70% are considered to be reliable for a research (Miles and Huberman, 1994). This 

result obtained here was considered to be reliable for the research. The researchers tried to express 

common ideas on inconsistent data sections. 
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The codes and findings obtained in this study were presented without any comments and by 

direct quotations in way to be clear for readers. The teachers were coded as T1, T2, T3, T4... 

FINDINGS 

1. Social studies teachers’ perception of the educational game technique 

The social studies teachers’ perception of the educational game technique is presented in the 

table below. 

Table 3 Table for social studies teachers’ perception of the educational game technique 

Social studies teachers’ perceptionof educational games f 

Activity that ensures permanence  

(T1, T3, T4, T11, T15) 
5 

Learning with entertainment 

(T5, T8, T10, T13, T14) 
5 

Teaching with game 

(T2, T9, T10, T11) 
4 

Activity that develops talents 

(T3, T5, T6, T15) 
4 

Activity that contributes personal development 

(T5, T6, T15) 
3 

Activity that helps attract attention 

(T5, T12) 
2 

Activity that decreases learning time 

(T8, T15) 
2 

Other* 

(T2, T5, T7, T9, T11) 
7 

*: competition, game card, activity that provides new learning, activity that develops problem solving skills, 

activity that develops self-expression skills, drama, activity that ensures reinforcement. 

 

Social Studies teachers were asked what the educational game technique evoked to them. As 

seen from the table based on obtained answers, the social studies teachers mainly emphasised 

permanence, providing environment for learning with entertainment, and teaching with games. The 

examples of the social studies teachers’ views are presented below: 

“Educational games are played to increase permanence and effect of learning during class” 

(T1). 

“Educational games an activity that helps self- and skill development of an individual. 

Educational games are beneficial for solving problems, learning with entertainment and 

attracting attention” (T5). 

“Educational games and teaching or animating with game lead to permanence of curriculum 

and reinforcement of learning…” (T11). 

“Self-development and better skill use of individuals. Permanence of education with 

repetition. They enable longer learning duration to be shorter for students” (T15). 

2. Social studies teachers’ views about properties that educational games should have 

The social studies teachers’ views about the properties that should be in educational games are 

presented in the table below. 
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Table 4 Table for social studies teachers’ views about properties that educational games should 

have 

Properties of educational game f 

Relevant with topic 

(T1, T2, T4, T5, T6, T8, T10, T13, T15) 
9 

Being instructive 

(T2, T5, T8, T12, T14, T15) 
6 

Being entertaining 

(T1, T2, T3, T8, T14) 
5 

Suitable for students’ level 

(T5, T7, T10, T11, T15) 
5 

Economical in terms of time 

(T11, T13, T14) 
3 

Being related with life 

(T3, T7, T9) 
3 

Being attractive 

(T5, T12) 
2 

Ensuring class participation 

(T1, T15) 
2 

Being interesting 

(T3, T12) 
2 

Ensuring motivation 

(T9) 
1 

Enabling students’ self-expression 

(T2) 
1 

Enabling socialisation 

(T10) 
1 

Being simple 

(T8) 
1 

 

The social studies teachers were asked about the properties in educational games. According 

to the table based on the collected answers, the social studies teachers believed that educational games 

should be related to the topic, instructive, entertaining, and suitable for students’ level. The examples 

of the social studies teachers’ views are presented below: 

“Teach the topic to students, entertaining students while learning, students’ self-expression…” 

(T2). 

“Being related with life, being interesting, having entertainment elements…” (T3). 

 “Being simple, instructive, entertaining, suitable for topic…” (T8). 

“Suitable with class acquisitions and children’s age” (T10). 

3. Social studies teachers’ education on the educational game technique during 

undergraduate education 

The social studies teachers’ education on the educational game technique during 

undergraduate education are presented in the table below. 

Table 5 Table for social studies teachers’ education on the educational game technique 

Education Situation related to Educational Games  f 

Received 

(T1, T3, T4, T7, T9, T13) 
6 

Not received 

(T2, T5, T6, T8, T10, T11, T12, T14, T15) 
9 

 

The social studies teachers were asked whether they had education on the educational game 

technique during undergraduate education. When the table based on the collected answers was 
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analysed, it was seen that the majority of the social studies teachers did not receive education on the 

educational game technique. The examples of the social studies teachers’ views are presented below: 

“We talked about this subject in method and technique class rather than educational game 

class” (T1). 

“During my pedagogical formation education, I was informed about educational games in 

teaching method and principles class (T15). 

“Yes, I had social studies Teaching with Educational Games class” (T3). 

 “No, I didn’t have” (T5). 

4. Social studies teachers’ self-sufficiency for the educational game technique  

The social studies teachers’ views about self-sufficiency for the educational game technique 

used in the teaching process are presented in the table below. 

Table 6 Table for social studies teachers’ self-sufficiency for the educational game technique 

Self-sufficiency in the educational game technique f 

Sufficient 

(T3, T4, T5, T9, T13, T14) 
6 

Partially sufficient 

(T7, T8, T12, T15) 
4 

Insufficient 

(T1, T2, T6, T10, T11)  
5 

 

The social studies teachers were asked whether they found themselves proficient at the 

educational game technique. Based on these answers, although the number of the social studies 

teachers who consider themselves sufficient, partially sufficient and not sufficient are close to each 

other, most of the teachers consider themselves sufficient. The examples of the social studies teachers’ 

views are presented below: 

“I am not sufficient. I don’t have much time since we have limited time to teach the 

curriculum” (T1). 

“I am partially sufficient. I think I might have shortcomings” (T8). 

“I am not since I don’t have related education” (T11). 

“ I don’t see myself as sufficient” (T14). 

5. Social studies teachers’ views about the necessity of the educational game technique 

education during undergraduate education 

The social studies teachers’ views about the necessity of the educational game technique 

education during undergraduate education are presented in the table below. 

Table 7 Social studies teachers’ views about the necessity of the educational game technique 

education during undergraduate education 

Necessity of education for the educational game technique f 

Necessary  

(T1, T2, T3, T4, T5, T6, T7, T8, T9, T10, T11, T12, T13, T14, T15) 
15 

Not necessary  0 
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The social studies teachers were asked whether the educational game technique education was 

necessary during undergraduate education. Based on the table created with the obtained answers, all 

the social studies teachers expressed that they needed educational game technique education during 

undergraduate education. The examples of the social studies teachers’ views are presented below: 

“I think we need education. In this process, students’ level and physical condition of class are 

important” (T1). 

“Yes, it is necessary” (T3). 

1. Social studies teachers’ views about properties that teachers should have for 

the educational game technique to be effective 

The social studies teachers’ views about the properties that teachers should have for 

the educational game technique to be effective in the teaching process are given in the table 

below. 

Table 8 Social studies teachers’ views about properties that teachers should have for the 

educational game technique to be effective  

Properties teachers should have f 

Considering students’ level 

(T3, T8, T12, T15) 
4 

Good command of topic 

(T2, T11, T13) 
3 

Class control 

(T2, T14) 
2 

Knowing student 

(T11, T15) 
2 

Forming empathy 

(T3, T8) 
2 

Other* 

(T1, T2, T9, T14 ) 
4 

*: being leader, creative, guiding, occupational sufficiency.  

 

The social studies teachers were asked what properties teachers should have to effectively 

teach with educational games. The majority of the social studies teachers expressed that teachers 

should consider students’ level, have command of the topic, and ensure class control for effective 

educational games. The examples of the social studies teachers’ views are presented below: 

“Good command of topic, have creative ideas. At the same time, teacher should control the 

class during games” (T2). 

“Fit students’ level, form empathy” (T3). 

“Have command on topic, know students” (T11). 

“Class control and occupational competence” (T14). 

6. Views of social studies teachers about including the educational game technique in the 

teaching process 

All the social studies teachers expressed that the educational game technique could be used in 

the teaching process. The social studies teachers’ views about including the educational game 

technique are presented in the table below. 
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Table 9 Views of social studies teachers about including the educational game technique in the 

teaching process 

Reasons to include educational games in social studies course f 

Suitable for some topics 

T1, T2, T3, T6, T7, T11, T12, T13, T14, T15) 
10 

Concretising abstract concepts 

(T2, T11) 
2 

Improving problem solving skills 

(T6, T11) 
2 

Increasing efficiency 

(T3) 
1 

Ensuring reinforcement 

(T5).” 
1 

Ensuring permanence 

(T5).” 
1 

 

The social studies teachers were asked whether educational games should be included in the 

teaching process. All the social studies teachers expressed that educational games could be included in 

the class. The reason for that was that some topics in social studies course are suitable for using 

educational games. Other than that, they expressed the value of educational games for the 

concretisation of abstract topics and improving students’ problem-solving skills. The examples of the 

social studies teachers’ views are presented below: 

“It can be used in some social studies topics. Especially first age, natural resources of our 

country, population are more open to educational games. (T1).  

“Since social studies topics are suitable for educational games and there are lots of abstract 

concepts, I believe that it can be used. I believe that educational games will be benefited for 

teaching abstract concepts” (T2). 

“Yes, it can be used. I believe it can be beneficial for reinforcement. It makes information 

more permanent.” (T5). 

“It could be suitable for some topics. This way, abstract learning is concretised or problem-

solving skills to overcome future problems can be developed with educational games” (T11). 

7. Use of the educational game technique by social studies teachers in the teaching 

process 

All the social studies teachers expressed that they used the educational game technique in their 

teaching processes. The social studies teachers’ frequency on including the educational game 

technique are presented in the table below. 

Table 10 Social studies teachers’ frequency of including the educational game technique in the 

teaching process 

Frequency to include the educational game technique in social studies course f 

Sometimes 

(T1, T2, T4, T5, T6, T7, T8, T9, T10, T12, T13, T14, T15) 13 

Frequently 

(T3) 1 

Rarely 

(T11) 1 

 

The social studies teachers were asked about frequency to include the use of the educational 

game technique in the teaching process. The majority of the social studies teachers expressed that they 

sometimes used the educational game technique in their teaching processes. The examples of the 

social studies teachers’ views are presented below: 
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“I can sometimes use it. Children love puzzle games. We do these types of activities” (T1). 

“I can sometimes use it. But insufficient class hours and intense topics make educational 

games harder” (T2). 

“Actually, it changes based on currency of topic. Since social studies course is suitable and it 

is from life, we are frequently using.” (T3). 

“To be clear, I cannot use it that much due to insufficient class hours and intense curriculum. I 

rarely have educational games” (T11). 

8. Benefits of the educational game technique in the teaching process 

The social studies teachers’ views about the benefits of the use of the educational game 

technique in the teaching process are given in the table below.  

Table 11 Views of social studies teachers about the benefits of the educational game technique in 

the teaching process 

Benefits of the educational game technique in the teaching process f 

Permanent learning 

(T2, T3, T5, T9, T11, T12, T13, T14, T15) 
9 

Student participation 

(T2, T4, T10, T14, T15) 
5 

Reinforcement  

(T3, T5, T6, T11) 
4 

Learning with entertainment 

(T1, T3, T4) 
3 

Being interesting 

(T5, T8, T12) 
3 

Problem solving skills 

(T6, T11) 
2 

Motivation  

(T7, T14) 
2 

Instructive  

(T2, T10) 
2 

Discovering their own talents 

(T1, T11) 
2 

Moving away from rote learning 

(T2, T3) 
2 

Faster learning 

(T5, T15) 
2 

Other* 

(T3, T5, T6, T8, T11, T12, T13) 
8 

*: innovative perspective, relating events, time management, focusing, visual learning, cooperation, positive 

attitude, concretising 

 

The social studies teachers were asked about the benefits of including the educational game 

technique in the teaching process. As seen from the table, the majority of the social studies teachers 

expressed that the educational game technique ensured permanent learning, student participation, 

reinforcement, learning with entertainment, and being interesting. The examples of the social Studies 

teachers’ views are presented below: 

“Permanence, reinforces learning, adds innovation to students’ perspective, makes class 

entertaining, moves learning away from rote learning” (T3). 

“Reinforced knowledge, knowledge becomes permanent. It is interesting. Children can link 

events. Shortens learning durations and ensures faster learning” (T5). 

“Develops students’ problem solving and time management skills”(T6) 
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“It positively motivates children” (T7). 

9. Social studies teachers’ educational games used in the teaching process 

The social studies teachers’ educational games used in the teaching process are presented in 

the table below.  

Table 12 Social studies teachers’ educational games used in the teaching process 

Educational game types in teaching process f 

Animation 

(T2, T3, T12, T13, T14, T15) 
6 

Puzzle  

(T3, T6, T15) 
3 

Competition-based games  

(T2, T10, T15) 
3 

Who is she? 

(T1, T4, T15) 
3 

Tabu 

(T3, T15) 
2 

Concept matching games 

(T1, T6) 
2 

Card games 

(T13, T14) 
2 

Puzzle  

(T15) 
1 

Name-City (categories) 

(T14) 
1 

Chinese whispers 

(T10) 
1 

Word challenge 

(T10) 
1 

Wheel of fortune 

(T11) 
1 

What does it have? 

(T1) 
1 

Hot-cold 

(T1) 
1 

Computer games 

(T13) 
1 

 

The social studies teachers were asked which games they included most in the teaching 

process. The social studies teachers expressed that they used animation, puzzles, and competition-

based games. Additionally, Taboo, who am I, what does it have, hot-cold, and Chinese whispers were 

also used. The examples of the social studies teachers’ views are presented below: 

“Concept matching, who am I, what does it have? game, hot-cold game” (T1). 

“Knowledge contest, Chinese whispers, word challenge” (T10). 

“Card games, animation games, name-city (categories) games” (T14). 

“Who am I? game, puzzle, tabu, contest games” (T15). 

10. Things considered when using the educational game technique in the teaching 

process. 

The social studies teachers’ views about the things considered in the educational game 

technique are presented in the table below.  
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Table 13 Things considered when using the educational game technique in the teaching process. 

Things considered when using the educational game technique f 

Time management 

(T2, T6, T8, T10, T12, T14, T15) 
7 

Ensuring class participation 

(T1, T2, T4, T6, T8) 
5 

Explaining rules 

(T1, T2, T13, T14, T15) 
5 

Assessment after process 

(T3, T9, T12, T15) 
4 

Staying within the scope 

(T10, T11, T12, T14) 
4 

Activating students 

(T3, T5) 
2 

Guiding 

(T3, T10) 
2 

Cooperation 

(T7) 
1 

 

The social studies teachers were asked what they cared about when including the educational 

game technique in the teaching process. As it can be seen from the table, the social studies teachers 

mainly considered the time allocated for game, class participation, explanation of game rules, 

assessment at the end of the process, and staying within the scope. The examples of the social studies 

teachers’ views are presented below: 

“I explain the rules of the game. I am careful about time management. I ensure active student 

participation” (T2). 

“I try to ensure class participation” (T4). 

“I link the game with the topic to stay within purpose. I use time carefully. I make assessment 

at the end of the game” (T12). 

“I explain the rules for a healthy game process. I try to use time effectively. I make assessment 

in the end” (T15). 

11. Problems Experienced During the use of the Educational Game Technique  

The social studies teachers’ views about the problems experienced during the use of the 

educational game technique are presented in the table below. 

Table 14 Social studies teachers’ problems when using the educational game technique 

Problems f 

Lack of class command 

(T1, T2, T3, T10, T14, T15) 
5 

Insufficient time 

(T9, T11, T12, T13) 
4 

Lack of students’ interest 

(T4, T8) 
2 

Straying from scope 

(T10, T14) 
2 

Fitting problem 

(T13, T15) 
2 

Insufficient physical conditions 

(T12, T13) 
2 

 

The social studies teachers were asked what problems they experienced when using the 

educational game technique. As seen from the table, the social studies teachers expressed problems 

with class command and insufficient time for educational games. Additionally, the teachers 

experienced problems such as lack of student interest, straying from scope, fitting problems between 



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

© 2020 INASED 

176 

group members, and insufficient class conditions. The examples of the social studies teachers’ views 

are presented below: 

“Time problems, problems between students in the same group, physical conditions and 

especially lack of technology” (T13). 

“If we lose the topic, we can stray from purpose, class command can be a problem.” (T14). 

“Some students do not want to participate since they are not interested.” (T4). 

“Straying from purpose as students are carried away, class command problems.” (T10).  

12. Recommendations to achieve desired efficiency from the educational game technique 

during the teaching process 

The recommendations of the social studies teachers to achieve the desired efficiency from the 

educational game technique are presented in the table below.  

Table 15 Recommendations of social studies teachers to achieve desired efficiency from the 

educational game technique during the teaching process 

Recommendations f 

Increasing class hours 

(T1, T2, T4, T5, T9, T11, T12, T13) 
8 

Lighter curriculum 

(T1, T2, T9, T12, T13) 
5 

Teachers’ education 

(T3, T6, T10) 
3 

Including games more 

(T5, T6) 
2 

Supporting cooperative learning 

(T7, T15) 
2 

Relevant game with topic 

(T7) 
1 

Adjustment of physical environment 

(T12) 
1 

Including educational games in book 

(T14) 
1 

Games suitable for students’ level 

(T15) 
1 

Ensuring class management 

(T15) 
1 

 

The social studies teachers were asked what kind of recommendations they could give to 

achieve efficiency in the educational game technique in the teaching process. As seen from the table, 

the majority of the social studies teachers recommended increasing class hours and following lighter 

curriculum. The examples of the social studies teachers’ views are presented below: 

“If we had a lighter curriculum, it would be great. We need to finish all the topics because of 

scholarship exams and LGS (High-school entrance exam). Since we have limited class hours, 

we are having problems to allocate time for educational games” (T1). 

“Our class hours should be increased. Physical environment should be designed in a suitable 

way. The curriculum needs to be lighter to fit students’ levels” (T12). 

“Educational game examples should be included in books” (T14). 

“Students’ levels should be considered. Class management should be ensured in games. We 

should try to prevent disorders. Students should gain cooperative learning. Students should 

help each other and act with cooperation and unity during game.” (T15). 



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

© 2020 INASED 

 

177 

RESULTS AND DISCUSSIONS 

In this study conducted to determine social studies teachers’ use of educational games during 

the teaching process, following results were found based on the obtained findings: 

1. Results and discussions about knowledge and awareness of social studies teachers 

regarding the educational game technique in the teaching process 

In the first sub-problem of this study, social studies teachers’ knowledge and awareness about 

the educational game technique in the teaching process were analysed. The first question for this sub-

problem was what the educational game technique expressed for them. The majority of the social 

studies teachers provided answers that met the content and benefits of the technique. Educational 

games were defined as games which reinforced the learned knowledge and repeated this knowledge in 

a more comfortable environment (Demirel, 2005), created pleasure and joy in children, developed 

love, respect, friendship and helping (Ya-pa seminar, 1991), and enabled children to learn with 

experience (Akandere, 2012). Accordingly, it can be stated that the social studies teachers had an 

awareness about the educational game technique. 

The second question for this sub-problem was what properties were needed for effective 

educational games. Sonmez (2010) expressed the properties of educational games as a) having 

properties to gain objectives, b) compliant with age and social rules, c) venue selection based on game 

properties, d) good timing, e) preventing harmful behaviours in students, and f) having both instructive 

and entertaining aspects. Additionally, it was stated that not being parallel to the curriculum caused 

students’ attention to stray from the topic (Altinbulak, Emir & Avci, 2006). In this sense, it is possible 

to say that the social studies teachers had knowledge and awareness about what properties were 

needed for effective educational games. 

The third question for this sub-problem was whether social studies teachers had educational 

game technique education during undergraduate education. The majority of the social studies teachers 

had education on the educational game technique during undergraduate education, although social 

studies “Teaching with Educational Games” class was usually an elective class in the certain 

departments of certain education faculties. Additionally, the educational game technique was included 

in teaching principle and methods class and special teaching methods class. The teachers expressed 

that they did not receive any education about the educational game technique because using this 

technique was not provided as a separate class and they did not therefore learn this technique in 

teaching principles and methods class or could not even remember this technique even if they had 

education about it.  

2. Results and discussions about self-awareness of social studies teachers about the 

educational game technique in the teaching process 

In the second sub-problem of this study, the purpose was to determine the self-sufficiency 

perception of social studies teachers regarding the educational game technique in their teaching 

processes.  

The first question in this sub-problem was whether social studies teachers found themselves 

sufficient in the educational game technique. It was found that the number of the social studies 

teachers with sufficient, partially sufficient, or insufficient ability with the educational game technique 

was similar. It is believed that reasons for the social studies teachers’ sufficient, partially sufficient, 

and insufficient views about the educational game technique were related to not having information 

for the educational game technique during their undergraduate education. Within this sub-problem, the 

social studies teachers were asked whether they needed education for the educational game technique 

in undergraduate education. All the teachers stated that they needed education for the educational 

game technique. Tortop & Ocak (2010) analysed class teachers’ views about the application of 

educational games and found that 56.3% of class teachers had sufficient knowledge and skill for 

education with games. Ozyurek & Cavus (2016) stated that teachers expressed that they were 
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sufficient to use games as a teaching method and needed knowledge to use this technique more 

effectively. Akcanca & Somen (2018) found that prospective Science and social studies teachers 

believed in the educational game technique-related classes they had taken during undergraduate 

education. It can be considered that, by providing educational game technique education during 

undergraduate education, prospective teachers can see themselves as more sufficient in this field.  

The social studies teachers were asked what teachers should do for educational games to be 

more effective in the teaching process. The social studies teachers expressed that teachers should 

consider students’ level, have a good command on subject, have class control, know students well, 

show empathy, and have occupational competence for the educational game technique to be more 

effective. Teachers’ creative ideas can increase educational game versatility in the teaching process. 

Pehlivan (1997) expressed that teachers’ watching education level and occupational streams were 

effective to develop information and that skills about games and occupational seniority could be 

effective for planning and executing game activities. Teachers can have certain roles in class to 

increase the effectiveness of the educational game technique. When using the educational game 

technique, teachers structure and organise games, act as a guide for students, serve as a referee when 

needed, and sustain games with order (Gozutok, 2000). Additionally, teachers must always control the 

game and show interest to the game (Demirel, 2015). In this sense, teachers should be guides to 

students in order to enjoy the process and ensure complete class participation in educational games.  

3. Results and discussions about attitudes of social studies teachers towards the 

educational game technique in the teaching process 

The third sub-problem of this study was to determine the attitudes of social studies teachers 

towards the educational technique application in the teaching process. Accordingly, the social studies 

teachers were asked whether the educational game technique could be used in social studies course. 

All the social studies teachers expressed that educational game technique could be used in the social 

studies teaching process. When the reasons were asked, the teachers expressed that some topics in 

social studies course were suitable for the educational game technique. Ozyurek & Cavus (2016) 

found that educational games should be used in teaching since these games ensure permanence and 

learning with entertainment and prevent students from getting bored. Social studies course has content 

from all aspects of life. For teachers to avoid teaching with traditional methods and to move away 

from rote learning, the educational game technique can be used in social studies course teaching. This 

way, teaching activities can be effective with various games (Pehlivan, 1997).  

The second question for this sub-problem was whether social studies teachers included the 

educational game technique in the teaching process. All the social studies teachers expressed that they 

used the educational game technique in the teaching process. It is clear that the most effective and 

permanent learning can be ensured with participation in the teaching process (Cetinkaya & Gulmez, 

2002). The educational game technique is an effective tool for students to be active in the teaching 

process. Additionally, using educational games in social studies teachers can reinforce and ensure 

permanence and concretise abstract concepts in the class.  Pehlivan (1997) stated that educational 

games could be used in concept and principle teaching. Kirbas & Koparan Girgin (2018) expressed 

that all teachers stated that the educational game technique enabled students to express themselves, 

take responsibility, communicate, socialise and teach abstract concepts and increase success and 

motivation. Similarly, Ozyurek & Cavus (2016) showed that teachers included educational games in 

the teaching process because these games ensured permanence, class participation, and decreased 

boredom. The majority of the social studies teachers expressed that they used the educational game 

technique as frequently as “sometimes”. The reasons for this were related to low class hours and the 

intense curriculum. Yet, using educational games in social studies course can greatly contribute to the 

realisation of class requirements. However, it is hard to find or design games that suit every topic in 

social studies course. However, there are games to reinforce, repeat, and correct incorrect learning in 

class (Yesilkaya, 2013).  

The last question for the third sub-problem was about the benefits of the educational game 

technique. The obtained findings show that there are benefits such as permanent learning, student 



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

© 2020 INASED 

 

179 

participation, reinforcement, entertaining learning environment, being interesting, improving students’ 

problem solving skills, motivation, instructive, self-realization of skills, less rote learning, shorter 

learning duration, concretization of abstract information, and development of cooperation between 

students. Different studies found similar results.  It is believed that using the educational game 

technique is related to the fact that it is interesting and entertaining (Acikgoz, 2002; Altinbulak, Emir 

& Avci, 2006; Altunay, 2004; Foster, 2004; Ozdemir, 2006; Ozyurek & Cavus, 2016; Pollanen, Cater 

& Kang, 2015; Senemoglu, Gomleksiz & Ustundag, 2001; Shi, 2003). It also ensures learning social 

rules and acting in a cooperative way (Akandere, 2012; Coban & Nacar, 2008; Gunes, 2015; Ozdemir, 

2006; Ozer, Gurkan & Ramazanoglu, 2006), students’ active class participation (Altinbulak, Emir & 

Avci, 2006; Altunay, 2004; Gunes, 2015; Romine, 2004), permanent learning (Altunay, 2004; 

Ozdemir, 2006; Ozyurek & Cavus, 2016), motivation (Acikgoz, 2002; Kaya & Elgun, 2015, Read, 

2013; Romine, 2004), learning with self-experience (Akandere, 2012), development of students’ skills 

(Karabacak, 1996; Kocyigit, Tugluk & Kok, 2007), and positive effect on learning (Acikgoz, 2002; 

Akandere, 2012; Altinbulak, Emir & Avci, 2006; Altunay, 2004; Kaya & Elgun, 2015; Senemoglu, 

Gomleksiz & Ustundag, 2001). When these gains are considered, it is believed that the educational 

game technique enabling students’ class participation in a comfortable environment and enjoyable 

manner should be included more in the teaching process. 

4.  Results and discussions about views of social studies teachers regarding the 

educational game technique in the teaching process 

The fourth sub-problem of this study was to determine the views of social studies teachers 

about the educational technique application in the teaching process. Accordingly, the social studies 

teachers were asked which games they included most in the teaching process. The social studies 

teachers expressed that they included games such as animation, puzzle, competition-based games, who 

am I, taboo and card games. Sonmez (2010) gave educational game examples as card games, puzzles, 

riddles, polarisation, what do you have, recognize object by hand, and find the match games. Gozutok 

(2000) expressed that competition-based games should be included in educational games to help 

students reach learning objectives. Kirbas & Koparan Girgin (2018) stated that teachers mainly used 

creative drama and games that developed attention, team games and word games. In this study, it can 

be seen that the teachers included similar games. Since these games keep children’ attention active and 

help them develop strategies, these games have a supportive effect on learning activities.  

The second question to the social studies teachers was what they cared about when including 

the educational game technique use in the teaching process. The majority of the social studies teachers 

expressed that they cared about effective time use, class participation, explanation of game rules, 

assessment at the end of the process, and not straying from purpose when using the educational game 

techniques. Kirbas & Koparan Girgin (2018) stated that, when current opportunities and students’ age 

level were considered, games that had affordable time and ensured participation should be selected. 

Ensuring participation when using the educational game technique can decrease class control problems 

and keep students active to create an entertaining learning environment. Class participation can be 

achieved by trying the game by teacher or voluntary students and sustaining this in turns (Kocyigit et 

al., 2007). Sel (1986) expressed that rules should be announced to students before the educational 

game. When rules are understood by every student, the educational game technique can be applied in a 

healthy manner. Assessment after the educational game technique is important to determine whether 

this technique serves the purpose. Guven & Ozerbas (2016) stated that discussion and evaluation could 

be beneficial for all students at the end of games based on purpose of the class and subject for 

feedback. Ilhan (2006) stated that assessment at the end of process should emphasize the game’s 

purpose. 

The third question to the social studies teachers concerned what problems they faced while 

using the educational game technique in the teaching process. The social studies teachers’ main 

problems were class control and lack of time. Sel (1986) expressed the main problem in the use of the 

educational game technique as discipline, especially with stopping or intervening in the game with 

discipline when there is problem. Kirbas & Koparan Girgin (2018) found problems such as teachers 

not enabling complete student participation and the negative impact of students’ physical or spiritual 
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properties on a game. Additionally, studies found problems such as crowded classes, insufficient 

material and activity environment, insufficient game time, and game’s entertainment precluding the 

educational value (Can & Cava, 2018; Can & Yildirim, 2017; Lim, Nonis & Hedberg, 2006; Tuzun, 

2007). It is believed that the basis for problems experienced during the application of the educational 

game technique are excessively hard or easy educational games, not having an entertainment element, 

not motivating students, unclear rules, not being interesting, and not providing interaction between 

students that require cooperation. To eliminate or minimize these problems, games should be planned 

and applied with care. 

The social studies teachers were asked for recommendations that they could give to achieve 

efficient educational games in the teaching process. The majority of the social studies teachers 

recommended to increase the hours of social studies courses and to create a lighter curriculum. Social 

studies teachers cannot allocate sufficient time to educational games due to intense curriculum and 

insufficient class time. Additionally, they recommended to educate teachers on the educational game 

technique and how to support cooperative learning. Gunes (2015) stated that, in order to effectively 

benefit from educational games, teachers needed serious preparation and should select games that 

matched class purpose and students’ levels. 

SUGGESTIONS 

1. It was found that the majority of the teachers did not have undergraduate education on the 

educational game technique. In this sense, in Social Studies Teaching departments, Social Studies 

Teaching with Educational Games could be an elective class. 

2. Educational game teaching techniques should be included in teaching principles and 

methods and special teaching methods classes. Prospective teachers should have opportunities to apply 

these techniques and thus gain more information and experience about these techniques.  

3. Within teaching application classes, prospective teachers in application schools should be 

asked to use the educational game technique that are different from traditional methods. 

4. Teachers should have in-service education on the educational game technique. 

5. To enable social studies teachers to include the educational game technique more in their 

teaching processes, social studies course curriculums should become lighter and weekly class hours 

should be increased. 

6. To include educational games in social studies courses in digital environments, the Ministry 

of National Education should design and offer digital educational games. 

7. When educational games that will be used in the teaching process are designed, game 

duration, physical conditions of the classroom, easy supply of materials, and matching students’ levels 

should be considered.  

8. If educational games attracts students’ attention, rules are clearly and openly set, and all 

students can participate, this can help minimize in-class problems. 
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Abstract 

The aim of this research is to identify the problems experienced by the classroom teachers who have 

Syrian students in their classes. This research was designed according to the survey model. The 

population of the research consisted of classroom teachers working in Nizip district of Gaziantep 

within 2019-2020 academic year. Criterion sampling, one of the purposeful sampling methods, was 

used to determine the sampling. The sampling of the study consisted of 361 classroom teachers 

working in Nizip district and having Syrian students enrolled in their classes. The data of the research 

were collected by a survey with 33 items that was prepared by the researchers and consisted of 

classroom management, communication, academic achievement, and family dimensions. The data 

collected within the scope of the research were analyzed using the SPSS program. Percentage, 

frequency, arithmetic mean and standard deviation calculations were made in the analysis of the data. 

In the classroom management dimension, teachers were identified to have problems due to the 

registering of Syrian students in the middle of the semester, enrolling of Syrian students in classes that 

did not comply with their development levels, and increase in their class sizes due to Syrian students. 

In the communication dimension, it was determined that Syrian students had a problem of 

understanding and being understood due to language differences, which was problem for teachers. In 

terms of academic success, teachers were found to experience problems due to the inability of Syrian 

students to internalize subjects as well as because of their absenteeism. In the family dimension, It was 

determined that teachers were not provided with adequate support due to the education levels of 

parents of Syrian students. In the light of the findings and results obtained, suggestions were 

developed for implementers and researchers. 
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INTRODUCTION 

Migration, which has become one of the most important problems of today, is defined as “the 

relocation of individuals or communities from one country to another country, from one settlement to 

another settlement for economic, social and political reasons; moving; migration; immigration” 

(Turkish Language Institution [TDK], 2020).  According to the glossary prepared by the International 

Organization for Migration (IOM), migration is "the relocation of a person or a group of people 

crossing an international border or within a state." Regardless of the duration, structure and cause, they 

are the population movements where people are relocated” (Glossary on Migration, 2020:35-36). 

Migration is an element that affects all areas of life. Migration, which cannot simply be defined as a 

movement of relocation, is an important event that can take place both inside and outside the country, 

affecting societies in terms of social, cultural, economic and political structures (Sayın, Usanmaz and 

Aslangiri, 2016:2). When we examine the definitions about migration, it is seen that the common point 

of all is an important event affecting the lives of people. 

With the introduction of the concept of immigration on the agenda, concepts such as 

immigrants, refugees, asylum seekers and providing temporary protection have been used 

interchangeably. There is no universally accepted definition of 'immigrant' on an international scale. 

The term immigrant is generally understood to cover all cases where the individual decides to 

immigrate without the interference of coercive external factors and with all his or her own free will 

due to 'personal suitability' reasons (Glossary on Migration, 2020: 37). According to this definition, 

everyone participating in the migration movement is considered as a migrant. According to the 1951 

Convention on the Legal Status of Refugees, the refugee is defined as “A person who is outside of the 

country where he / she is a citizen due to the fear of oppression based on his/her race, religion, 

nationality, membership to a social group and political views, and who does not want to benefit from 

the protection of the relevant country because of this fear” (Glossary on Migration, 2020:65). There is 

a legal dimension in the concept of refugee. It is possible to recognize individuals as refugees based on 

the decision of the country of residence and the United Nations High Commissioner for Refugees. 

Asylum-seeker is the person who seeks security in a country other than his own country in order to be 

protected from persecution or serious harm and waits for the result of his application for refugee status 

within the framework of relevant national or international documents. As a result of a negative 

decision, these people have to leave the country (Glossary on Migration, 2020: 74). Asylum-seekers 

are people who expect to obtain the refugee rights in their country of residence. The regulation, which 

was developed to provide temporary protection by the state without being subject to individual status 

determination process, is called “temporary protection” (Glossary on Migration, 2020:33).  

Turkey is the gateway to the Middle East due to its location. Turkey has been affected in 

various ways by the incidents that occurred in neighboring countries. Finally, with the spread of the 

Arab Spring, there have been internal conflicts in Syria. In Syria, where the civil war started, people 

found the cure in leaving their country and lands. The largest share of this migration wave affected 

Turkey. Turkey has social, historical, cultural and kinship ties with Syria, with which it has the longest 

land border. With the "open door" policy it has adopted, Turkey has been trying to cure the human 

tragedy experienced by the immigrants. Turkey has awarded the temporary protection right to the 

Syrians who have taken refuge in its borders.  

According to the data of the Directorate General of Migration Management (DGMM), 

256.971 Syrian foreigners were hosted in 26 temporary accommodation centers established in 10 

cities. However, due to the lack of the necessary trust and peace environment in the Syrian Arab 

Republic, the length of stay of Syrians under temporary protection has prolonged and an obligation to 

ensure social cohesion has emerged. For this reason, Syrians under temporary protection are 

encouraged to continue their lives outside temporary accommodation centers. As of July 2019, 

108,732 foreigners are hosted in 11 temporary accommodation centers in 8 provinces. In addition to 

the temporary accommodation centers, there are 3,514,016 Syrians living in 81 provinces of Turkey 

under temporary protection status. The city with the highest Syrian population after Istanbul is 

Gaziantep with 453.409 people. The table below contains data belonging to the Syrians under 

temporary protection (Directorate General of Migration Management [DGMM], 2020): 
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Table 1. Age and Gender Distribution of Syrians Under Temporary Protection (DGMM, 2020) 

Age Male Female Total 

TOTAL 1.927.069 1.658.140 3.585.209 

0-4 249.234 232.009 481.243 

5-9 267.520 251.610 519.130 

10-14 205.002 193.687 398.689 

15-18 141.520 119.999 261.519 

19-24 286.513 271.515 504.028 

25-29 210.570 153.625 364.195 

30-34 164.371 119.154 283.525 

35-39 121.425 95.759 217.184 

40-44 84.361 73.753 158.114 

45-49 57.480 55.597 113.077 

50-54 46.799 44.852 91.651 

55-59 33.514 33.473 66.987 

60-64 23.731 24.494 48.225 

65-69 15.391 19.546 34.937 

70-74 9.386 10.275 19.661 

75-79 4.771 5.826 10.597 

80-84 2.901 3.725 6.626 

85-89 1.542 1.976 3.518 

90+ 1.031 1.269 2.300 

 

Table 1 shows that there are 519,130 Syrian children who have reached the preschool and 

primary school age (5-9 years old). There are 1,179,338 children (5-18 years old) at schooling age. 

Education is a requirement for these children. The presence of 481,243 children in the age group of  0-

4 also means that new children will reach the school age every year. Syrian children in numbers 

greater than the total number of students in some European countries, have enrolled in the Turkish 

education system. This has brought up certain issues. It is also natural for children who enter the 

system without knowing the culture, life and language of the country to experience and cause various 

problems.  

The fact that the Syrians under temporary protection will not be leaving Turkey in the short 

term leads to the problem of how the children at the school age will adapt to the education system. 

Various methods have been tried to eliminate this problem. With the circular of the Ministry of 

National Education numbered 2014/21, a decision was taken to establish Temporary Education 

Centers. The purpose of the education given in these centers, which will be established with the 

approval of the governorship, is to ensure that the foreign students who have migrated to our country 

continue their education, and that they would not lose any years when they return to their countries or 

want to enroll in schools of all types and degrees under the Ministry (Ministry of National Education 

[MONE], 2014). According to 2017 data, while 223,049 students were enrolled in 318 temporary 

education centers in 21 provinces (General Directorate of Lifelong Learning [GDLL], 2018a), 

according to 2018 data, 108,604 students were taught in 215 temporary education centers (GDLL, 

2018b). According to these data, the number of students in temporary education centers has decreased 

gradually and students are enrolled in schools in the cities. In the 2019-2020 academic year, temporary 

education centers were completely closed and 684,919 Syrian students were included in the education 

system. The schooling rate is 63.29% (GDLL, 2020). Both the number of students included in the 

education system increased and the schooling rate of Syrians at school age inclined in years. This 

shows that a progress has been made to solve the problem of including Syrians at the school age in the 

education system. However, does the improvement in quantity ensure the same rate of improvement in 

quality? 

The immigrant problem is the problem of the whole world. It is a time-consuming process for 

immigrants to adapt to the country they migrate to. There are problems encountered in this process. As 

immigrants experience economic problems, school-age immigrant children are unable to benefit from 

the education system of the countries sufficiently. First and foremost, the language problem makes it 

difficult for children to adapt to the education system of the country they live in. According to Ereş 
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(2015), it is difficult for children to adapt to the host country because of the disadvantages experienced 

by immigrant families such as low education level, poverty, lack of social security, and cultural 

difference. 

According to the regular PISA results, migrant children experience educational problems due 

to reasons such as not knowing the language of the host country, receiving education in a language 

they do not know, adapting to social and cultural life, being unfamiliar with the education system of 

the host country (EuropeanUnion[EU], 2012). According to the report prepared by OECD, the 

academic performances of the first generation students who had migrated were lower than those of the 

others. Children, who were born in the migrated country, were in a relatively better condition. 

According to the report, immigrant children usually went to the same school and the rate of 

participation in pre-school education was 20% lower than others. The number of children at the age of 

15, who had to repeat the year, was 3.4 times higher than others (OECD, 2015).  

It is observed that the studies in this area in number with the migration of the Syrians to 

Turkey and inclusion of the school-age population in the Turkish education system. Seydi (2014) 

analyzed the policies of Turkey about the education of Syrian children; Duruel (2016) analyzed the 

education problem of Syrian refugees; Sezgin and Yolcu (2016) analyzed the state the social 

orientation and social acceptance of Syrian university students; Aykırı (2017) analyzed the views of 

classroom teachers on the educational status of Syrian students; Beyazova-Seçer (2017) analyzed the 

views of Syrian parents on the education of their children; Erdem (2017) analyzed the educational 

problems of classroom teachers about Syrian students and their suggestions for solution; Altunay-

Yılmaz (2018) analyzed the adaptation experiences of Syrian refugees; Bulut, Kanat-Soysal and 

Gülçiçek (2018) analyzed the problems faced by the Turkish teachers of Syrian students; Cırıt-

Karaağaç (2018) analyzed the educational problems of Syrian students in primary education; Demir 

and Okşar (2018) analyzed the problems faced by Syrian students in religious education; Kiremit, 

Akpınar and Tüfekci-Akcan (2018) analyzed the adaptation of Syrian students to school; Ozcan 

(2018) analyzed the education policy of Turkey towards the Syrian students; Alpaslan (2019) analyzed 

the views of social studies teachers on Syrian students; Çınar (2019) analyzed the education given in 

temporary education centers according to parents, students and teachers; Demirtaş (2019) analyzed the 

metaphors of classroom teachers for Syrian students; Ergen and Şahin (2019) analyzed the problems 

experienced by classroom teachers about the education of Syrian students; Güllüce (2019) compared 

the social skills and problem behaviors of resident children and Syrian children at pre-schools; Kaya-

Değer (2019) analyzed the socio-emotional adaptation skills of Syrian children at preschool age; 

Özenç and Saat (2019) analyzed the problems experienced by classroom teachers in education of 

Syrian students; Özgün (2019)analyzed the observations of primary school teachers on Syrian students 

in terms of adaptation to school and academic achievements; Yapıcı (2019) analyzed the temporary 

education centers in terms of Syrian teachers and parents; Savaşkan (2019) analyzed the requirements 

of and problems experienced by teachers in teaching Turkish to Syrian students; Alkalay (2020) 

analyzed the problems of Syrian students according to classroom teachers and primary school 

administrators as well as their suggestions for solutions; Kaya (2020) analyzed the problems 

experienced by classroom teachers, who have Syrian students in their classes, in classroom 

management.  

Looking at the past research, it is observed that various topics have been studied about Syrian 

students. However, the studies conducted generally focused on the problems and adaptations of the 

students and teachers. With the gradual closure of camps and temporary education centers, Syrian 

students spread across the country and enrolled in the schools. For this reason, the number of teachers 

with Syrian students in their classes has increased gradually. Classroom teachers constitute the group 

of teachers who spend the most time with Syrian students as they teach all subjects on a class basis. It 

is the classroom teachers who first teach them how to read and write in Turkish, mathematics and 

other subjects. Looking at the studies in the literature, it is observed that a small number of studies 

have been made on the problems experienced by the classroom teachers. Among these studies, the 

study of Özenç and Saat (2019) was carried out by the interview method with 20 classroom teachers. 

Erdem (2017) also conducted his study through interview and observation with 5 classroom teachers. 

Aykırı (2017) also interviewed 18 classroom teachers in his study. Ergen and Şahin (2019) conducted 
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a survey by administering a questionnaire to 160 classroom teachers. Kaya (2020), on the other hand, 

examined the problems experienced by classroom teachers only in terms of classroom management. In 

this context, in order to determine the problems experienced by the classroom teachers who have 

Syrian students in their class, it is necessary to reach a greater number of classroom teachers and to 

examine the problems experienced in many dimensions. The aim of this study is to identify the 

problems experienced by classroom teachers with Syrian students in their classes. To achieve this 

goal, answers to the following questions were sought: 

1. What are the problems that classroom teachers experience in the classroom management 

dimension? 

2. What are the problems that classroom teachers experience in the communication 

dimension? 

3. What are the problems that classroom teachers experience in academic achievement 

dimension? 

4. What are the problems that classroom teachers experience in the family dimension? 

It is believed that an important gap in the literature would be filled with the identification of 

the problems experienced by classroom teachers in four different dimensions. Moreover, the part of 

this study on developing the data collection tool is also different from other studies. In the research, a 

survey was developed with the aim of identifying the problems experienced by classroom teachers and 

reaching a lot of teachers. The survey items were created in line with the opinions of the classroom 

teachers. Three questions were asked to 20 class teachers to be responded in writing. As a result of the 

analysis of the data obtained, the most frequently mentioned problems were selected as the survey 

items.  

METHODOLOGY 

The methodology part provides information about the model, population, and sampling of the 

study as well as the data collection tools, their applications and analysis of the data.  

Research Model 

This study, which aims to identify the problems experienced by classroom teachers with 

Syrian students in their classes, is designed according to the survey model. According to Karasar 

(2003: 77), "survey models are research approaches that aim to describe a past or existing situation in 

the way that they are". The event, individual or object, which is the subject of the research, is tried to 

be defined in the way that it is within its own conditions. There is no attempt to change or affect them 

in any way". In this study, the problems experienced by the classroom teachers, who have Syrian 

students in their classes, were tried to be defined within their own conditions and in the way they were. 

Population and Sampling 

The population of the research consisted of classroom teachers working in Nizip district of 

Gaziantep within 2019-2020 academic year. This district was chosen due to the high number of Syrian 

students. Criterion sampling, one of the purposeful sampling methods, was used to determine the 

sampling. In this study, the criterion of “having Syrian students in the class” was used to determine the 

people to be included in the sampling. Hence, the primary schools, where Syrian students were 

intensively enrolled, were identified. In these schools, the classes, in which Syrian students were 

enrolled, were determined and the classroom teachers teaching these classes were included in the 

sampling. The sampling group, from which the data of the research was collected, consisted of 361 

classroom teachers who worked in Nizip district and had Syrian students in their classes.  
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Table 2. Personal Information of the Sampling Group (N=361) 

Personal Information f % Personal Information f % 

Gender 
Female 198 54,8 

Graduation 
Undergraduate 352 97,5 

Male 163 45,2 Graduate 9 2,5 

Age 

Between 22-30 134 37,1 

Seniority 

1-10 yeras 175 48,5 

Between 31-40 150 41,6 11-20 years 136 37,7 

41 and above 77 21,3 21 years and above 50 13,9 

Grade taught 

1st grade 86 23,8 

Syrian 

students 

Between 1-5 130 36 

2nd grade 89 24,7 Between 6-10 114 31,6 

3rd grade 107 29,6 Between 11-15 51 14,1 

4th grade 79 21,9 16 and above 66 18,3 

Classroom 

size 

Between  20-30 170 47,1     
  

Between 31- 40 149 41,3 

  
  

41 and above 42 11,6     
  

 

Table 2 shows that, among the teachers that constituted the sampling,  54.8% (198) were 

female and 45.2% (163) were male; 97.5% (352) had undergraduate degrees and 2.5% (9) had 

graduate degrees; 37.1% (134) were aged between 22-30, 41.6% (150) were aged between 31-40, 

21.3% (77) were aged 41 and over; 48.5% (175) had an experience of 1-10 years, 37.7% (136) had an 

experience of 11-20 years and 13.9% (50) had over 21 years of experience; 23.8% (86) was teaching 

1st grade, 24.7% (89) was teaching 2nd grade, 29.6% (107) was teaching 3rd grade and 21.9% (79) 

was teaching 4th grade; 47.1% (170) had classroom sizes between 20-30 students, 41.3% (149) had 

classroom sizes between 31-40 students and 11.6% (42) had classroom sizes of 41 or more students; 

36% (130) had 1-5 Syrian students, 31.6% (114) had 6-10 Syrian students, 14.1% (51) had 11-15 

Syrian students and 18.3% (66) had 16 or more Syrian studentsin their classes.  

Data Collection Tools 

The survey, which was developed by researchers, was used to identify the problems 

experienced by classroom teachers with Syrian students in their classes. The survey was developed in 

two stages. This method was used to increase the validity and reliability of the survey form. As a result 

of application of the final survey form and data analysis, it was observed that using this method in 

developing the survey provided quite efficient results. High level of participation was observed in 

almost all of the survey items. In the first stage, following the literature scan, three main problems that 

were frequently experienced by the teachers were identified. These problems were turned into open-

ended questions and 20 classroom teachers, who were identified through the purposeful sampling 

method and had Syrian students in their classes, were asked to respond to them in writing. The 

questions were as follows: 

1. What kind of problems do you encounter in classroom management? Please explain. 

2. What kind of problems do you encounter in terms of communication with Syrian students? 

Please explain. 

3. What kind of academic problems do you encounter with Syrian students? Please explain.  

The personal information of the 20 classroom teachers who answered the questions were 

presented in Table 3.  
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Table 3. Personal Information of Teachers Who Answered the Open-ended Questions 

Personal Information f % Personal Information f % 

Gender 
Female 8 40 

Graduation 
Undergraduate 20 100 

Male 12 60 Graduate 0 0 

Age 

Between 22-30 7 35 

Seniority 

1-10 yeras 8 40 

Between 31-40 8 40 11-20 years 8 40 

41 and above 5 25 21 years and above 4 20 

Grade 

taught 

1st grade 6 30 

Syrian 

students 

Between 1-5 9 45 

2nd grade 1 5 Between 6-10 4 20 

3rd grade 5 25 Between 11-15 2 10 

4th grade 8 40 16 and above 5 25 

Classroom 

size 

Between  20-30 13 65 

  
  

Between 31- 40 3 15 

  
  

41 and above 4 20     
  

 

According to Table 3, among the teachers who responded to the open-ended questions; 40% 

(8) were female and 60% (12) were male; 100% (20) had undergraduate degrees; 35% (7) were aged 

between 22-30, 40% (8) were aged between 31-40, 25% (5) were aged 41 and over; 40% (8) had an 

experience of 1-10 years, 40% (8) had an experiences of 11-20 years and 20% (4) had an experience of 

21 years or more; 30% (6) was teaching 1st grade, 5% (1) was teaching 2nd grade, 25% (5) was 

teaching 3rd grade, and 40% (8) was teaching 4t grade; 65% (13) had a classroom size of 20-30 

students, 15% (3) had a classroom size of 31-40 students and 20% (4) had a classroom size of 41 

students or more; 45% (9) had 1-5 Syrian students, 20% (4) had 6-10 Syrian students, 10% (2) had 11-

15 Syrian students and 25% (5) had 16 or more Syrian students in their classes. 

In the second stage, content analysis was performed on the answers given to the questions. 

The item pool was created for the survey by determining the most frequently expressed opinions. The 

pool of 40 items was submitted to three academicians, one being an associate professor and the other 

two being doctor lecturers, who were employed in education faculties and had participated in survey 

development studies before. After making necessary arrangements for 7 items to be removed from the 

survey and 5 items to be corrected, a survey form consisting of 33 items and 4 sub-dimensions was 

created. While determining the sub-dimensions, the answers given to the open-ended questions, the 

relevant literature and the opinions of the academicians whose opinions were consulted for the survey 

items were taken into consideration. The sub-dimensions of the survey were as follows: 

1. Classroom Management 

2. Communication 

3. Academic Achievement 

4. Family 

Data Collection Process 

In the first semester of the 2019-2020 academic year, three open-ended questions were asked 

to volunteering 20 classroom teachers.  After the survey form took its final form, the schools that had 

been identified were visited and the purpose of the study was explained to the teachers. Teachers were 

informed that the data obtained from the survey would not be used in any study other than this 

research and that no personal data would be shared. During the implementation of the survey, many 

teaches expressed that this study was highly required. All teachers agreed to respond to the questions 

of the survey, where participation was voluntary. This experience during the application showed us 

that the teachers had various problems in this are and that they wanted solutions to be created by 

recognizing these problems.  
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Analysis of the Data 

Firstly, the survey forms were collected and reviewed. They were reviewed in terms of cases 

such as giving the same response to all the items. After determining that all survey forms were 

appropriate to be included in the analysis, each form was given sequence number. Before analyzing 

the data, the entire Cronbach Alpha (α) reliability coefficient was calculated and found to be 0.94. If 

Cronbach Alpha value is 0.80 ≤ α < 1.00, the survey is considered to be highly reliable (Kalaycı, 

2008). Following the the process of entering the surveys into the SPSS program, percentage, 

frequency, arithmetic mean and standard deviation analyzes were performed. The evaluation of the 

survey items was classified according to the values given in the table below: 

Table 4. Values Used in Classification of Survey Items 

Range Opinion 

Between 1.00- 1.80 I strongly disagree 

Between 1.81- 2.60 I disagree 

Between 2.61- 3.40 Undecided 

Between 3.41- 4.20 I agree 

Between 4.21- 5.00 I strongly agree 

 

FINDINGS 

This part of the study involves findings regarding the problems experienced in classroom 

management, communication, academic achievement and family dimensions according to the opinions 

of the classroom teachers who had Syrian students in their classes. Findings regarding the problems 

experienced by teachers in classroom management are presented in Table 5. 

Table 5. Problems Experienced by Classroom Teachers in Classroom Management Dimension 

Opinions (N=361) X̄ Sd 

I think that constant enrollment of Syrian students by registering in the middle of the term makes it difficult 

to ensure class discipline. 
4,44 0,89 

I think that the fact that Syrian students are not enrolled in classes that are appropriate to their development 

levels makes it difficult to ensure class discipline. 
4,29 0,96 

I think that the increase in class sizes due to Syrian students makes it difficult to ensure class discipline. 4,21 1,00 

I think Syrian students have difficulty in adapting to the class. 4,12 0,96 

I think that Syrian students have problems in obeying classroom rules. 4,06 1,01 

I think that Syrian students talk very often among themselves. 4,01 1,13 

I think the motivations of the Syrian students are low during the lesson. 3,96 1,06 

I think I have problems with time management in lessons because of Syrian students. 3,88 1,10 

I think the noise level in the classroom has increased because of Syrian students. 3,88 1,17 

I think that the streaming of the lesson is disrupted because of Syrian students. 3,71 1,15 

I think that Syrian students affect the behaviors of other students negatively. 3,56 1,22 

I think I do not have sufficient information about Syrian students. 3,40 1,15 

 

Looking at Table 5, it was observed that the classroom teachers who had Syrian students in 

their classes experienced many problems in the classroom management dimension. In terms of 

classroom management, “I think I do not have sufficient information about Syrian students ” was the 

only opinion that remained within the value range of "neutral" (2.61-3.40). All other items were in the 

value range of "I agree (3.41-4.20)" and "I strongly agree (4.21-5.00)". Teachers strongly agreed with 

the views that constant enrollment of Syrian students in the class by registering in the middle of the 

term, allocation of Syrian students in classes that are not appropriate for their development levels and 

the increase in the class sizes because of the Syrian students made it difficult to ensure classroom 

discipline. The findings regarding the problems experienced by the classroom teachers who had Syrian 

students in their classes are displayed in Table 6. 
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Table 6. The Problems Experienced by Classroom Teachers in the Communication Dimension 

Opinions (N=361) X̄ Sd 

I think that Syrian students have a problem of understanding due to language differences. 4,55 0,77 

I think that Syrian students have a problem of being understood due to language differences. 4,47 0,82 

I think that Syrian students have communication problems with their families. 4,06 1,08 

I think there are groupings among Syrian students. 3,89 1,10 

I think Syrian students cannot adapt to the cultural structure of the society. 3,84 1,05 

I think Syrian students are trying to solve their problems through violence. 3,69 1,14 

I think Syrian students are excluded by other students. 3,06 1,17 

I think Syrian students are introverted. 2,81 1,10 

 

Looking at Table 6, it was observed that the classroom teachers who had Syrian students in 

their classes experienced many problems in the communication dimension. In communication 

dimension, “I think Syrian students are introvert ” was the only opinion that remained within the  

“neutral” (2.61-3.40) value range. All other items were in the value range of "I agree (3.41-4.20)" and 

"I strongly agree (4.21-5.00)". Teachers fully agreed with the views that Syrian students had problems 

of understanding and being understood due to language differences. The findings regarding the 

problems experienced in academic achievement dimension by the classroom teachers, who had Syrian 

students in their classes, are displayed in Table 7. 

Table 7. Problems Experienced by Classroom teachers in Academic Achievement Dimension 

Opinions (N=361) X̄ Sd 

I think that Syrian students have problems in meaningful learning (internalizing the subjects). 4,39 0,80 

I think that absenteeism affects the academic achievement of Syrian students negatively. 4,28 0,96 

I think the textbooks are not suitable for Syrian students. 4,12 1,00 

I think that Syrian students fall behind their peers in terms of academic achievement. 4,05 1,01 

I think Syrian students have problems in reading and writing. 3,86 1,20 

I think that Syrian students have problems in terms of participating in the lessons. 3,80 1,06 

I think Syrian students do not fulfill their duties and responsibilities (homework etc.). 3,53 1,21 

I think that education is not among the primary needs for Syrian students. 3,26 1,35 

 

Looking at Table 7, it was observed that the classroom teachers who had Syrian students in 

their classes experienced many problems in the academic achievement dimension. In academic 

achievement dimension, “I think that education is not among the primary needs for Syrian students” 

was the only opinion that remained within the “neutral” (2.61-3.40) value range. All other items were 

in the value range of "I agree (3.41-4.20)" and "I strongly agree (4.21-5.00)". Teachers fully agreed 

with the views that Syrian students had problems in meaningful learning and absenteeism affected 

their academic academic achievement negatively. Finally, the findings regarding the problems 

experienced in the family dimension by the classroom teachers, who had Syrian students in their 

classes, are given in Table 8. 

Table 8. The Problems Experienced by Classroom Teachers in the Family Dimension 

Opinions (N=361) X̄ Sd 

I think that Syrian students cannot get enough support due to education levels of their families. 4,25 0,89 

I think the families of Syrian students do not give the necessary importance to the children. 3,90 1,10 

I think the living conditions of the families of Syrian students are not good. 3,82 1,06 

I think that Syrian children have problems because at least one of their parents is missing. 3,71 1,05 

I think the families of other children are uncomfortable because of Syrian students. 3,53 1,19 

 

Looking at Table 8, it was observed that the classroom teachers who had Syrian students in 

their classes experienced many problems in the family dimension. All items in the family dimension 

were in the value range of "I agree (3.41-4.20)" and "I strongly agree (4.21-5.00)". Teachers fully 

agreed with the view that Syrian students did not receive adequate support due to the education levels 

of their families.  
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DISCUSSION AND CONCLUSION 

In this study, it was aimed to identify the problems experienced by classroom teachers who 

had Syrian students in their classes. The problems experienced by teachers were examined in four 

dimensions, which were classroom management, communication, academic achievement and family. 

In this part of the study, the conclusions reached regarding the problems experienced by the teachers 

who had Syrian students in their classes are explained; the results obtained are interpreted in 

comparison with similar studies and relevant literature, and certain suggestions are made. 

The findings of the research show that classroom teachers, who had Syrian students in their 

classes, encountered many problems related to classroom management. In this part of the discussion 

section, three items within the range of “I strongly agree” among these problems have been taken into 

consideration. In terms of classroom management dimension, it was observed that the item with the 

highest average (X̄ = 4.44) among the opinions of the teachers was “I think that constant enrollment of 

Syrian students by registering in the middle of the term makes it difficult to ensure class discipline”. 

With the circular on "Education Services for Foreigners" that was published in 2014, Syrian children 

in Turkey were given the opportunity to enroll in the government schools (MONE, 2014). According 

to this circular, the only requirement for the Syrian students to register in a school affiliated to the 

Ministry of National Education was to hold the “foreign identification document”. With this circular, 

Syrian students started to enroll in government schools and the number of Syrian students in schools 

increased considerably with the closure of temporary education centers at the end of the 2018-2019 

academic year. However, in this process, Syrian students were identified to have problems regarding 

enrollment to schools in various studies (Levent and Çayak, 2017; Çakmak, 2018). However, since 

there were no "enrollment areas" identified for the Syrian students, they were able to enroll in any 

school they wanted to; and, this led to the concentration in various schools as well as transferring to 

other schools frequently. At the same time, due to the ongoing civil war in Syria, certain factors such 

as continuation of the migration to Turkey, relocation of Syrian families in and between the cities 

because of social and economic reasons, and the desire of these families to live in the same 

neighborhood for various reasons have caused enrollment in schools in the middle of the term. The 

finding show that the Syrian students enrolling in the classes without any plans is a factor that prevents 

teachers from establishing a regular and stable structure in classroom management. Another item with 

a high average in classroom management dimension(X̄ = 4.29) was "I think that the fact that Syrian 

students are not enrolled in classes that are appropriate to their development levels makes it difficult to 

ensure class discipline". Students experience the problem of being placed in classes that are not 

appropriate to their development levels due to the fact that they had to discontinue their education 

during the civil war in Syria or due to the mistakes made during the official registering process in 

Turkey. As a result, they experienced the problem of being placed in classes that were not appropriate 

to their development levels. This has caused many problems. In the study conducted by Sarıtaş, Şahin 

and Çatalbaş (2016), it was found that Syrian students experienced behavioral problems and could not 

adapt to other students due to the fact that they were placed in classes where younger students were 

enrolled. It is normal that the behavioral problems experienced by Syrian students who were placed in 

classes that were not appropriate to their development levels caused discipline problems in the 

classroom. This has various effects and consequences also for Turkish students. For example, in a 

study conducted by Jafari, Tonga and Kışla (2018), it was found that Turkish students were negatively 

affected by the presence of older Syrian students in the classroom and this caused fear in Turkish 

students. It can be said that classroom teachers experience difficulties in ensuring classroom discipline 

due to the negative impact of older Syrian students on Turkish students as well as the behavioral 

problems of Syrian students. Considering the other findings regarding the classroom management 

dimension, "I think that the increase in class size due to Syrian students makes it difficult to ensure 

class discipline" was an item that had an interesting average (X̄ = 4.21). The teachers, who were 

consulted in the study conducted by Kaya (2020), stated that the number of students in the classes 

increased after the arrival of Syrian students and this posed a problem in terms of the physical 

organization dimension of classroom management. The number of students in the classroom is a factor 

that affects the nature of teaching as well as teacher-student interaction directly (Martin, Yin & 

Baldwin, 1998). Concentration of Syrian students in certain schools has led to an increase in class 

sizes in these schools. It can be said that the increasing class sizes in these schools caused various 
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problems for teachers and thus decreased the quality of education. It is observed that one of these 

problems is about classroom management. Tösten (2019) stated that one of the most important factors 

that could be encountered in crowded classes was that the teacher could not manage the classroom 

effectively. The majority of teachers (84.9%), who were consulted in the study conducted by Koçak 

(2017), stated that crowded classes affected classroom management negatively. At the same time, 

teachers, who were consulted in the study conducted by Özdemir (2016), stated that teachers had to 

spend more effort on classroom management due to foreign students. Therefore, starting from these 

studies that support the current finding of the research, it is likely that the increasing class sizes due to 

Syrian students would affect the classroom management of teachers negatively. On the other hand, 

difficulties experienced by Syrian students in adapting to the class and in complying with the class 

rules come to the fore as other problems experienced by teachers in the classroom management 

dimension. 

Another issue that teachers, who had Syrian students in their classes, had problems is 

communication. Since education is a communication-oriented action, failing to ensure sound 

communication and interaction between teacher-student and student-student would affect the 

education process negatively (Bulut, Kanat-Soysal and Gülçiçek, 2018). In various studies about 

Syrian students (Ciğerci and Güngör, 2016; Sahin and Sümer, 2018; Toker Gokce and Acar, 2018; 

Çelik, 2019), findings indicating that these students had communication problems were obtained. 

These studies show that the communication problems experienced by the Syrian students are generally 

caused by the language. When the findings obtained in the communication dimension of the current 

research were analyzed, it was seen that there were two items in the “I strongly agree" range. From 

these items, the highest average (X̄ = 4.55) belonged to “I think that Syrian students have a problem of 

understanding due to language differences. ”. In their study, Şimşir and Dilmaç (2018) found that 

students experienced the problem of understanding in the schools they were enrolled in because they 

spoke Arabic in the family and neighborhood and they were not exposed to Turkish frequently outside 

the school. In the study of Başar, Akan and Çiftçi (2018), the teachers, who were consulted for their 

opinions, stated that Syrian students could not understand what was said or the concepts due to the 

language barrier and that this caused the students to get bored quickly with the teaching and learning 

process as well as leading them to display undesired student behaviors. The teachers, who were 

consulted in the study conducted by Aykırı (2017), also stated that Syrian students had problems 

understanding what they read due to the language problem.  Similarly, in a study by Börü and Boyacı 

(2016), immigrant students stated that they could not participate in lessons because they did not 

understand Turkish and that they could not communicate properly with their friends. These findings 

obtained in different studies support the findings of the current research. It can be stated that the 

problem of understanding experienced by Syrian students due to language differences negatively 

affected their learning process as well as the communication and interaction process with their peers 

and teachers , and that this caused the undesired student behaviors. Another item with a high average 

in communication dimension (X̄ = 4.47) was “I think that Syrian students have a problem of being 

understood due to language differences." The teachers whose opinions were consulted in the study 

conducted by Mercan Uzun and Bütün (2016) stated that the students had limited communication with 

their peers because they could not express themselves, they were left alone in the classroom, they did 

not have the opportunity to convey their problems to their teachers, and therefore they had to struggle 

alone with the problems they experienced. Bulut, Kanat-Soysal and Gülçiçek (2018), on the other 

hand, found that Syrian students, who could not express themselves, became introverted and 

aggressive in time. On the other hand, in the study carried out by Özenç and Saat (2019), findings 

were obtained showing that Syrian students had agreement problems with other students due to the 

language problem they experienced and this led to groupings within the classroom. Considering these 

studies that support current research findings, it can be said that Syrian students who have problems 

understanding due to language differences are isolated, introverted, experienced adoption issues and 

formed groups among themselves. Considering the other findings obtained in the communication 

dimension within the scope of the research; it was concluded that problems such as communication 

problems with the families of Syrian students, groupings among Syrian students, the inability of 

Syrian students to adapt to the cultural structure of the society and the tendency of Syrian students to 

solve their problems through violence were also encountered. 
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Academic achievement at school is an important factor for refugee students in terms of not 

feeling alone and attending school (Palladino, 2008). In a study conducted by Ishida, Nakamuro and 

Takenaka (2016), it was determined that immigrant students had the most problems in terms of 

academic achievement. In this study, in the academic achievement dimension, “I think Syrian students 

have problems in meaningful learning (internalizing issues).” had the highest average (X̄ = 4.39). 

Based on the findings they obtained in their study, Ciğerci and Güngör (2016) stated that foreign 

students were not able to acquire academic achievement largely due to the language problem. In terms 

of teachers, in addition to the language problem, it is a pedagogical dilemma to deal with students 

whose school education has been interrupted, literacy in the mother tongue was low and who had to 

learn complex content in a new language (Miller, 2009). From the perspective of Syrian students, 

understanding and internalizing the topics taught in a new language is not seen as an issue that could 

be handled easily. Hence, in the education and teaching process, Syrian students experience problems 

such as failing to understanding what they read (Aykırı, 2017; Erdem, 2017), failing to understanding 

what they listen to (Ergen and Şahin, 2019) and failing to express themselves or failing to speak 

(Taskin and Erdemli, 2018). It is believed that these problems experienced by Syrian students during 

the education process prevent them from attaining meanings to the topics they have to learn at school 

and this affected the academic achievement of the Syrian students negatively. When the current 

research findings were examined, another item in the “I strongly agree” range (X̄ = 4.28) in academic 

achievement dimension was “I think that absenteeism affects the academic achievement of Syrian 

students negatively.” Altınkurt (2008) defined absenteeism as an undesirable student behavior that 

could result from many physical, psychological and social factors and was believed to affect the 

academic achievement of the student negatively. In various studies conducted on Syrian students, 

findings related to the absenteeism problem were also obtained. For example, the teachers, who were 

consulted in the studies conducted by Kardeş and Akman (2018) and Zayimoğlu Öztürk (2018), stated 

that the problem of absenteeism was an obstacle in the education process of refugee students. In the 

study conducted by Atlıhan (2019), it was determined that the problem of absenteeism in refugee 

students was caused by the lack of legislation. At the same time, due to this problem, it was found that 

the planned activities could not be implemented in a timely manner and therefore the targeted gains 

could not be achieved. In the study conducted by Başar, Akan and Çiftçi (2018), it was determined 

that refugee students had been absent for a long time due to the lack of legislation for them. It is seen 

that the findings obtained in these studies coincide with the current research finding. In the studies 

conducted by Atlıhan (2019) and Başar, Akan and Çiftçi (2018), it was stated that absenteeism of the 

students was caused by the lack of legal regulations for refugee students. In addition, it can be 

assumed that education is not seen as a priority for children by the families of the Syrian students 

because their physiological and economic needs are not met sufficiently and this leads students to 

absenteeism. Being absent from school also has various adverse effects for students. Ford and Sutphen 

(1996) stated that students, who did not attend school regularly, fell behind their peers in terms of 

academic achievement and social competence. Similarly, Elis (2016) mentioned that absenteeism was 

one of many factors that affected student performance in academic fields. The teachers who were 

consulted in the current research also stated that the absenteeism problem experienced by Syrian 

students was an important factor affecting academic achievement. Considering that the time spent at 

school is an important factor in reaching the program goals, it can be said that the absence of Syrian 

students poses a great obstacle to reaching these goals and thus affects their academic achievement 

negatively. On the other hand, it is understood from the research findings that Syrian students have 

difficulties in terms of academic achievement because of the difficulties in reading-writing in Turkish 

and participating in the lessons, falling behind their peers academically and the unsuitability of the 

textbooks for the needs of these students. 

Family support in various terms (academic, psychological, etc.) has a great importance in 

ensuring the achievement of Syrian students in education. For many Syrian students, who start school 

and continue their education in disadvantageous conditions in many respects, family support and the 

cooperation of school with families are important requirements. In the family dimension of this study, 

the only item in the family dimension in the “I strongly agree” range (X̄ = 4.25) was “I think that 

Syrian students cannot get enough support due to their education levels of their families." Aslanargun 

et al. (2004), in the study where they investigated the reasons for the lack of interest in parents towards 

the school, the families stated that their education level was insufficient and they required information 



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

© 2020 INASED 

196 

in the first place as one of the reasons for not paying enough attention to the school (as cited in 

Aslanargun, 2007). In this respect, it is seen that it is important for families to have sufficient 

knowledge in order to support the students. The fact that the teachers whose opinions were consulted 

within the scope of the research could not communicate adequately and soundly with the parents of the 

Syrian students may have made them think in this way. Due to the weak communication culture of 

parents in the family and with official institutions, immigrant students, who are not able to get 

educational support from their families, fail to adapt to education (Özgüzel, 2019). In other words, the 

insufficient levels of the parents of Syrian students in terms of reading, understanding and speaking 

Turkish could be one of the reasons for the perception of teachers in this direction. In the study 

conducted by Tamer (2017), it was found that the students did not receive any support from the family 

because there was nobody speaking Turkish at home in general. This finding supports the findings 

obtained in the current research. On the other hand, in the family dimension of the research, teachers 

whose opinions are consulted, strongly agreed with the views that families did not pay sufficient 

attention to their children, their living conditions were not good and at least one of the parents of the 

students was missing. 

In the light of the findings, results and discussions, the following suggestions have been 

developed. 

 Arrangements should be made to prevent Syrian students from enrolling in classes 

with interim enrollments, and practices that would increase the adaptation of these students to schools 

should be included. 

 Supportive practices and compensatory programs such as the Placement program in 

Primary Schools (PPPS) can be implemented in order for students attending primary school to be 

placed in classes suitable for their development levels and to reach the same academic level with their 

peers. 

 The distribution of Syrian students to schools and classes should be done fairly and 

these students should not be concentrated in certain schools.  

 Syrian students should be implemented language-oriented programs starting from 

preschool period in order to improve their language skills, to ensure their sound communication with 

their friends and teachers, and to increase their academic performances.  

 In order to ensure regular attendance of Syrian students to school, legal arrangements 

must be made for these students. 

 It is very important for parents to learn Turkish in order to provide family support to 

Syrian students. In this regard, literacy and speaking courses could be started for Syrian parents in 

schools and public education centers.  

 Qualitative studies can be conducted to investigate the reasons for the absenteeism of 

Syrian students. 

 This study was carried out on classroom teachers considering the Syrian students at 

primary school level. Similar studies can be carried out on teachers teaching at pre-school, secondary 

and high school levels. 

 In this study, the problems experienced by classroom teachers are analyzed in four 

dimensions, which were classroom management, communication, academic achievement and family. 

Studies can be conducted to address these dimensions separately and in more detail. 
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Abstract 

The enrichment model is a model that aims to be used in the education of gifted children and is based 

on the development of some additional programs for children. Enrichment educational programs 

(EEP) consist of high-level content products and processes which are designed to develop problem 

solving skills, to support creativity and independent learning and which are based on the 

individualized programs and teaching. The aim of this study is to determine the views of the classroom 

teachers about the EEPs designed for gifted students who continue their education through inclusion in 

primary schools. Therefore, the case study model, one of the qualitative research methods, was used in 

the research. The participants of the study are ten primary school teachers who taught gifted students. 

The data were collected using the “Semi-structured interview form” which was developed by the 

authors. The findings of the research show that the teachers do not have knowledge about the EEP 

practices in general. Therefore, there is a need for the support of the field experts in the planning and 

implementation of the EEPs. 
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INTRODUCTION  

Various education models and distinct strategies within these models are used in different 

countries for gifted children. Some of these models and strategies are also used for normally 

developing children. These models are generally education models for acceleration, grouping and 

enrichment (Dağlıoğlu, 2004; Dümenci, Gürsoy and Aral 2006). The enrichment model within these 

models is a model that aims to be used in the education of gifted children and is based on the 

development of some additional programs for children (Roberts, 2005). The enrichment model 

attempts to train gifted children with their normally developing peers and to enrich and deliver the 

educational programs considering the needs of gifted children (Ataman, 2003). Sak (2012) argues that 

enrichment is an attempt to make gifted students able to have much more comprehensive and much 

more detailed information about a certain topic in contrast to their peers. It is the changes made in the 

content and implementation of the program during the education in which gifted students are trained in 

the general education classes with their peers (Davis and Rimm, 1989; Enç, 1979). Renzulli and Reis 

(1997), on the other hand, consider the combination of gifted students and students with normal 

development as enrichment for all students and states that enrichment can be applied horizontally and 

vertically. The addition of new lessons to the existing program in this process is defined as horizontal 

enrichment, and delivering much more in-depth lessons are defined as vertical enrichment without 

further additions of lessons and activities (Clark, 1992; Cutts and Moseley, 2001; VanTassel-Baska, 

2000). According to Cutt and Moseley (2004), enrichment is an application that is used as an option 

for gifted students who may get bored when they come across the knowledge and topics that they have 

already learned.  

Enrichment educational programs (EEP) consist of high-level content products and processes 

which are designed to develop problem solving skills, to support creativity and independent learning 

and which are based on the individualized programs and teaching (Cutts and Moseley, 2004; Enç, 

2004; Özdemir, 2017). These programs generally aim to improve the talent and expertise of gifted 

students, to encourage the development of interest in a subject and to increase their academic success 

(Robert, 2005). Şahin (2016) argues that the aim of the enriched education program is to provide new 

knowledge and skills that the whole class cannot acquire with the existing curriculum without 

discriminating the students and to improve the existing skills of students. 

The enrichment programs contain those activities that stimulate children’s discovery senses 

and those materials which improve their higher-level thinking processes and skills as well as projects 

which are selected by the children (Fiddyment, 2014; Renzulli and Reis, 1997). Sak (2012) argues that 

through these programs the scope of the educational programs is expanded and the educational 

programs may include advanced level of topics. The enrichment activities can be field visits, 

independent work, extracurricular programs, and learning centers or may be the transfer of the content, 

problems based on real life situations and school-wide enrichment strategies (Davis & Rimm, 2004; 

Sak, 2012; Schiever & Maker, 2003). Enrichment should take place both in and out of school (Akar, 

2015). Generally, the EEPs are additional programs that are diversified with activities such as projects, 

experiments, materials, games, designs, discussions, school teams, seminars, trips and competitions. It 

should be known that planning this diversity means that the issues that are of interest to the students 

are based on and that the aim should be to go beyond the current education programs. 

Ensuring that gifted children receive education with their peers in line with their abilities is 

seen as one of the most used educational approaches in the world (Ataman, 2003). This situation is 

also included in the legislation of the Ministry of National Education (MoNE) in our country. In 

addition, in the regulation of special education services published by the MoNE (2018) it is stated 

“special education institutions or special education classes can also be opened for those individuals 

with special educational needs, where it is essential for individuals of all educational types and levels 

to continue their education through integration or inclusion.” In the regulation of the educational 

practices through integration / inclusion (2017) it is reported that for the gifted students at schools 

support education rooms will be opened in order to offer special education support by providing 

special materials and educational materials. It is stated in the same regulation that enriched individual 
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education programs will be delivered for specially talented students who continue their education 

through inclusion / integration.  

There are some studies on the EEPs. Such studies mostly deal with the effects of the EEPs in 

terms of students’ achievement, their attitudes towards the course content,  and their motivation and 

conclude that in-depth knowledge and skills are extremely significant to improve their higher-level of 

cognitive processes and creativity (Lee, Olszewski-Kubilius and Peternel, 2010; Markowitz, 2004; 

Reis and Boeve, 2009; Stake and Mares 2001; Walsh, Kemp, Hodge & Bowes, 2012). Studies carried 

out in Turkey (Çoruhlu, 2013; Durukan, 2018; İdin and Aydoğdu, 2016; İkikat, 2019; Kahraman, 

2012; Koyuncu, 2009; Marangoz, 2018; Özdemir, 2017; Özmen, 2017; Şahin, 2016; Tekfidan, 2018; 

Uluç, 2019) mostly deal with the enrichment of the existing educational program through various 

activities and educational practices. Uluç (2019) analysed the effects of the EEPs on fourth grade 

primary school students’ achievement in geometry course, their visual perceptions and on their 

attitudes towards the mathematics course. It is found that the EEPs have significant effects on their 

achievement in geometry course and their visual perceptions. However, any significant effects of the 

EPPs was not found in relation to their attitudes towards the mathematics course. In another study 

which dealt with the effects of the EPPs on the fourth grade primary school students’ critical thinking 

skills, problem-solving skills and their math anxiety (Şahin, 2016) it is found that the EPPs reduced 

the their math anxiety. However, any significant effects of the EPPs were found in relation to the 

students’ critical thinking skills and problem-solving skills. İdin and Aydoğdu (2016) analysed the 

effects of the EPPs on the seventh grade students’ academic achievement in science courses and 

learning. It is found that the test scores of the experiment students who were taught the units the body 

systems, force and movementi and electricity in daily life through the EPPs were much higher than 

those of the control students. The authors suggested that the other units of the science courses can be 

delivered using the EPPs. Darga (2010) analysed the effects of the EPPs on pre-school and the first 

grade gifted students.  It is found that the EPPs are significantly efficient. Tekbaş (2004) examined the 

effects of the EPPs on the gifted students in inclusion classes. It is reported that the EPPs have positive 

effects on all students in the classrooms and on the teaching activities improving the quality of 

teaching process.  

Our country is very rich in terms of special talented individuals, but only some of these 

students are provided with appropriate education (Levent, 2011). Preparing appropriate educational 

environments and programs for special talented individuals is very important in terms of their right to 

education. Specially talented children can develop themselves in specially designed classes and 

programs (Enç, Çağlar & Özsoy, 1987). For this reason, the activities and programs designed for 

specially talented individuals should support the needs of these individuals. It is considered to be 

important to analyse the implementation of the EPPs in schools especially for students with special 

skills who continue their education through inclusion. In the literature review conducted on the EPPs 

in our country, it is seen that there are many studies focused on enriched education programs. 

However, it is observed that there is no study regarding the implementation process of the EEPs 

designed for specially talented students who continue their education through inclusion in general 

education schools. It is important to get the views of the teachers who have duties and responsibilities 

especially in the development and implementation stages of the EEPs in primary schools, to identify 

the problems encountered during the delivery of these programs and to reveal the expectations 

regarding the solution of these problems. Because primary school period is an important part of basic 

education, and it is also a period when educational interventions designed to gifted children diagnosed 

early will have a significant effect. In this respect, it is considered to be significant that determining 

the status of EEPs in practice in supporting the development of the children with special abilities in the 

early years and maintaining their existing potentials.  

Therefore, in this study, it is aimed to determine the views of the classroom teachers regarding 

the EEPs designed for gifted students who continue their education through inclusion in primary 

schools. In line with this aim the study attempts to answer the following research questions: 

1. What are the views of the classroom teachers about EEPs designed for gifted students who 

continue their education through inclusion? 



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

© 2020 INASED 

 

205 

2. What are the views of the classroom teachers about the development process of the 

EEPs designed for gifted students who continue their education through inclusion? 

3. What are the views of the classroom teachers about the problems in implementing 

the EEPs designed for gifted students who continue their education through inclusion? 

4. What are the views of the classroom teachers about the solutions of the the 

problems in implementing the EEPs designed for gifted students who continue their education 

through inclusion? 

METHOD  

Design of the study 

In this study, it is aimed to uncover the views of the classroom teachers about the EEPs 

designed for gifted students who continue their education through inclusion in primary schools. In this 

regard, the views of the primary school teachers who teach the gifted students through the EEPs within 

inclusion classes are investigated in relation to how these programs are planned, the problems they 

faced and their views about solutions. Therefore, the case study model, one of the qualitative research 

methods, was used in the research. Case study is a research method based on the experiences in its 

natural environment, where the lines between the existing phenomenon and the content are not 

definitively clear and there is no more than one evidence or data source available (Yıldırım and 

Şimşek, 2008).  

Participants  

Criterion sampling was used to identify the participants. It requires the use of a variety of pre-

established criteria in selecting the participants. The participants of the study are ten primary school 

teachers who taught gifted students. One of the participants is a graduate of two-year teacher training 

program. Eight participants are the graduates of four-year teacher training programs. The remaining 

one participant has a graduate degree in education. Two participants have a professional experience of 

10-14 years. There is one participant with 15-19 years of professional experience. Two participants 

have 20-24 years of professional experience and four have 25-29 years of professional experience. The 

remaining one participant has 30 years of professional experience. Of ten particpants two are female 

and eight are male.  

Data collection tool 

The data were collected using the “Semi-structured interview form” which was developed by 

the authors. The form consistes of two sections. The first section contains the items about the 

demographical characteristics of the participants. In the second section there are four items: (1) What 

are your views about the EEPs designed for gifted students who continue their education through 

inclusion? (2) What are your views about the development process of the EEPs designed for gifted 

students who continue their education through inclusion? (3) What are your views about the problems 

in implementing the EEPs designed for gifted students who continue their education through 

inclusion? and (4) What are your views about the solutions of the the problems in implementing the 

EEPs designed for gifted students who continue their education through inclusion? These items were 

first used in the pilot study with two classroom teachers who teach gifted students. Based on the 

feedback from the plot participants the form was finalized and used in the study. 

Data analysis 

The data were examined using the content analysis. The process in content analysis is to bring 

together certain similar concepts and themes and to organize and interpret them in a way that the 
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readers can understand (Yıldırım and Şimşek, 2008). In order to ensure the validity of the data 

analyzed during the reporting phase, specific examples from the teachers' views are included. Within 

the scope of the reliability analysis of the data, all of the data were examined by two experts who 

completed their doctorate in the field of special education. The reliability is found to be 100%. The 

data were organized by the authors which were separated into themes and recorded for each item 

separately. Themes created by the authors were reviewed by another specialist who has a doctorate in 

special education. The themes that are common in the review of the themes were left the same, and the 

themes that had no consensus were further discussed. Then the themes were finalized. The male 

teachers were coded “M”, and “K” coding were used for female teachers in giving the responses of the 

participants. 

FINDINGS  

The findings of the study are tabulated based on the frequency of the views of the particiapnts 

according to the sub-dimensions, and the views are explained by giving the participants’ statements.  

Table 1. Participants' views regarding the education programs designed for specially talented 

students continuing their education through inclusion 

 
Teaching 

experience 

(10-14) 

Teaching 

experience 

(15-19) 

Teaching 

experience 

(20-24) 

Teaching 

experience 

(25-29) 

Teaching 

experience 

of 30 years 

or more 

Total 

I do not employ the EEPs. 2   1 1 4 

I do not have any information about 

the EEPs. 
2 1  1  4 

The EEPs should be developed based 

on the level of children. 
2    1 3 

There is no such a program 1     1 

 

Table 1 illustrates that there are some teachers who reported either that they do not use the 

EEPs or that they are not informed about the EPPs. There are two participants who reported that such 

programs should be designed in consistent with the developmental levels of the students. There are 

one participants stating that there is no such program. Therefore, it is possible to state that the 

participants in general do not have necessary information about the EPPs and that they do not employ 

these programs. The following quotations exemplify the views of the participants about these 

programs: 

‘‘I do not know about education programs.’’ [M1] 

‘‘Such programs should be developed in accordance with the levels of students.’’ [M3] 

‘‘There is no education program specifically developed for gifted students.’’ [M4] 

‘‘Our school does not have an enriched individualized education program for gifted students.’’ 

[M5] 

Table 2. Teachers' views on the planning of the enriched individual education programs for 

specially talented students who continue their education through inclusive education 

 
Teaching 

experience 

(10-14) 

Teaching 

experience 

(15-19) 

Teaching 

experience 

(20-24) 

Teaching 

experience 

(25-29) 

Teaching 

experience 

of 30 years or 

more 

Total 

It is planned by the guidance 

system at schools. 
    1 1 

No planning about the EPPs. 2 1  1  4 

No infrmation 2 1  1  4 

It is realized by the individual 

effort of the teacher 
1    1 2 
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Table 2 shows that one of the teachers reported that the educational programs for the gifted 

students are developed by the guidance service of the school.‘‘ The number of the participants who 

reported that they had no idea about the development process of the EPPs is four. There are two 

participants who stated that such programs are developed by the teachers. Therefore, it is possible to 

state that the participants in general do not involve in the development process for the EPPs and that 

they do not have any information about this process. The following quotations exemplify the views of 

the participants about these programs: 

‘‘School guidance service develops the educational program of special talented children.’’ 

[M7] 

‘‘There is no plan for the education programs for specially talented students in our school. So 

I have no idea how it is developed.’’ [F1] 

Table 3a. Teachers' views on the potential problems which may occur during the development 

process of an enriched individual education program for specially talented students who 

continue their education through inclusion  

 
Teaching 

experience 

(10-14) 

Teaching 

experience 

(15-19) 

Teaching 

experience 

(20-24) 

Teaching 

experience 

(25-29) 

Teaching 

experience 

of 30 years or 

more 

Total 

Inefficiency of teachers 2   1  3 

Not giving trainings on this process 

to teachers by specialists 
1   1  2 

Lack of necessary information 

about the process 
2 1 1  1 5 

Insufficient identification of 

student performance by teachers 
1     1 

The authorities are also inadequate 

in this regard 
 1    1 

Lack of parental support   1   1 

 

Table 3a illutrates that three participants cite the insufficient knowledge of teachers about the 

EPPs as a problem. There are two participants who cite the lack of educational activities offered to 

teachers about the EPP as a problem. There are five participants who consider the insufficient 

information about the development of the EPPs as a problem. The remaining three participants cited 

the followings as a problem: teachers’ inability to identify the level of student performance,  

administrators’ lack of information on the topic and the lack of parental support. Therefore, these 

statements indicate the fact that teachers do not have enough information in relation the development 

of the EPPs and that they feel themselves insufficient in this regard. In addition, the participants stated 

that they did not receive any education in this field, that the ministry staff who deal with the 

development of the education programs of specially talented children are inadequate in this regard, 

and that the parents do not involve in this process. The following quotations exemplify the views of 

the participants about the potential problems in relation to these programs. 

‘‘We asked for a training and for help form the authorities to prepare the program, but they 

told us that they did not know about it.’’ [F2] 

‘‘The lack of standards developed by the Ministry of National Education causes confusion in 

the development of the EPPs.’’ [M8] 

  



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

© 2020 INASED 

208 

Table 3b. Teachers' views on the solutions to the potential problems which may occur during the 

development process of an enriched individual education program for specially talented students 

who continue their education through inclusion 

 
Teaching 

experience 

(10-14) 

Teaching 

experience 

(15-19) 

Teaching 

experience 

(20-24) 

Teaching 

experience 

(25-29) 

Teaching 

experience 

of 30 years or 

more 

Total 

The EPPs should be developed and 

implemented by the field experts   
2   1  3 

Education should be given to those 

teachers who teach special talent 

students in their class. 

1    1 2 

A clear guideline on what to do 

about this practice should be 

developed. 

1   2  3 

Authorities and parents should 

support the process 
1 1 1   3 

 

Tablo 3b indicates that the participants offered several suggestions to solve the problems in 

relation to the EPPs. For instance, three participants argued that the EEPs should be developed and 

implemented by the field experts. Another three participants considered the significance of the support 

by the parents and administrators in the process. There are three participants who claimed that a clear 

guideline on what to do about this practice should be developed. The remaining two participants 

aargued that education should be given to those teachers who teach special talent students in their 

class. In short the participants suggested that the EEPs should be developed by experts, that they 

should be supported in the process and that the implementation of the EEPs fort he specially talented 

students should be clearly explained in the regulations. The following quotations indicate their views 

in this regard. 

‘‘The content of the program should be clearly explained by the Ministry of National 

Education thorugh regulations or directives.’’ [M5] 

‘‘Parents should be effectively included in the content of the programs developed.’’ [M6] 

Table 4. Teachers' suggestions in regard to enriched individual education programs for specially 

talented students who continue their education through inclusion 

 
Teaching 

experience 

(10-14) 

Teaching 

experience 

(15-19) 

Teaching 

experience 

(20-24) 

Teaching 

experience 

(25-29) 

Teaching 

experience 

of 30 years or 

more 

Total 

Specially talented students should be 

educated by field experts 
  1 1  2 

Specially talented students should 

recieve education in different 

educational environments 

1    1 2 

These students should study at 

separate schools 
 1   1 2 

Bilsem and general education school 

should work in coordination 
    2 2 

Following the formal education at 

schools children do not want to go to 

BİLSEM for education due to the 

fact that they get tired   

1   1  2 

 

Table 4 indicates that there are several suggestions by the participants to improve the quality 

of the EPPs. For instance, they suggested that such students should be educated by the field experts 

and that gifted students should be educated either at a different school or at an educational setting. 

Two of them argued that in order to improve the education of the gifted students Bilsem and schools 

should work in coordination and that following the formal education at schools children do not want to 

go to BİLSEM for education due to the fact that they get tired. 
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The related quotations are given as follows: 

‘‘There should be a separate school within the Ministry of National Education for special 

talented students where they should continue their education.’’ [E2] 

‘‘The education program which is developed and implemented by the field experts at Bilsem 

should be compatible with the EEP that the teacher develops and employs at school.’’ [E3] 

DICUSSION AND CONCLUSION 

When the findings of this study aiming to determine the opinions of the class teachers about 

the EEPs prepared for gifted students who continue their education in primary schools are examined, it 

is seen that the teachers do not have knowledge about the EEP practices in general. Therefore, there is 

a need for the support of the field experts in the planning and implementation of the EEPs. 

Most of the participants stated that they did not employ the EEPs and did not know anytking 

about these programs. This finding of the study shows that the EEPs are not properly implemented in 

schools, so that the educational needs of gifted children who continue their education at inclusive 

classrooms are not met. It prevents gifted children from enjoying the most of their educational rights. 

On the other hand, developmental characteristics of these students should be taken into consideration. 

Research suggests that through the EPPs several advantages are offered to the gifted students. For 

instance, their problem-solving skills, creativity and their skills to learn independently are improved 

(Cutts ve Moseley, 2004; Enç, 2004; Özdemir, 2017; Robert, 2005). Another point that should be 

emphasized is the legal procedures. The regulation on inclusive education by the ministry of national 

education  (2017) states that the EPPs should be employed fort he gifted students. Therefore these 

programsa re in fact legal requirement. However, it is seen that teachers are not aware of these 

programs and do not have necessary information about them. In addition, the existing EPP practices at 

schools are not well-established. The reason for this situation may be that teachers are not sufficiently 

informed about the legal regulations regarding education practices through special education and 

inclusion.  

It is also found that some of the teachers do not hve any plans for the EEPs and some of them 

do not have knowledge about such a planning process. Some of the participants reported that the 

existing EEPs are planned by the school guidance services, while others stated that the plans are made 

with the individual efforts of the teachers. Therefore, it is understood that there are different 

tendencies in the planning of the EEPs in schools. On the other hand, in some schools there is no 

planning about the EEPs. It may have totally negative effects on the inclusive students. Because the 

EEPs are programs that contain many concentrated activity programs and are based on individualized 

teaching experiences. Therefore, such programs should be carefully planned. Research indicates that 

gifted students may improve their potential through the special programs and learning environments 

(Enç, Çağlar & Özsoy, 1987). It is also added that such students may become bored due to the 

repetition of the course topics and when they are offered some topics which are not appropriate for 

their developmental levels (Cutt & Moseley, 2004). Thus, well-planned EEPs are necessary to provide 

them quality educational activities.  

The participants also stated that they had problems in developing the EEPs. The major 

problem is found to be the inability of teachers to develop the EEPs. They also reported that the 

administrators are not capable of developing these programs and that the parents do not want to take 

part in the related process. All these points are negative fort he gifted students who are in inclusive 

classrooms. Because teachers are practitioners of educational programs and play an active role in 

students' learning. Odom (2000) emphasizes that teachers play a key role in successful and qualified 

inclusion practices. The fact that the teacher is an effective practitioner, renewing and enriching his 

teaching experiences according to the expectations of the students increases the quality of education 

(Saracho, 1998). Professional development of teachers is important in terms of realizing education at 

high standards. Darling-Hammond, Hyler and Gardner (2017) defined professional development as 

structured professional learning, which has led to changes in teachers' knowledge and practices and 
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improvements in students' learning outcomes. Therefore, teachers' competence in developing the EEPs 

should be improved and their deficiency should be eliminated.  

The participants also consider the inefficiency of the administrators and the lack of parental 

involvement as problems. It is thought that it would be appropriate to evaluate this situation in terms 

of the management skills of ministerial administrators, provincial, district national education 

administrators, and school and institution administrators who play a role in determining and managing 

special education and inclusion policies. As a matter of fact, the role and responsibilities of 

educational administrators change with the social, political and technological transformations 

experienced today (Lashway, 2003). Especially school principals play a critical role in the successful 

implementation of education policies. According to Garies and Tschannen-Moran (2005), school 

principals play decisive roles in guiding school staff with their knowledge, skills and experience, and 

in initiating and maintaining change efforts at school. Therefore, school administrators should be 

knowledgeable about special education and inclusive education and be able to transfer this information 

to the school staff. For this reason, it is necessary to take into account this finding of the research and 

to inform the school administrators about the education and rights of gifted children studying in the 

inclusive classes. 

The participants reported some suggestions to solve the problems experienced in relation to 

the education of the gifted students. They mostly suggested that these students should be educated at 

separate schools and that they should be educated by field experts. These findings remind the recent 

attempts in this regard such as the opening of the universities and schools by the Ministry of National 

Education or by different associations. Teachers' suggestion that gifted children should be educated at 

separate schools is not considered by some researchers (Marsh, 2005; Marsh & Craven, 2006; Marsh 

& Hau, 2003, 2004) as an appropriate and positive solution. Çitil and Ataman (2018) argue that 

separate schools have some advantages but also disadvantages. Çitil (2016) further states that 

classroom management in separate educational environments can be considered as an important 

challenge. In addition, separate education schools reduce the academic self-esteem of gifted children, 

but minimize the problems related to social acceptance and adaptation. The current practice in Turkey 

requires that gifted students continue their education with their peers with normal development. In 

practice, the gifted children generally benefit from support services at schools where they study, or in 

support education centers (BİLSEM) at certain times. Although some of the participants reported that 

gifted children should be educated at separate schools, classroom management and behavioral control 

are stated to be difficult in the classes created for gifted children (Markusic, 2012; Özbay, 2013) and 

in addition, such classrooms are abandoned for different projects and activities (Dill, 2012). Therefore, 

it is thought that it would be beneficial to consider the characteristics of gifted children and to make 

educational adaptations according to these features. 

One of the suggestions of the participants is the coordination between the schools where gifted 

students are educated and BİLSEMs. It suggests that BİLSEMs are given improtence in regard to the 

education of the gifted students which is a unique model in Turkey (Ataman, 2007), but it also 

indicates that there is currently no strong coordination between schools and BİLSEMs. BİLSEMs 

models that offer differentiated education without separating children from their own schools and 

peers, and are based on principles such as project-based learning, responding to the needs of children 

with leadership spirit and creativity (Dönmez, 2004). Although some participants argued that going 

BİLSEMs following the formal education at schools is a tiring activity for students, coordination 

between schools and BİLSEMs can be a way to provide high-quality education to the gifted students 

and to meet their needs.  

As a result, in Turkey the EEPs should be made standard and teachers and administrators have 

necessary knowledge on this issue. In addition, the education of the gifted students should be 

supported and the capability of classroom teachers who teach gifted children should be improved. For 

this purpose, in-service trainings should be organized on the education of gifted children and the 

development of the EEPs to improve teachers’ competencies. Although this study is limited to the 

EEPs developed for gifted students who continue their education through inclusion in primary schools, 
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it is recommended to investigate this subject with samples of secondary and high school teachers and 

school administrators. 
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Abstract 

The study aims is to determine the experiences of primary school teachers in terms of teaching Turkish 

to the students who are not native Turkish speakers. In the study, phenomenology pattern, one of the 

qualitative research patterns, was used. Participants were determined by the criterion-based sampling 

method. The participants of the research consisted of 36 primary school teachers who had Syrian and 

Afghan refugees in their class. The research data were collected through a semi-structured interview 

form developed by the researchers. Content analysis technique was used in the analysis of the data. It 

was observed that most of the participants felt insufficient in teaching Turkish to students who had 

different native languages, had problems in applying, measuring and evaluating teaching methods and 

course activities, and had language problems with them. In the study, the difficulties experienced in 

teaching Turkish to Syrian and Afghan refugee students who were not native Turkish speakers were 

presented and the suggestions about what to do in the education process related to these difficulties 

were provided. It was concluded that in the education process of the teachers, students and families 

should take Turkish language courses. Moreover, in addition to the Turkish courses in teaching 

Turkish, it was reported that the primary school teachers stated that it would be helpful to do social 

activities with students who have language problems, to provide counseling services for them, and to 

prearrange distribution of the students to each classroom. It was concluded that special activities 

should be carried out in the verbal communication learning area.  
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INTRODUCTION 

Since ancient times, people have been migrating due to many problems such as wars, famines, 

security problems, economic insufficiencies and unemployment. Migration has many social and 

cultural problems. The responsibility to live with people in harmony in the new place and in the 

different culture also bring new obstacles. According to Bozkurt (2018), children of school age 

experience problems at most among immigrants. 

Undoubtedly, refugees have many economic, social and cultural problems. Among these 

problems, education and language problems take an important place. In language skills, it is important 

to learn not only how to speak, but also to make sense of words and the structure of the sentences and 

to make proper pronunciation. Individuals should be able to use the language in order to express 

themselves and meet their needs. Although language development begins in family, it is systematically 

taught in school. The education provided at schools help child to learn by practicing and using the 

language which also affects the initial literacy process positively. 

According to Yılar (2015), one of the most important factors that lead to success in literacy is 

the use of language. The primary school period, which affects all educational levels, has a very 

important role and function in the education system. Reading and writing are the first activities done at 

the beginning of the learning and teaching process in the primary school education. The aim of 

primary school is to provide a fluent, accurate, critical and smooth reading, and legible and aesthetic 

writing skills. 

Today's language education approach adopts student-centered education and attaches 

importance to individual differences and is based on the constructivist approach, which aims to ensure 

the active participation of the student under the guidance of the teacher during education and training 

process. In the Turkish curriculum, language skills consist of three learning areas: reading, writing and 

verbal communication (MEB, 2009). 

Learning areas were formed in an integrity by considering the cognitive, linguistic, emotional 

and social developments of students. Learning areas should be handled together to make it easier for 

students to use the language effectively and structure their knowledge reasonable. The individual, who 

get literacy skills and verbal communication skills effectively, will be able to sustain not only her 

academic career, but also her social life. If a student has a language problem, it will complicate her 

primary school literacy education and will create problems in her academic and social life. Issues 

related to language seem to be the main problem that refugees face in terms of adaptation to society 

(Tunç, 2015; Bölükbaş, 2016; Dorman, 2014; Oytun & Gündoğar, 2015). 

It can be stated that increasing number of people coming from abroad to Turkey by migration, 

will increase the problems as well. As the number of Syrian and Afghan refugee students increases 

day by day, the problems rooted in language obstacles will be encountered more frequently. According 

to Şeker and Aslan (2015), in order to find solutions to the problems encountered in the education 

process of refugee children in Turkey, studies should be done following issues: psycho-social cohesion 

of the students in social life, language proficiency, problems encountered at school, school adjustment, 

relationships with people around them and their academic qualifications. According to 2018 statistics 

of United Nations High Commissioner for Refugees (UNCHR, 2017); 70.8 million people around the 

world unwillingly displaced, 25.9 million people were refugees, 41.3 million people were internally 

displaced, and 3.5 million people were asylum seekers. According to the data provided by Turkish 

Immigration Administration General Directorate (GIGM, 2019), the number of registered Syrians in 

Turkey was determined to be 3 million 613 thousand 644 people. 46.23% of Syrians in Turkey was in 

the range of 0-18 years old, there were 1 million 670 thousand 700 in the rage of 0-18 years old range 

while the number of Syrians under the age of 10 increased to 1 million 14 thousand 795 people by 

June. In other words, 28.08% of Syrians were under the age of 10. These data also refer to the ratio of 

Syrians in school age in Turkey. According to the Turkey Statistical Institute reports (TÜİK, 2019), 

25,08% of the Syrian refugees were under the age of 10 and were in primary school age.  Therefore, it 
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can be stated that studies must be done in order to overcome language problems in the face of the 

magnitude of difficulties that may be encountered in the initial step of literacy. 

Non-native speaking individuals must learn Turkish in order to express themselves easily in 

our country, to convey their problems, to adapt to our country in school and social life, and to maintain 

their lives without any problems. This fact shows the importance of primary school teachers in 

teaching Turkish to refugee students in our country. In this context, the current study investigates the 

language problems experienced by foreign students, who are now a part of our country, within the 

scope of the primary school education. Within the framework of this study, it is considered that 

articulating experiences of primary school teachers, who have a chief role in language education, is 

important in teaching Turkish to the students who are not native Turkish speakers, that will shed light 

on the academic studies to be carried out in this field and will help remarking students within 

standpoints of primary school teachers. 

METHOD 

In this section, explanations about the model of the research, the problem of the research, the 

participants of the research, data collection tools, analysis of the data, validity and reliability of the 

research are provided. 

Model of the Research 

This study is a phenomenology research, which is one of the qualitative research methods 

aimed at revealing experiences of primary school teachers about teaching Turkish to Syrian and 

Afghan refugee students who are not native Turkish students. In qualitative research, researchers 

gather information closely by contacting people first-hand and by examining their behaviors and 

actions in their specific environment (Creswell, 2013). A phenomenon is an object, condition or event 

that can be directly or indirectly observed in the universe. The factual (phenomenological) approach 

states that in order to understand the behavior of the person, we need to know her unique perceptions 

and life. It focuses on the facts that we are aware of, but we do not know in detail what it contains 

(Yıldırım, & Şimşek; 2016). 

 
Figure 1. Research Process 

Participants 

The participants were determined by criteria-based sampling technique, which is one of the 

purposeful sampling methods. In criterion sampling, it is possible to study situations created by the 

researcher or situations which meet a set of predetermined criteria (Yıldırım, & Şimşek, 2016). 

Teachers who had refugee students in their class were selected as participants. In other words, the 

criterion of this study in determination of the participants is that primary school teachers who are 

experienced in teaching Turkish to students who are not native Turkish speakers. 

Design 

• Pattern: Case Study 

• Case: Teaching Turkish to 
students who are not native 
Turkish speakers 

• Objective: To determine 
the experiences of primary 
school teachers about 
teaching Turkish to 
students who are not native 
Turkish speakers 

 

Participants 

• Criteria based sample 

• 36 primary school 
teachers who had non-
native Turkish speaking 
students 

• 15 Male and 21 Female 
teachers 

 

Data Collection and 
Analysis 

• Semi-structured 
interview form 

• 355 minutes voice 
recording 
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The participants of the research consisted of the primary school teachers working in 10 

primary schools with Syrian and Afghan refugee students in Yakutiye and Palandöken districts of 

Erzurum province, in the academic year of 2018-2019. The data regarding number of refugee students 

in primary schools and the number of teachers who were teaching these students were obtained from 

National Education Directorate. The research was carried out with 36 classroom teachers after 4 of the 

teachers stated that they did not want to participate. 

Data Collection Tools 

Interview method, one of the qualitative research methods, was used in the study. The 

research data were collected through a semi-structured interview form developed by the researcher and 

applied individually face-to-face with primary school teachers. Semi-structured interviews consist of 

open-ended questions and enable participants to express their thoughts from their standpoints 

(Merriam, 2013). 

In the research, a conceptual framework was obtained by scanning the relevant literature in 

order to ensure internal validity, and then a semi-structured interview form was developed. The form 

consists of two parts of demographic information and interview questions. The created research form 

consists of 6 questions. While preparing the interview forms, attention was paid to ensure that the 

questions were open-ended, not versatile, not influencing the participants and easy to understand by 

the participants. The forms prepared were presented to the opinions of the faculty members who had 

the relevant expertise and experience, and the validity of the scope, structure and appearance were 

examined. The final form of the interview form was prepared with the review made by three 

academics who are experts in the field of classroom education, two academics who are experts in the 

field of teaching Turkish, and two primary school teachers who had refugee students in their class. In 

addition, apart from the study group, a pilot application was implemented with three primary school 

teachers who had refugee students in their class. In accordance with all of the opinions received, the 

interview form consisting of 4 questions was reviewed again and confirmed before the application. In 

order to increase the reliability of the research, direct quotes were included. 

Collection of Data  

The researcher introduced herself to the school principals and the teachers to be interviewed 

before starting the interview with the participants. The participants were informed about the purpose 

and importance of the research. It was stated that the responses of the participants to the research 

would not be used for any other purposes, and that a voice recorder would be used during the 

interview. The interviews were held with the school principals and the teachers during the school 

hours when the teachers were suitable. The interview durations vary from 4 minutes to 25 minutes. 

Interviews were made with 36 participants for in total of 355 minutes, and the interviews were 

conducted in several different places; these places were principal’s room, assistant principal’s room, 

classrooms, school counselor’s room and teachers’ room. 

Data Analysis 

The data was obtained by using a voice recorder during the interview and then was moved to 

the computer. The teachers who participated in the study were coded according to their gender such as 

"Mrs. Selin, Mr. Yılmaz, Mr. Mustafa...". After all of the interviews were transcribed and the sections 

that were not related to the study were removed and sections related to the case studied were remained. 

Then the opinions of the participants were examined one by one under each question title. It was 

aimed to make it easier to gather participants’ views on the same question and make inferences. 

Similar sides of the answers given by the participants to the questions in the semi-structured 

interview form were separated and common statements were reached. In the first stage of the content 

analysis, codes, categories, sub-themes and main themes were determined in line with common 

statements. In this context, the general framework of the research was established. After the obtained 
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data was scanned in detail, the researcher and field specialist read/reviewed the data in different 

locations. The answers given by the participants to the questions in the interview form were read and 

examined by the researcher and the academic specialized in classroom education. Then the codes 

which were created based on the information in the data were compared and consensus was reached 

after a detailed discussion made on the codes that they had different opinions. The coding reliability, 

which let different coders to code the same text in harmony, was used in the research. The coefficient 

of reliability, which is used between coders, is calculated with the formula "Reliability=number of 

compromises / (number of compromises + number of no compromise)" and a higher than 70% 

compliance is expected for reliability (Miles, & Huberman, 1994). In the current study this rate was 

found to be 90%. 

Results 

While exposing the findings regarding the experiences of primary school teachers about 

teaching Turkish to students who are not native Turkish speakers, coding was made in line with the 

data obtained and categories, sub-themes and themes were specified. In order to ensure validity and 

reliability in the research, direct quotations were included in the presentation of the findings regarding 

the themes reached are presented in Figure 2. 

 

Figure 2. Themes regarding primary school teachers' experiences of teaching Turkish to 

students who are not native Turkish speakers. 

 

According to figure 2, the participants’ experiences regarding teaching of Turkish to their 

students who are not native Turkish speakers are gathered around following 6 (six) main themes: 

“Proficiency”, “Learning-Teaching Process”, “Problems Encountered”, “Evaluation and Assessment”, 

“Expectations”, and “Suggestions”. 
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Theme 1: Proficiency Status 

Three sub-themes, namely “Teacher, Family, and Student Proficiencies,” which are related to 

the theme of Proficiency Status of Teaching Turkish to the students who are not native Turkish 

speakers were determined. Some of the participants’ views on the sub-themes are as follows: 

“I don't feel sufficient, first of all, because our languages are different. I do not feel sufficient 

because we do not have any special education on this subject, that is, we do not have any knowledge 

(Mr. Mustafa).”  

“Because she did not take a special language class before, there are some words she learned 

from around. Of course, she is insufficient in the class. We have trouble getting along, and my student 

joined us (to the class) too late. She is in my class for two months; we had a hard time (Mrs. Şeyma)”.  

“Her parents cannot speak Turkish, so we don't have much communication with her mother 

and father, I think she has difficulties also (Mrs. Esra).  

“In her family, only her father knows a little bit Turkish (Mrs. Selin)”'.  

Most of the teachers stated that they felt insufficient due to the lack of experience in language 

teaching and that they did not get any education on this subject before.  It was stated that the students 

were insufficient to express themselves because they did not speak Turkish, even the eager students 

could not express themselves and could not express their feelings. It was stated that the students were 

very insufficient to communicate with their teachers due to the language problem. It was observed that 

the students who received Turkish language education during kindergarten years or moved to Turkey a 

few years ago and had chance to learn a little bit Turkish did not encounter so much problems. The 

participants stated that the families continue to speak to the native language at home, which negatively 

affects the child’s learning Turkish. Therefore, they stated that the families also should receive Turkish 

language education. 

Theme 2: Learning-Teaching Process  

The second theme reached in the language teaching process of teaching Turkish by primary 

school teachers to their students who are not native Turkish speakers is the Learning-Teaching Process 

theme. Within the scope of the theme of “Learning-Teacher Process”3 sub-themes, namely “Reading, 

Writing and Verbal Communication”, were determined. Some of the participants’ views on the sub-

themes are as follows: 

“... Again, in the process of voices, we try to teach by using things like Eba, Okulistik, Morpa 

... we repeated over and over again with the help of other children, with loud and vibrant videos and 

we passed the topic (Mrs. Nalan)”.  

'' In terms of their writing skills, since I know their alphabet letters, I matched with their letters 

[with Turkish letters]. And at the voicing of the letters or in the writing of the sounds, I showed a 

sound similar to their native language, which corresponds to the letter in our alphabet, every week. I 

matched Turkish “T” with Arabic “ط” and I drew the letter or showed its images (Mrs. Sevim).”  

“For example, we try to support it with images. Let's say this is the picture of apple in letter “-

e,” here is the picture of donkey, like that. However, at some cases, the child does not know what the 

image is about. It is because the equivalent of apple in their own language is different, the equivalent 

of the donkey is different. So, this process requires such patience. You will slowly go through such 

objects. First you will comprehend them, and then you will combine syllables with letters (Mr. 

Mustafa)”. 
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It can be stated that the participants perform different practices in the learning-teaching 

process, performed activities for voice awareness, performed continuous vocalization for correct 

pronunciation, used educational sites where audiovisual elements are predominant, and practiced 

various applications such as peer support, teaching with play, drama. The selected applications vary 

according to the individual differences of the students, the area and the situation they had problems 

with. In addition to the reading and writing activities, all of the participants practiced several 

applications such as supporting with visual materials, making use of media products to improve the 

language, reading different types of texts (song/poem, fairy tale, story, rhyme), asking questions about 

the text in improving reading comprehension, using idiom/proverbs to improve word reservoir. It can 

be stated that they carried out activities to facilitate students’ understanding of what they read, such as 

individual care, games/peer teaching and drama. 

The participants stated that they started teaching language by explaining the mechanical aspect 

of writing to students who are not native Turkish students. It was determined that while teaching 

Turkish, the teachers were using the letters of the students’ native language and referring sound-letter 

relationship and working on short texts. Most of the teachers stated that they wanted to do dictation 

works more, but students had difficulties in dictation and so they included copy studies frequently. 

The participants also stated that they used peer support in teaching how to write and followed 

feedback process. The teachers stated that they tried to correct the writing mistakes of the students by 

checking them repeatedly and giving feedback until they wrote acceptable for legible and non-

aesthetic writings. 

It was determined that the teachers talked with the students whenever possible to improve 

their verbal communication skills, and they tried to facilitate students’ language learning by 

recommending and promoting various media products. It was observed that the participants directed 

students to spend time with other students outside school in order to empower their verbal 

communication.   

Theme 3. Problems Encountered 

Within the scope of the theme of Problems Encountered 3 sub-themes, namely “Reading, 

Writing and Verbal Communication”, were determined. Some of the participants’ views on the sub-

themes are as follows: 

“Comprehension problems also arise in the children who gained reading and writing skills. In 

other words, there are problems not only in reading letters, reading words or reading sentences, but 

also in comprehension. Unfortunately, we cannot overcome that problem (Mr. Kağan).  

“He had a little bit problem with writing since he knew Persian and Arabic before. He was 

writing in the opposite direction to Turkish. For example, he had difficulties in leaving a gap between 

words, and he could not write exactly what I said (Mr. Vedat)”  

“When he doesn't understand what I'm talking, he cannot necessarily focus on it. So, he's 

bored. I notice. In terms of speaking, he sometimes cannot pronounce the words properly. And when 

he cannot establish an appropriate sentence, he speaks the words separately, I understand what he 

means. (Mrs. Selin).” 

Participants stated that their students had problems in the vocalization and pronunciation of 

words and the students made reading mistakes such as mixing letters, skipping letters/syllables, and 

reading without paying attention to accent and intonation. Most of the teachers stated that even though 

the students get read skill despite their deficiencies in reading have serious problems in understanding 

what they read. The teachers stated that even if the students can read fluently there is still need for a 

training process to understand the text. Some teachers stated that their students were reading fluently 

but had problems in understanding what they read. However, a fluent reading skill requires reading 

and reading comprehension to take place at the same time. Therefore, it was observed that the teachers 
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were considering reading separately from reading comprehension. It was revealed that teachers were 

referring to reading skill as only sounding the words. 

Participants stated that their students had problems in the vocalization and pronunciation of 

words and the students made reading mistakes such as mixing letters, skipping letters/syllables, and 

reading without paying attention to accent and intonation. Most of the teachers stated that even though 

the students get read skill despite their deficiencies in reading have serious problems in understanding 

what they read. The teachers stated that even if the students can read fluently there is still need for a 

training process to understand the text. Some teachers stated that their students were reading fluently 

but had problems in understanding what they read. However, a fluent reading skill requires reading 

and reading comprehension to take place at the same time. Therefore, it was observed that the teachers 

were considering reading separately from reading comprehension. It was revealed that teachers were 

referring to reading skill as only sounding the words. 

The participants stated that they had problems in teaching writing skills to the students who 

were not native Turkish speakers. Dictation and copy studies were carried out especially for the 

development of writing skills. However, most of the teachers stated that the students had difficulties in 

dictation. Dictation refers to transferring of the voiced words into the text according to the spelling 

rules. Dictation exercises are an important application used in the development of writing which is one 

of the basic language skills. It can be stated that the students who were not native Turkish speakers did 

not have much problems in copying and writing. It can be stated that since the spelling of the letters is 

different in Arabic and Latin alphabets, students who knew the Arabic alphabet had problems such as 

doing direction of the letters wrong, not leaving spaces between words, and reversing the tails of the 

letters. It can be stated that students missed the vowels especially in writing, and this problem is 

encountered even if they write by looking a sample text. This situation is considered to be due to the 

alphabet differences. 

Because the students did not understand what is being said and could not express themselves 

sufficiently, it can be stated that they did not join their classmates during classes, but were only 

satisfied with looking at them. Therefore, the students who are not native Turkish speakers were bored 

during the classes and thus they lost their interests in participating the lessons over time. Due to 

problems in verbal communication with Syrian and Afghan refugee students who are not native 

Turkish speakers, the learning-teaching process of both the teacher and the student was negatively 

affected.  

Theme 4. Measurement and Evaluation  

Evaluation and Assessment is the fourth theme that reveals participants’ experiences regarding 

teaching Turkish to the students who are not native Turkish speakers. Within the scope of this theme, 

3 sub-themes, namely “Reading, Writing and Verbal Communication”, were determined. Some of the 

participants’ views on the sub-themes are as follows: 

 “My evaluation is different in the classroom. For example, there is inclusive education, so, we 

have many students who have learning difficulties. I need to evaluate them by integrating them to the 

classroom and evaluate their grades accordingly. But I consider their grade separately and individually 

in my mind (Mr. Yılmaz).”  

“... Since it is now sound-based and inductive, it is easier. If the criterion is to be able to write 

what is said or writing aesthetically or if it is legible, it is completed, he learned ... I did not make a 

different assessment from other children (Mrs. Selin).”  

“So, we evaluate them in their specific category. Since they do not comprehend what they 

listened, listening skill is incomplete. And because the child missed this skill, it is not possible for the 

child to concentrate on the class (Mr. Kağan).” 
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Most of the teachers evaluated according to their observations, impressions, students’ 

participation in the class, the students’ situations during the activities and their level of development. 

The participants stated they considered Syrian and Afghan Refugee students according to their specific 

development while did not evaluate and grade them based on the same criterion as Turkish students. It 

can be stated that the participants did not use special evaluation tools although they knew the students’ 

shortcomings. It can be stated that this makes it difficult to monitor the development of the students 

and makes it difficult to make systematic evaluations to determine the success and level of students in 

language learning and other courses.  

It can be stated that some of the participants evaluated the students individually by looking at 

the student’s ability to write without looking at the sample, to write the letters correctly, to have a 

good writing, to arrange the notebook in order, to divide the syllables from the right place, and some 

teachers examined and evaluated students collectively. It can be stated that the students who were 

evaluated by exams could not express themselves due to the lack of their word reservoir, therefore 

they were more unsuccessful in the exams. In terms of individual evaluation, it can be stated that the 

participants criterions were sufficient to write without looking at the sample text and to write legible.  

It can be stated that the participants evaluated the verbal communication skills of the students 

by observing the lesson processes, the participation in the lessons and the self-expression skills 

individually, but they did not use any rubric or special assessment tool for these students during the 

evaluations. 

Theme 5. Expectations  

Within the scope of this theme, 3 sub-themes, namely “Economic, Professional and 

Administrative Development”, were determined. Some of the participants’ views on the sub-themes 

are as follows: 

“I do something extra for them, and I try to tell them something. The psychology of not being 

able to tell them anything is a very different psychology, both in terms of financial and morality. At 

least there should be something that encourages teachers. The salary of a teacher with a very good 

level of Turkish students, all of whom are Turkish, and my salary is the same, but I teach five foreign 

students and we receive the same salary with the other teacher, we give the same duration, we process 

the same curriculum (Mrs. Özlem).”  

“It should be clear which school they will attend during the semester or at the beginning of the 

year. There should be no uncertainty. They should be prevented from being in constant migration 

(Mrs. Özlem).” “If we get resource books, dictionary-bank-like, illustrated, visual works, and fascicles 

can help those children (Mrs. Sevim).”  

“In my opinion, as a professional development, trainings for teachers should be given as well 

as trainings for children should be supported, not only should be provided in the classroom (Mrs. 

Kader).” 

Most of the participants stated that the teachers could be more willing if their tuition fee were 

increased since they give additional efforts (during lunch breaks, breaks, empty lessons, etc.)  for the 

Syrian and Afghan refugee students who are not native Turkish speakers in their classroom. Most of 

the participants stated that a separate class should be created for students who are not native Turkish 

speakers. In addition, the participants stated that the curriculum applied was very though for not native 

Turkish students, so that separate classes should be opened for students who are not native Turkish 

speaker and it would be more successful if the course is taught according to the separate curriculum.  

Some participants expressed that it is more beneficial for the students who are not native 

Turkish speakers and Turkish students to get education in the same class and to socialize. It can be 

stated that students can learn a language more quickly by learning, sharing and supporting each other 

in the same class with their peers. And they can learn Turkish more permanently if they socialize with 
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their peers.Participants stated that preparing a separate curriculum for Syrian and Afghan refugee 

students would be beneficial more during the education process. It can be stated that most of the 

participants, who had foreign students, believe that language teaching would be made more effective if 

they have guiding booklets for the classes, diversify education and teaching materials, prepare visual-

weighted fascicles, which will provide a wealth of materials in education and training. 

Theme 6. Suggestions 

Suggestions theme, which reveals participants’ experiences regarding teaching Turkish to the 

students who were not native Turkish speakers, has two subthemes: “Pre-Language Education” and 

“Administrative”. Pre-language education has three categories of “Family, Teacher and Student” while 

Administrative has five categories of “Material, Student Distributions, Method/Technique, Social 

Activities, and Counseling.” Some of the participants’ views on the sub-themes are as follows: 

 “It would be more beneficial if mothers and fathers of these children, namely their families, 

learn Turkish. If the courses are provided and if they learn Turkish, it will be more beneficial, more 

successful, and our job will be easier (Mr. Mustafa).” 

“I do my best, but if there were picture books about it, it would be much more useful if there 

were more texts, short and concise texts resources. There are cartoons for these children, they are very 

simple in TRT Kids, but it would be more useful if they are made in a little more simplified Turkish 

(Mrs. Selin)”. 

 “They should do a lot of drama play, drama is very useful, these are my recommendations 

(Mr. Hakan)”.  

“The state should choose better neighborhoods where these students live (it must). Since they 

cannot socialize, they constantly reinforce to use their own language in the family. For this reason, we 

need to place them in more beautiful environments, more beautiful districts, introduce them to other 

families, make them peers, friends, neighbors, and then spread their language education to do on the 

streets and a little more to their own environment. It is because the language taught in the school and 

the language spoken on the street are different from each other (Mr. Ahmet)”. 

It can be stated that the students should use Turkish at home in order not to forget the 

language they learned at school, and they have suggestions that the school counseling services to raise 

the awareness of the families about this issue. It can be stated that the language education is important 

in terms of the students to express themselves in social environment, hospitals and in the governmental 

offices. It can be stated that the Ministry of National Education, Public Training Centers, non-

governmental organizations can provide language training courses and can open language courses to 

the families of Syrian and Afghan refugee students with a specific plan, which will be effective in 

solving the problems. 

Most of the participants stated that it will make language education easier if the foreign 

students get language education before the school semester. It can be stated that the assignment of 

teachers who know native languages of Syrian and Afghan refugee students and who have been 

trained on this subject within the framework of the plan-program of the National Education 

Directorates will contribute greatly to overcome the problems encountered in the teaching of Turkish. 

Since almost all of the teachers do not speak the language of foreign students, it can be stated 

that the participants think that it would be more beneficial to give this task by the teachers who are 

experts in the work, who were in the refugee camps before or who know the language of the refugees 

and Turkish. It can be stated that adding courses about language teaching for foreign students to the 

Primary School Teaching programs in universities can provide more qualified teachers in this regard. 

It can be stated that teachers offer different suggestions for the category of materials. It can be 

stated that it will be beneficial for students to use media-based source books (cartoon) and visual-
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based books. It is also important to create a Turkish laboratory, Turkish education set and to teach 

Turkish with game. Taking into consideration the students’ levels, the use of remarkable and enjoyable 

resource books can increase students’ interest in the class and facilitate the work of teacher in 

education and training process. Some of the participants made suggestions for teachers to use different 

methods and techniques such as drama, gamification, question-answer. 

All of the teachers stated that they can accelerate language development of Syrian and Afghan 

refugee students and their families by including them in social and cultural activities. It can be stated 

that foreign students/parents can improve themselves and become more active in social life with 

teachers’ visit to them, attending picnics, going to cinema and theater, and creating neighborhood 

relations. So, they can learn Turkish language more easily and they can adapt to society by expressing 

themselves comfortably. 

DISCUSSION, CONCLUSION AND SUGGESTIONS 

Results Regarding Qualification Status 

It was seen that the biggest problem that the participants experienced regarding Syrian and 

Afghan refugee students who were not native Turkish speakers is the communication problem. 

Teachers have difficulties in teaching Turkish due to the lack of communication. It was observed that 

the students had difficulties in understanding each other because their native language was different 

and the desired developments in education and training could not be achieved. It was not possible to 

communicate with families due to language problems, and it was seen that children who knew the 

language from the upper classes were used as translator students, and thus conveyed their problems. 

As a result of the research, it was concluded that it would be beneficial to train teachers about teaching 

Turkish and educate students and parents about Turkish language. Çakmak (2018), Tosun et al. 

(2018), Cin (2018), Bulut, Soysal and Gülçiçek (2018), Due, Rigss and Augoustinos (2016), Alyılmaz 

(2018), Kanbur (2017) and Bozkurt (2018) also reached similar results in their studies. According to 

the study, it was concluded that students who were not native Turkish speakers were considered as 

inclusion students and they fell behind their peers in terms of academic success. Yüce (2018), Şimşir 

and Dilmaç (2018), Gözüküçük and Kıran (2018), Güngör and Şenel (2018) and Barın (2004) 

achieved similar results. 

In parent-teacher communication, it was observed that especially female parents could not 

agree with teachers due to language problem, and it was concluded that teachers and parents who did 

not understand each other even in mobile communication and tried to communicate with each other 

with the help of translator students. It was determined that the students had great problems in their 

homework due to the language problem, they could not do their homework as desired, parents could 

not help their children because they did not know the language, and the materials and tools requested 

from the students could not be brought to school because of the language problem and most of the 

students could not participate in the activities due to the language problem. Susar Kırmızı, Özcan and 

Şencan (2016), Çakmak (2018), Moralı (2018), and Aykırı (2017) achieved similar results. 

Results Regarding Learning-Teaching Process 

It was observed that the participants spent time individually with Syrian and Afghan refugee 

students in order to solve their reading problems, and they tried to eliminate the students’ deficiencies 

by spending time in free activity classes, noon breaks, and during school breaks. It can be stated that 

the students overcame the problems in the sounds of “ü, ö, a, e, ı, i, g, h” by focusing, repeating, using 

the online education websites and receiving peer support. In addition to reading studies, it was 

observed that the participants applied supporting activities with visual materials and activities that aim 

to improve Turkish language skills (watching cartoons, singing, reading fairy tales, asking questions 

about the story, asking them to create paragraphs with idioms, etc.). It was concluded that taking care 

of students individually, nursing rhymes, listening and singing Turkish songs, creating student play 

groups and giving more place to students who are not native Turkish speakers, giving importance to 
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peer teaching, getting help from students who speak Turkish, giving responsibilities, cooperating with 

parents and reviving stories they read, drama activities have positive effects on to understand what 

they read. Bulut, Soysal and Gülçiçek (2018), Çakmak (2012) and Beyhan (2018) achieved similar 

results in their studies. 

It was observed that the participants used different methods and techniques to solve students’ 

writing problems. It was observed that copy practices were very comfortable in particular for the 

students, while they experienced difficulties in dictation studies. The sounds were emphasized and 

then students were asked to write them down. The students used short texts in writings, they 

memorized poems and wrote them down. It can be stated that the process continued until the teachers 

re-teach the aspects of the letters to the students whose writing is illegible and write them correctly. It 

can be stated that the teachers continued the process until the students understood the directions of the 

letters and write them correctly. According to the findings of the current study, peer support was 

mostly used during the writing activities. Beyhan (2018) and Çakmak (2018) achieved similar results. 

It was concluded that encouraging the students talk continuously to improve their verbal 

communication skills, asking questions and letting students to answer them, listening to music, 

watching videos and movies, making students active in the class by drama method, watching various 

TV channels have positive effects on communication. Benhur (2006), Barın (2004), Beyhan (2018), 

Biçer and Kılıç (2017), Alyilmaz (2018), Goukukuk and Kiran (2018) achieved similar results. 

Conclusions on the Problems Encountered 

It was concluded that the participants encountered problems such as skipping letters, mixing 

sounds, and pronouncing the works similar to the native language. In addition, it was observed that all 

of the participants in this study evaluated the reading and reading comprehension separately. Although 

the student does not understand the text, it is accepted as he or she has reading skills. In this context, it 

can be stated that the teachers, who reported that the students learned how to read but did not know 

what they were reading, were considering reading skill as only recognition of the word and voicing it 

and were believing that reading and reading comprehension are two different skills. This is still away 

from the level intended to be achieved in terms of the students’ reading skills. In reading, vocalization 

and reading comprehension are actions that take place together. Similar results were reached in the 

studies conducted by Hadidi (2015), Beyhan (2018), Bulut, Soysal and Gülçiçek (2018), Gözüküçük 

and Kıran (2018), Ergün (2018), Moralı (2018) and Belet (2009). 

It was observed that Syrian and Afghan refugee students did not have much problems in copy 

writing studies. It was observed that teachers frequently asked students to do writing exercises to solve 

the problems of students in dictation works. It was determined that in writing exercises the students 

were skipping the vowels and mixing the dotted letters particularly. As the language structure of the 

Arabic and Latin alphabets are different, it was concluded that students who knew the Arabic alphabet 

had problems such as misdirection of letters when writing, and reversing tails of letters. It was 

concluded that the problems in voicing and words in these subjects were reduced by writing exercises 

and constantly correcting the mistakes. Kıran and Gözük Küçük (2016) and Beyhan (2018) reached 

similar results.  

In the research, it was observed that almost all of the participants had problems with verbal 

communication (listening and speaking) with the students. It was observed that the teachers and Syrian 

and Afghan refugee students could not communicate with each other in the school and expressed what 

they wanted to say in body language. It was concluded that this situation may affect students’ 

education and academic life negatively. Aykırı (2017), Erdem (2017), Bulut et al. (2018), Güngör and 

Şenel (2018), Güven and İşleyen (2018), Yüce (2018), Kardeş and Akman (2018), Tosun et al. (2018) 

found similar results in their studies. 
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Results on the Theme of Measurement and Evaluation 

In the study, the participants stated that they did individual assessments for the Syrian and 

Afghan refugee students, even though they did not determine a specific criterion for evaluating 

students in the assessment process of teaching Turkish. It was concluded that the students were less 

successful in writing skills compare to their classmates. It was concluded that the teachers were trying 

to overcame language problems through constant repetitions and corrections of students whose 

pronunciation were not correct. It was also concluded that the feedback was very effective in 

correcting the pronunciation mistakes of the students. Benhur (2006), Erdem (2017), Baldık (2018), 

Çakmak (2018), Bulut et al. (2018), Güngör and Şenel (2018) obtained similar results. 

Conclusions on the Theme of Expectations 

According to the research findings, it was concluded that the fact that there were Syrian and 

Afghan refugee students who had different native languages in the classrooms with crowded class 

sizes has complicated the activities of the lesson, also increased the workload of the teacher and the 

education was disrupted from time to time. It was also revealed that the teachers needed to spend more 

time for teaching Turkish to the students with language problems, so there was a time problem in 

application of the regular curriculum. It was concluded that the Ministry of National Education should 

work on the issue that the teachers, who are specialized in the specific field of teaching Turkish to 

refugee students, should be assigned with a different payment rate. It was concluded that at the 

beginning of the semester the administration should determine the students who are not native Turkish 

speakers, and which classroom they should be enrolled, how many students will be in each classroom, 

and which teacher will teach them. It was concluded that providing a variety of materials for refugee 

students will contribute positively to the teaching process. According to the findings of the research, it 

was also determined that teachers who have Syrian and Afghan refugee students who are not native 

Turkish speakers in their class should be given a priority in a long period, and that they should receive 

trainings within a certain period of time. It was stated that the seminar trainings should be given by 

teachers who are experts in their fields and prepared in a way that suggestions about the application 

can be created. Similar results were reached by Ferris and Winthrop (2010), Gözüküçük and Kıran 

(2016), Tanrıkulu (2017), Yaylacı, Serpil and Yaylacı (2017), Kardeş and Akman (2018), Bulut, 

Soysal, Gülçiçek (2018), Güngör and Şenel (2018). 

Conclusions on the Theme of Suggestions 

It was observed that there was a serious communication problem between the teachers and the 

parents because the families of Syrian and Afghan refugee students who are not native Turkish 

speakers could not speak Turkish. It was concluded that it would be more beneficial if these students 

to can attend language education classes before starting to school and if they begin to go to primary 

school after getting the language class. Peterson, Meehan and Durrant (2016), Susar Kırmızı et al. 

(2016), Kanbur (2017), Güngör and Şenel (2018), Kardeş and Akman (2018), Benli Özdemir (2018), 

Şimşir and Dilmaç (2018), Baldık (2018), Tosun et al. (2018) and Demirtaş (2019) achieved similar 

results in their studies.  

In line with the information obtained as a result of the research, special in-service training, 

courses and seminars related to application-oriented language teaching can be given to primary school 

teachers, firstly to volunteered teachers, in order to increase their proficiency levels in teaching 

Turkish to refugee students who are not native Turkish speakers. Moreover, teachers can use special 

measurement tools, rubrics, etc. in assessing students who are not native Turkish speakers. In addition, 

a separate curriculum can be created for Syrian and Afghan refugee students who are not native 

Turkish speakers and order to solve the language problems and make effective decisions in 

applications. And a private unit can be established in the National Education Directorates that will 

support the students who are not native Turkish speakers. Particularly, considering the education 

problem for refugees who have become a part of our country, courses related to language teaching can 
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be added to primary school teacher education programs in universities for students who are not native 

Turkish speakers. 

REFERENCES 

Alyılmaz, S. (2018). Türkçe Öğretiminde Hedef Kitlenin / “Öğrenen” in Önemi. Uluslararası Türkçe 

Edebiyat Kültür Eğitim Dergisi, 7(4), 2452-2463. 

Aykırı, K. (2017).  Türkiye Sınıf Öğretmenlerinin Sınıflarındaki Suriyeli Öğrencilerin Eğitim 

Durumlarına İlişkin Görüşleri, Pamukkale Üniversitesi, 2, 44-56. 

Baldık, Y. (2018). Ana Dili Türkçe Olmayan Göçmen Toplulukların Eğitim Sistemine Katılımında 

Türkçe Öğretiminin Önemi. Hacı Bektaş Veli Üniversitesi Sosyal Bilimler Enstitüsü Türkçe 

Eğitimi Programı, Yabancılara Türkçe Öğretimi Programı, Yüksek Lisans Tezi, Nevşehir. 

Barın, E. (2004). Yabancılara Türkçe öğretiminde ilkeler. Hacettepe Üniversitesi Türkiyat 

Araştırmaları Dergisi, 1, 19-30. 

Belet, Ş. D. (2009). İki Dilli Türk Öğrencilerin Ana Dili Türkçeyi Öğrenme Durumlarına İlişkin 

Öğrenci, Veli ve Öğretmen Görüşleri, Norveç Örneği, Selçuk Üniversitesi Sosyal Bilimler 

Enstitüsü Dergisi, (21). 

Benhur, M. H. (2006). Türkçe’nin Yabancı Dil Olarak Öğretiminde Öğretmenin Önemi, Belleten, (1), 

45-53. 

Benli Özdemir, E. (2018). Geçici Koruma Altındaki Suriyeli Öğrencilerle Birlikte Eğitim Alan Türk 

Öğrencilerin Görüşlerinin Değerlendirilmesi, Tarih Okulu Dergisi, 1199-1219. 

Beyhan, D. (2018). Suriyeli Öğrencilerin Türk Eğitim Sistemine Entegrasyonu Projesi Kapsamında 

Geçici Eğitim Merkezlerinde Görev Yapan Dil Öğreticilerinin Dil Öğretirken Karşılaştıkları 

Sorunlar ve Çözüm Önerileri, Siirt Üniversitesi, Sosyal Bilimler Enstitüsü, Yüksek Lisans 

Tezi, Siirt 

Biçer, N., & Kılıç, B. S. (2017). Suriyeli Öğrencilere Türkçe Öğretmek İçin Kullanılan Ders 

Kitaplarının Öğretmen Görüşleri Doğrultusunda Değerlendirilmesi. Ana Dili Eğitimi 

Dergisi, 5(4), 649-663.   

Bozkurt, S. (2018). Mülteci Öğrencilerin Eğitimine İlişkin Öğretmen Algıları: Gaziantep Örneği. 

Üsküdar Üniversitesi, Sağlık Bilimleri Enstitüsü, İstanbul. 

Bölükbaş, F. (2016). Suriyeli Mültecilerin Dil İhtiyaçlarının Analizi: İstanbul Örneği. Uluslararası 

Sosyal Araştırmalar Dergisi, vol:9, issue:46, ISSN:1307-9581.  

Bulut, S., Soysal, K. Ö., & Gülçiçek, D. (2018). Suriyeli Öğrencilerin Türkçe Öğretmeni Olmak: 

Suriyeli Öğrencilerin Eğitiminde Karşılaşılan Sorunlar. Uluslararası Türkçe Edebiyat Kültür 

Eğitim Dergisi, 7(2), 1210-1238. 

Cin, G. (2018) Suriyeli Öğrencilere Eğitim Veren Sınıf Öğretmenlerinin Yaşadıkları Sorunlar ve 

Psikolojik Sağlamlılık Düzeyi: Adana İli Örneği, Çağ Üniversitesi, Sosyal Bilimler 

Enstitüsü, Yüksek Lisans Tezi, Adana. 

Creswell, İ.W. (2013). Araştırma deseni. (Çev. ed. S. B. Demir). Eğiten kitap, Ankara. 

Çakmak, Ö. (2018). Okul Yöneticilerinin Gözüyle Suriyeli Öğrencilerin Eğitiminde Yaşanan Sorunlar 

ve Çözüm Önerileri (Kilis Örneği), Gaziantep Üniversitesi, Eğitim Bilimleri Enstitüsü, 

Yüksek Lisans Tezi, Gaziantep. 



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

© 2020 INASED 

 

229 

 Demirtaş, S. (2019). Sınıf Öğretmenlerinin Suriyeli Öğrencilere İlişkin Metafor Algılarının 

İncelenmesi (Konya Örneği). Necmettin Erbakan Üniversitesi, Eğitim Bilimleri Enstitüsü, 

Yüksek Lisans Tezi, Konya. 

Dorman, S. (2014). Educational Needs Assessment for Urban Syrian Refugees in Turkey, 

https://data.unhcr.org/syrianrefugees/download.php?id=7898 

Due, C., Riggs, D. W., & Augoustinos, M. (2016). Experiences of school belonging for young 

children with refugee backgrounds. Australian Educational & Developmental Psychologist, 

33(1), 33-53. 

Erdem, C. (2017). Sınıfında Mülteci Öğrenci Bulunan Sınıf Öğretmenlerinin Yaşadıkları Öğretimsel 

Sorunlar ve Çözüme Dair Önerileri, Medeniyet Eğitim Araştırmaları Dergisi Cilt:1, Sayı:1, 

2017, S.26-42. 

Ergün, Ö. R. (2018). Geçici Koruma Statüsündeki Suriyeli Çocukların Eğitim Sürecindeki Toplumsal 

Uyum Sorunları: Burdur Örneği, Süleyman Demirel Üniversitesi, Sosyal Bilimler enstitüsü, 

Yüksek Lisans Tezi, Isparta.  

Ferris, E., & Winthrop, R. (2010). Education and Displacement: Assessing Conditions for Refugees 

and Internally Displaced Persons affected by Conflict. Background paper prepared for the 

Education for All Global Monitoring Report 201, UNESCO. 

Güngör, F., & Şenel, A. (2018). Yabancı Uyruklu İlkokul Öğrencilerinin Eğitim Öğretiminde Yaşanan 

Sorunlara İlişkin Öğretmen ve Öğrenci Görüşleri. Anadolu Üniversitesi Eğitim Bilmleri 

Enstitüsü Dergisi, 8(2), s.124-173. 

Güven, S. & İşleyen, H. (2018). Sınıf Yönetiminde İletişim, İletişim Engelleri ve Suriyeli Öğrenciler. 

Journal of Social and Humanities Sciences Research, 5(23), 1293-1308. 

Hadidi, N. B. (2015). Sınıf Öğretmenlerinin Ana Dili Farklı Olan Öğrencilere Türkçe Öğretimi ile 

İlgili Görüşlerinin İncelenmesi, Zirve Üniversitesi, Sosyal Bilimler Enstitüsü, Yüksek Lisans 

Tezi, Gaziantep. 

Kanbur, N. (2017). İlkokulda Görev Yapan Öğretmenlerin Mülteci Öğrencilere Yönelik Tutumlarının 

İncelenmesi, Sakarya Üniversitesi, Eğitim Bilimleri Enstitüsü, Yüksek Lisans Tezi, Sakarya. 

Kardeş, S., & Akman, B. (2018). Suriyeli Sığınmacıların Eğitimine Yönelik Öğretmen Görüşleri, 

Elementary Education Online, 17(3): Pp. 1224-1237. 

Meb. (2009). Türkçe Dersi Öğretim Programı.  

Merriam, Sharan B. (2013). Nitel Araştırma: Desen ve Uygulama İçin Bir Rehber, (Çev, Selahattin 

Turan), 3. Basım Ankara: Nobel Yayınları.  

Miles, M. B., & Huberman, A. M. (1994). Qualitative data analysis: An expanded sourcebook. 

Thousand Oaks: SAGE. 

Moralı,G., (2018). Suriyeli Mülteci Çocuklara Türkçenin Yabancı Dil Olarak Öğretiminde 

Karşılaşılan Sorunlar,Opus Uluslararası Toplum Araştırmaları Dergisi, 8(8). 

Oytun, O., & Gündoğar, S. Sabiha (2015). Suriyeli Sığınmacıların Türkiye’ye Etkileri Raporu, Orsam- 

Tesev Rapor No: 195, Ankara. 

Peterson, A. Meehan, C. A., Z. Durrant (2016). Sığınmacı ve mülteci çocukların refakatsiz olanlarda 

dahil olmak üzere eğitim ihtiyaçları ve deneyimleri nelerdir?, Canterbury Christ Church 

University. 



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

© 2020 INASED 

230 

Susar Kırmızı, F., Özcan, E., & Şencan, D. (2016). Türkçenin Az Konuşulduğu Bölgelerde İlk Okuma 

Yazma Sürecinde Karşılaşılan Sorunlara İlişkin Öğretmen Görüşleri. Uluslararası Türkçe 

Edebiyat Kültür Eğitim Dergisi, 5(1), 412-445.   

Şeker, B, D., & Aslan, Z. (2014). Eğitim sürecinde mülteci çocuklar: sosyal psikolojik bir 

değerlendirme, Kuramsal Eğitim Bilim Dergisi, 8(1), 86-105.  

Şimşir, Z., & Dilmaç, B. (2018). Yabancı Uyruklu Öğrencilerin Eğitim Gördüğü Okullarda 

Öğretmenlerin Karşılaştığı Sorunlar ve Çözüm Önerileri, Necmettin Erbakan Üniversitesi 

ereğli Eğitim Fakültesi Dergisi, 17 (2), 1116-1134. 

Tanrıkulu, F. (2017). Türkiye’de Yaşayan Suriyeli Çocukların Eğitim Sorunu ve Çözüm Önerileri 

Medipol Üniversitesi, Liberal Düşünce Dergisi, 22(86), 127-144. 

Tosun, A., Yorulmaz, A., Tekin, İ., & Yıldız, K. (2018). Mülteci Öğrencilerin Eğitim Sorunları, 

Eğitim ve Din Eğitiminden Beklentileri, Eskişehir Osmangazi Üniversitesi Sosyal Bilimler 

Dergisi, 19(1), 107-133. 

Tunç, A, Ş. (2015). Mülteci Davranışı ve Toplumsal Etkileri: Türkiye’deki Suriyelilere İlişkin Bir 

Değerlendirme, TEOSAM Akademi Dergisi, 2 (2). ISSN: 2148-2462, s. 29-63. 

Turkish Statistical Institute, 2019. 

Yılar, Ö. (2015). İlk okuma ve Yazma Öğretimi. Ankara: Pegem A Yayıncılık. 

Yıldırım, A. & Şimşek, H., (2016). Sosyal Bilimlerde Nitel Araştırma Yöntemleri. Ankara: Seçkin Yy. 

Yaylacı, F. G., Serpil, H., & Yaylacı, A.F. (2017).  Paydaşların Gözünden Mülteci ve Sığınmacılarda 

Eğitim, Karadeniz Eğitim Araştırmaları Dergisi, 22, 101-117.  

Yıldız, Ö. (2013). Türkiye Kamplarında Suriyeli Sığınmacılar: Sorunlar, Beklentiler, Türkiye ve 

Gelecek, Sosyoloji Derneği, Türkiye Sosyoloji Araştırmaları Dergisi, 16 (1). 

Yüce, E. (2018). Geçici Koruma Altında Bulunan Suriyeli Öğrencilerin Okula Uyumları, Hacettepe 

Üniversitesi, Eğitim Bilimleri Enstitüsü, Yüksek Lisans Tezi, Ankara. 

  



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

© 2020 INASED 

 

231 

Examination of Abstracts Presented at the 6
th

 International Preschool Education 

Congress 

 

Servet Kardeş
 i 

Van Yüzüncü Yıl University 

 

Abstract 

The purpose of this study is to examine the abstracts in 6
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INTRODUCTION 

The purpose of preschool education is to provide all children with access to quality and 

developmentally appropriate programs to prepare them for the school (Barnett & Yarosz, 2007; 

Magnuson, Meyers, Ruhm & Waldfogel, 2004). Many preschool education programs have had 

positive impacts on the learning and development of children. Preschool education contribute to 

supporting children’s developmental zones, social adaptation and preparation for primary school 

(Barnett, 1992). A well-organized preschool education program increases the academic success of 

children and the rate for attendance in higher education, reduces the crime rates and the need for 

private education. An investment in preschool education programs provides significant gains in the 

educational, social and economic areas (Barnett, 2008; Magnuson, Meyers, Ruhm & Waldfogel, 2004; 

Schweinhart, Montie, Xiang, Barnett, Belfield & Nores, 2005; Reynolds & Temple, 2006; Temple & 

Reynolds, 2007).  

A survey conducted by the Education Reform Initiative show that public institutions has given 

more importance  to preschool education in Turkey, therefore it is observed that participation in 

preschool education has increased. However, it has emerged that the enrollment rates in preschool 

education are below the average of OECD countries (Aktan & Akkutay, 2014; Atli, 2013; Education 

Reform Initiative, 2017). According to 2019 statistics from the Ministry of Education in Turkey, 

although 93 302 preschool teachers work, the number of students in preschool education is 1.564.813. 

The number of classrooms reserved for preschool education is expressed as 81,297. Schooling rates 

are shared as 44.05 percent in 3-5 years of age, 56.24 percent in 4-5 years of age, and 75.17 percent in 

5 years of age (MoNE, 2019). In OECD countries school enrollment rates of the 3-5 years of age  are 

over 90 percent, this rate is 44,05 percent in Turkey. In Belgium, Denmark, France, Iceland, Ireland, 

Israel, Norway, Spain and the United Kingdom, it exceeds 95 percent. A few countries have 

experienced spectacular increases in ECEC within this period such as Lithuania, Poland, the Russian 

Federation and Turkey (OECD, 2020). Turkey is not at the expected level of participation and equal 

distribution in early childhood education across the country (World Bank, 2011). 

Concerning the scientific congress in Turkey in the field of preschool education, the 1
st
 

international congress was held in 2004 at Marmara University, Istanbul. The 2
nd 

international 

preschool education congress was also held by Marmara University in 2007. After these congresses, 

Marmara University organized the 1
st
 National Preschool Education Congress in 2011, but this was the 

first and also the last national congress. The 3
rd 

international preschool education congress was held at 

Çukurova University, Adana in 2012, the 4
th
 international preschool education congress was held at 

Hacettepe University, Ankara in 2015, the 5
th
 international preschool education congress was held at 

Gazi University, Ankara in 2017 and finally the 6
th
 international preschool education congress was 

held in Kars in 2019. It has been decided to organize the 7
th
 international preschool education congress 

at Ege University, Izmir in 2021. In addition, 14 national preschool student congresses have been held 

so far. 

The scientists spend a major part of their time on researching and publishing the results from 

their research (Liberman & Wolf, 1997). One of the final objectives of the researchers is to share their 

research with their colleagues and society. There are two ways to do that. One is to present their 

research as a scientific article, and the other is to present it as an oral presentation or as a poster 

presentation in a congress. The research findings presented at a scientific congress are brief, therefore 

they only contain the basic data (Bhandari, Devereaux, Guyatt, Cook, Swiontkowski, Sprague & 

Schemitsch, 2002). The abstracts presented at a congress are peer reviewed to accept. Presentation of a 

study as an abstract at the congress may have an effect on the publication of that study on a journal. 

Furthermore, originality and reliability of research, size of the sample studied, and obtaining 

significant results from the study may affect publication of presented abstracts as an article on the 

scientific journals (Callaham, Wears, Weber, Barton & Young, 1998; Scherer, Meerpohl, Pfeifer, 

Schmucker, Schwarzer & von Elm, 2018). A poster presentation presented at a congress is not less 

significant than an oral presentation. On the contrary, displaying a poster presentation for several days 

or during the congress provides advantage to share the scientific information. A poster presentation 

also has more dialogs and interactions. Most of the quality scientific information has been presented as 
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a poster presentation (Stewart, Chandra, Chiu, Hanna, Kennedy, Kraus, ... & Rosenfeld, 2013). Higher 

quality of poster presentations presented at a congress is important to provide higher quality of 

scientific information. The rate for publication of studies presented in the congress abstracts is one of 

the widely accepted quality features of the congress and indicates the scientific value of studies 

presented (Schulte, Huck, Osada, Trost, Lange, Schmidt, ... & Bullmann, 2012).  

The congress are not only important for the scientists to share their scientific findings but also 

useful for establishing a communication network across the scientists, creating a relationship of trust, 

setting common goals, exchanging information, cooperating through a variety of projects, and sharing 

opinion of scientists on their own expertise (Evered, Porter & Nugent, 1985). Individually, we attend a 

congress to gain more information on our own study areas, get together with our co-workers, and 

move away from daily routines (Rowe & Ilic, 2015). A scientific congress is important for the young 

scientists to develop their career and have an opportunity to get together with scientists experienced in 

the area (Urban & Boscolo, 2013). The congresses are also important to establish a mutual trust and 

understanding among the scientists (Alberts, 2013). However, some congresses are criticized as they 

are expensive, have a poor quality, and are not sufficient to meet the needs of young scientists 

(Evered, Porter & Nugent, 1985).  

The studies in the field of preschool education varies in Turkey. Considering the thesis studies 

in the field of preschool education, it is seen that a total of 527 theses including 483 master's theses, 40 

doctoral dissertations and 4 expertise thesis in medicine were uploaded to the YÖK national thesis 

center in the last two years. Concerning the subject distribution of these theses, it is seen that most of 

the thesis studies are about social skills, especially emotion regulation skills, preschool special 

education, communication technologies and computer-aided education, values education, creativity 

and art, games, children's literature, gender studies, environment and STEM education, respectively. 

Demirtaş İlhan & Tantekin Erden (2019) in their study found that students were the most frequently 

used study groups in early childhood education master theses and dissertations. Güvelioğlu (2019) in 

her study showed that almost half of the articles in early childhood education context were designed as 

quantitative studies. In complement with that, three most prevalent research methods were identified 

to be survey, experimental, and correlational. The widespread choice of sample group in the articles 

was children. Abalı Öztürk & Demir (2018) analysed of graduate theses on early childhood education, 

they figured out in their study that the focal point of the theses is majorly qualifications of preschool 

teachers, characteristics and tendencies of parents, effects of different approaches/methods on early 

childhood education, characteristics of children in early childhood education. Cook, Beckman & 

Bordage (2007) reviewed in the article abstracts in their research and concluded that 48% of abstracts 

contained findings whereas 61% of abstracts had research results. In their research, Callaham, Wears, 

Weber, Barton & Young (1998) concluded that 43% of research presented as abstract at the congress 

were later published as an article. The rate for publication of abstracts presented at the congress as an 

article ranges between 8% and 81% (Scherer, Meerpohl, Pfeifer, Schmucker, Schwarzer & von Elm, 

2018). Schulte, Huck, Osada, Trost, Lange, Schmidt,... & Bullmann (2012) reported that it was 

approximately take 18 months to publish an abstract presented at the congress as a scientific article. 

Çifçi & Ersoy (2019) investigated the orientation of research on preschool education through a content 

analysis and concluded that topics discussed in the relevant research included zones of development, 

educational materials, method-technique, program studies, and involvement of parents. Most of the 

studies used the screening method, one of the quantitative research methods, and the most studied 

sample was the preschool students. It is concluded that the most used data collection tool in the studies 

is the interview form.  

The purpose of this research is to examine the abstracts contained in the book of abstracts 

presented at the 6
th
 International Preschool Education Congress in terms of research subject, methods, 

design, sample type, data collection tools, data analysis techniques, validity and reliability. This 

research is important to indicate the studies performed by the specialists in the preschool education, 

the methods and techniques used by them, and originality and quality of studies, and to develop a 

holistic perspective. This research is useful for the specialists to obtain general information on the 

studies performed by their colleagues. This research is also considered significant for the researchers 

to view the most studied or the least studied subjects in the relevant area and closely observe the 
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alternative models, new approaches, and groups, conditions or studies that need to be supported. This 

study presents the current tendencies in the preschool education, studied subjects and methods used in 

order to provide guidance to the respective researchers, allow them to evaluate the studies performed 

and criticize themselves, and recognize the deficiencies and requirements to provide insight on what to 

do in further studies. This research is original because despite a detailed search, rarely similar study 

was found that have analyzed the content of oral presentations at a preschool scientific congress. 

Purpose of the research 

This study aims to examine of abstracts presented at the 6
th
 International Preschool Education 

Congress held in Kars, Turkey. As part of this general objective, answers to the following research 

questions were sought: 

1. How is the subject distribution of the papers presented from the 3rd IPEC? 

2. How are the methods, research designs and working groups of the papers presented from 

the 3rd IPEC? 

3. What are the data collection tools, data analysis techniques and validity and reliability 

studies of the papers presented from the 3rd IPEC? 

METHOD 

This is a qualitative research and was performed by reviewing documents, one of the 

qualitative research methods. The documents constitute an important source of data for the qualitative 

research and include both private and official documents (Creswell, 2009). The document analyzed for 

this research is the book of abstracts presented at the 6
th
 International Preschool Education Congress 

held in Kars, Turkey in 2019. As the congress organization board required that an abstract must 

contain minimum 500 words, the congress’ book of abstracts was considered to contain sufficient data.   

Study Material  

This research included 295 abstracts contained in the book of abstracts for the 6
th
 International 

Preschool Education Congress held in Kars, Turkey between 2 and 5 October, 2019. All abstracts 

presented at the congress were examined. 12 of the abstracts shared the results of different projects. 4 

abstracts presented were a compilation. Each of the abstracts contained in the book of abstracts of 

1206 pages comprised of minimum 500 words. There were no poster presentations at the congress. 

There were 5 panels that included speakers from 5 different countries: the USA, New Zealand, Egypt, 

the United Kingdom and TRNC (Turkish Republic of Northern Cyprus). At the congress, there were 

also 9 workshops and one charrette conducted on different matters. In addition, there were no abstracts 

sent from foreign countries to the congress.  

Data Analysis   

The descriptive analysis, one of the data analysis techniques, was used to analyze data. The 

descriptive analysis is a data analysis technique that analyzes the samples of written communications 

of researchers in order to allow them indirectly study the human behaviors. The descriptive analysis is 

an analysis method based on summarizing and interpreting data collected with various data collection 

techniques within the framework of predetermined themes (Yıldırım & Şimşek, 2013). The descriptive 

analysis is often used for the analysis of written materials such as newspapers, journals, articles, books 

and documents, therefore, it was considered to suit the purpose of this research (Fraenkel & Wallen, 

2011). In the qualitative research, the researcher collects the data, divides the data into codes, and 

counts the divided codes to create certain categories. The researcher then creates themes from the 

categories of grouped codes (Patton, 2002). A content analysis form was developed by the researcher 

to analyze the abstracts included in this research. In development of the content form for the findings 
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obtained from this study, the themes were determined based on whether the research was completed, 

the subject of research, methods, design, sample type, data collection tools, data analysis techniques, 

and validity and reliability study. The abstracts included in the research were coded under the themes 

contained in the content analysis form developed by the researcher and the findings were listed 

accordingly. Reliability is not provided in the qualitative research as used in the quantitative research. 

Instead, consistency (one of the areas focused by the reliability) is considered (Yıldırım & Şimşek, 

2013). Therefore, the abstracts were individually coded by two different encoders based on the content 

analysis form for the validity and reliability study of the research. To ensure internal consistency in the 

study, the formula suggested by Miles & Huberman (1994) (reliability= agreement /agreement + 

disagreement) was used to calculate the harmony between the encoders. The harmony calculated was 

93% between the encoders and this shows that harmony was very high because harmony between the 

encoders is expected to be 90% depending on the size and range of the coding form (Miles & 

Huberman, 1994). The data obtained from the research was represented as graphics because the 

representation of data in graphics would allow making data visible and conceptualization (Miles & 

Huberman, 1994). 

FINDINGS 

The following graphic shows the findings from the review of book of abstracts presented at 

the 6
th
 International Preschool Education Congress.  

 

 

Graphic 1. Distribution of subjects studied in the abstracts 

 

Graphic 1 above shows that scientists studying the preschool education mostly chose the 

development and evaluation (46), teacher training (38), educational environments (34), education 

programs and policies (22), family education and participation (18), media and technology (17), 

alternative education models (16), children’s literature (15) and immigrants and refugees (14). The 

scientists performed less studies on the children at risk (5), multiculturalism (5), children’s rights (4) 

and early intervention programs (4), and they were not really interested in aesthetics, arts, creativity, 

and drama. 
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Graphic 2. Research methods used in the abstracts 

 

As presented in Graphic 2, there was an even distribution across the studies: Quantitative 

Method (45%) and Qualitative Method (51%), however, the scientists studying the preschool 

education were not interested in mixed method (4%).  

 
 

Graphic 3. Research designs used in the abstracts 

 

Graphic 3 shows the research designs and the Quantitative research mostly used the 

screening/descriptive (31%) design; the experimental (8%) designs were very low, and longitudinal 

studies were not preferred. The qualitative research (30%) generally used the case study design.  
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Graphic 4. Sample groups studied in the abstracts 

 

As presented in Graphic 4, the sample and study groups analyzed by the scientists in their 

research mostly included children (79), teachers (59), teacher candidates (36) and parents (28), and 

they reviewed the documents (38). The number of studies (4) addressing teachers and teacher 

candidates together and the number of studies (4) on the teachers and administrators were lower. The 

faculty members (1) was the least studied sample group. Studies (2) were also performed on the social 

workers that are outside of the preschool education.  

 
 

Graphic 5. Data collection tools used in the abstracts 

 

As represented in Graphic 5, the scientists studying the preschool education mostly preferred 

the scales (105) and interview forms (81) as a data collection tool in order to collect data. Some 

research (35) did not provide any information on the data collection tools. Less research (8) used the 

scales and interview forms together, and lower number of research used observation forms (8). Some 

research used data collection techniques such as the diary, and draw and explain (15). Some research 

(35) did not provide any information on the data collection tools.  
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Graphic 6. Data analysis techniques used in the abstracts 

 

As represented in Graphic 6, the researchers heavily used the correlational analysis (100) 

methods, a quantitative analysis technique. The mostly used method was the content analysis (101) for 

the qualitative analysis. The quantitative analyses did not use advanced analysis techniques very much 

such as procedural analysis (6). The quantitative research used univariate analysis (14) less. 

Significant number of abstracts (33) did not provide information on the data analysis technique. 

 
 

Graphic 7. Validity and reliability studies in the abstracts 

 

As presented in Graphic 7, the validity and reliability studies for the presented abstracts were 

usually not contained in the book of abstracts (215). The abstracts that contained information on the 

validity and reliability generally focused on the harmony between the encoders (23) and expert 

opinions (22). The quantitative research used factor analysis (15), especially in the studies that develop 

a scale.  
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Graphic 8. Completed abstracts 

 

As represented in Graphic 8, a remarkable significant finding in the book of abstracts is that 

approximately 1/4 of abstracts presented at the congress had unfinished findings and conclusions. In 

the book of abstracts, there was a higher number of abstracts (228) that had finished findings and 

conclusions whereas there was a significant number of abstracts (67) that had unfinished findings and 

conclusions. 

DISCUSSION, CONCLUSIONS AND SUGGESTIONS 

According to this research that reviewed the book of abstracts presented at the International 

Preschool Education Congress, scientists studying the preschool education mostly chose the 

development and evaluation, teacher training, educational environments, education programs and 

policies, family education and participation, media and technology, alternative education models, and 

immigrants and refugees. The scientists performed less studies on the children at risk, 

multiculturalism, children’s rights and early intervention programs, and they were not really interested 

in aesthetics, arts, creativity, and drama. Similarly, in their study reviewing the articles on the 

preschool education, Çifçi & Ersoy (2019) concluded that researchers studied the development, 

educational materials, methods and techniques used for the education, programs, and involvement of 

parents. They reported that there were only few studies on the environmental education, special 

education, sciences and mathematics. In our age, great importance is attached to educate individuals 

that are creative and produce information in particular. In this respect, insufficient number of abstracts 

on the creativity, arts, aesthetics and drama can be regarded as a flaw. There was an even distribution 

among the studies based on the qualitative and quantitative methods in the research of scientists, 

however, the scientists studying the preschool education were not interested in mixed method. The 

quantitative research mostly used the screening/descriptive design; the experimental designs were very 

low, and longitudinal studies were not preferred. The qualitative research generally used the case study 

design. In their research, Çifçi & Ersoy (2019) concluded that article studies relating to preschool 

education widely used the non-experimental screening method (a quantitative research method), which 

supports the findings of this research. They however concluded that articles did not very much used 

the qualitative research method. A different finding suggested by this research is that researchers use 

both of the quantitative and qualitative methods for their research. Çifçi &Ersoy (2019) concluded that 

mixed method was the least preferred method by the researchers, which is similar to the results that we 

obtained from this research. In their research, Gökçek, Babacan, Kangal, Çakır & Kül (2013) reported 

that the number of research using mixed method was very low as can be seen in the abstracts presented 

at the congresses. The research using mixed method can be considered more reliable. However, the 

researchers do not really choose the mixed method for their research as the mixed method requires 
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more labor and time, collects data with both qualitative and quantitative methods, and has a longer 

analysis process. Indeed, Kozikoğlu & Senemoğlu (2016) reviewed the doctorate dissertations in their 

research and concluded that doctorate dissertations mostly preferred the mixed method. Although 

scientists do not prefer the mixed method for the abstracts and articles, they choose the mixed method 

for the doctorate thesis because they labor more and attach more importance to the scientific research 

methods. In their research, Harris, Mourad, Kadir, Solomon & Young (2007) concluded that the 

reason for lower rate for publication of abstracts presented at the congress was the procedural 

weakness rather than the results. Therefore, the methods used must be powerful for the congress to be 

more quality, and to increase the rate for publication of abstracts presented. Very low number of 

experimental studies in the presented abstracts and the lack of longitudinal, ethnographic and action 

studies can be regarded as deficiencies in the use of powerful procedural design. Likewise, Göktaş, 

Hasançebi, Varışoğlu, Akçay, Bayrak, Baran & Sözbilir (2012) reviewed the articles containing 

education in their research and suggested that there was a higher number of descriptive studies and 

there was a very low number of studies such as action research, and thus, shared their opinion that 

there was a higher number of studies presenting a case in Turkey.   

In the samples and study groups studied by the scientists in the research, they mostly studied 

the children, teachers, teacher candidates and parents, and reviewed the documents. There was a lower 

number of studies performed on the faculty members and administrators. Çifçi & Ersoy (2019) 

concluded that the sample of articles on preschool education mostly included the preschool children, 

teachers and teacher candidates, and the least studied group comprised of the administrators and 

postgraduates. In their research, Ahi & Kıldan (2013) concluded that the number of studies on the 

faculty members was lower. The reason why there was a lower number of studies on those groups 

could be that it is a more difficult process to collect data from the faculty members, administrators, 

and postgraduates. The widely used data collection tools by the scientists to collect data were the 

scales and interview forms. Similarly, Şahin & Bartan (2017) concluded that the scale was the mostly 

used data collection tool. Çifçi & Ersoy (2019) reported that the interview form was the mostly used 

data collection tool for the articles on the preschool education. Ahi & Kıldan (2013) also reported that 

the mostly used data collection tools were the surveys and scales in the thesis study on the preschool 

education. The reason why the researchers prefer more the interview forms and available scales to 

collect data might be that it is easier to use the interview forms and available scales. It is observed that 

abstract presented used less the observation forms. Some abstracts used data collection techniques 

such as the diary, draw and explain, and metaphor. There were also studies that did not provide any 

information on the data collection tools. The researchers largely used the correlational analysis 

methods, a quantitative analysis technique. Similarly, Şahin & Bartan (2017) concluded that ANOVA 

and t-test was the mostly used methods in the studies performed on the preschool education. Ahi & 

Kıldan (2013) concluded that t-test and ANOVA (parametric tests) was the widely used methods for 

the statistics in the research. The most used method was the content analysis for the qualitative 

analysis. The quantitative analyses did not use advanced analysis techniques very much such as 

procedural analysis. The quantitative research used less the univariate analysis methods. The 

procedural analysis requires advanced knowledge of statistics and the univariate analysis is not 

deemed a sufficient analysis in the research, and these two factors may be considered obstacles to 

being chosen by the researchers. Significant number of abstracts did not contain any information on 

the data analysis technique. The validity and reliability studies of the presented abstracts were not 

included in the book of abstracts. Similarly, Bhandari, Devereaux, Guyatt, Cook, Swiontkowski, 

Sprague & Schemitsch (2002) concluded that the abstracts generally did not contain the required 

information to assess the validity of research. The abstracts that contain information on the validity 

and reliability generally focused on the harmony between the encoders and expertise’s opinions. The 

quantitative research used factor analysis, especially in the studies that develop a scale. In their 

research, Schulte, Huck, Osada, Trost, Lange, Schmidt,... & Bullmann (2012) concluded that 3% of 

abstracts presented at the congress had been previously presented at another congress, and 7.9% of 

abstracts were published as a scientific article prior to the congress. They also suggested that some 

researchers wished to publish their study prior to the conference in order to avoid plagiarism which is 

a growing problem. Thus, the congress organization board should be careful that presented abstracts 

have not been presented at other congresses or have not been published as a research article before. In 

addition, significant number of abstracts submitted to a congress had finished findings and results. 



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

© 2020 INASED 

 

241 

Similarly, in the foreign research, Schulte, Huck, Osada, Trost, Lange, Schmidt,... & Bullmann (2012) 

concluded that 68.4% of abstracts submitted to the congress comprised of completed scientific studies, 

and the remaining 31.6% consisted of research that has not yet been completed. In their research, 

Buchan & Spokes (2010) concluded that scientists tended to present speculative abstracts based on the 

findings of research under process or on the research findings that have been completely analyzed yet. 

It is detected that there was an inconsistency between the published research and its abstract presented. 

Therefore, the congresses may accept abstracts with research process completed in order to avoid such 

problems. In their research, Bhandari, Devereaux, Guyatt, Cook, Swiontkowski, Sprague & 

Schemitsch (2002) concluded that 66% of abstracts presented at the congress did not become a 

scientific article. Although researchers claim that the data would be completed for the abstract to be 

presented at the congress, acceptance of abstracts with such high level of uncompleted findings and 

results may pose a problem for the contents of the congress to be scientific. Indeed, in their research, 

Bhandari, Devereaux, Guyatt, Cook, Swiontkowski, Sprague & Schemitsch (2002) found 

inconsistencies between the abstract and its published article in the headings, authors, sample size and 

results. 

In conclusion, it could be recommended that researchers working on the preschool education 

should focus more on the arts, aesthetics, creativity, drama, multiculturalism, children rights and new 

approaches in preschool education. Furthermore, 21
st
 century skills have become important in our age. 

Focusing current problems in the field, supporting new approaches and different researches in a 

holistic manner will increase the quality and efficiency of early childhood studies. This will make a 

significant contribution to the development of children in early childhood and experts working in the 

field. Finally, the abstracts submitted to the congress may be selected from the studies with research 

process completed for the congress to have a higher scientific quality. In addition, the rate for 

publication of abstracts presented at the congresses as a research article can be shared in order to 

improve the quality of congresses.   

It may be recommended to use mixed method more in the studies. Because in the 21
st
 century, 

mixed method is a significant design in research methodology around the world (Clark & Creswell, 

2008). Preskill stated that “using a mixed method approach increases the likelihood that the sum of the 

data collected will be richer, more meaningful, and ultimately more useful in answering the research 

questions” (Johnson, Onwuegbuzie & Turner, 2007). In addition to the descriptive statistics, advanced 

statistics such as correlation, regression and structural equation should be used because advanced 

statistics allow researches for comparison, evaluation and analysis and they also increase the 

publication rate of articles in journals (Scherer, Meerpohl, Pfeifer, Schmucker, Schwarzer & von Elm, 

2018; Sterne, Gavaghan & Egger, 2000). 
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Abstract  

Ontology and epistemology are two different basic disciplines of philosophy. In the course of 

philosophy history, the priority given to these two different disciplines varied between antique age and 

middle age and modern era. For sure, this central change was realized in the basis of the connection 

made by philosophers with metaphysics. The change in question is of power to influence human life in 

many aspects. As for education, it is a field prone to such kind of influences. Existentialism and 

existentialist philosophers are aware of this course of events in the history of philosophy. Kierkegaard 

is a philosopher coming to the forefront with his different stand in the modern era. The fact that he 

regards human being as an existence of synthesis and his style of approaching to the field of faith gave 

him an opportunity to examine philosophical problems on the ground of metaphysics and ontology. In 

the current study, the change in question will be evaluated with its dimensions reflected on education. 

Kierkegaard thought will be taken into consideration in order to answer the problem with a more 

holistic mind instead of producing some solutions-in-pieces. In this sense, related documents will be 

analysed in line with the above-mentioned problem and with its dimension related to education.  
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INTRODUCTION 

There are a great many studies in the literature of educational philosophy written with the 

impacts of existentialism on education and the sense of existentialist education. As an example, the 

books of philosophy by such names as Nel Noddings (2016), Gerald L. Gutek (2006), Cevat Alkan 

(1983), Sabri Büyükdüvenci (1991), Necmettin Tozlu (1997), Mustafa Ergün (1996), İbrahim 

Arslanoğlu (2012) are just some of a great many examples giving existentialism with its general terms. 

The reflections of common features of existentialism on education by Bayraktar and Bayraktar (2016) 

was studied as a subject in the context of a course investigation. Eryaman (2008) evaluated the 

existential education within the hermeneutical style writing practice. In this study, it is noteworthy that 

especially the ontological dimension is considered for the contribution it will provide in writing 

education due to its various deficiencies in current writing education. Moreover, the subject of writing 

was evaluated depending on the changing paradigms in education and existential education was 

emphasized as an alternative. The work of Philosophy of Education by Cevizci (2012) discussed 

existentialism with its general terms but examined the sample of Martin Buber closely as a different 

way from others (p. 147-170). As is clear, these kinds of studies were mostly fictionalized upon 

common feature of the movement. On the other hand, there are some studies evaluating the views of 

Kierkegaard particularly in the sense of education. Such studies as Mcpherson (2001), Gary (2007), 

Rocca, Foley and Kenny, C. (2011), Jaarsma, Kinaschuk, and Xing (2016), Sharma and Marwaha 

(2016) were closely interested in the interpretation of Kierkegaard in the context of education. Yet, the 

number of the studies discussing an existentialist philosopher in the educational contexts in particular 

is limited compared to those dealing with the common features of existentialist education.  

It is likely to find the impact of general features of existentialism to some extent in the modern 

educational theories fed from the eclectic approach. Nevertheless, upon close examination, it is 

possible to see the effects of mostly the atheist existentialists. It is caused by positive or negative 

settings created by such movements as empiricism, positivism, materialism, pragmatism and modern 

scientific approaches. In other words, both some dominant movements in philosophy and the basic 

doctrines in modern science has an impact on the fact that atheist existentialism is effective in 

education. Even though existentialism, with its popular theme, oppose to the fact that modern sciences 

embody human being, thoughts flowing from existentialism towards education with their weak effects 

compromise with the basic doctrines of modern science in the basis of metaphysics. As an example, 

even though atheist existentialists oppose to the basic doctrines of modern science while regarding 

human being depending on the condition of freedom instead of causality, it is basically a compromise 

that they take only the ‘concrete’ sides of human being in the basis of metaphysics. The compromise 

in question, as will be explained below, results actually from being trapped in epistemology and from 

a shallow ontology, staying away from the subject matters discussed in the Antique Age and the 

Middle Age. With the same grounds, the views of philosophers like Kierkegaard (2014a) such as the 

one regarding human being as an existence of synthesis (p. 21-23) would not be able to be evaluated in 

their own senses.  

The distinction between philosophy and sciences was realized much faster in the modern era. 

As far as the relation of philosophy with religion and science is concerned, it is likely to see that 

stricter fronts are formed against each other compared to the earlier times. This case is reflected in a 

way to close such sciences as sociology and psychology not to close education to philosophy to 

comprise the whole philosophy history of education. Nevertheless, the basic reason lying behind these 

developments is itself in the philosophy history. A study into the central change realized from 

ontology towards epistemology in the history of philosophy. For that reason, it is significant that the 

content of the distinctions between philosophy, religion and sciences leaking in education be regarded 

by staying on philosophical ground.   

Humanities are more integrated in Antique Age and Middle Age philosophy compared to 

modern age. Even though they were discussed within integrity, a great many subjects and problems 

were put forward regarding human being in Antique and Middle ages as well. As for modern age, 

subjects and problems were made more profound with the share of the subjects and problems in the 

basis of disciplines. In terms of the basic problems of education, it would be more convenient to 
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present all the views and discussions regarding human being rather than carrying them on the agenda 

of the theory and practice of education. In the current study, Kierkegaard thought is studied in this 

sense. Kierkegaard is a theist philosopher bringing the importance given to faith in the customs of 

Antique and Middle ages as the first representative of existentialist philosophy. In other words, he saw 

the central change between ontology and epistemology and developed his philosophy in this sense. 

Additionally, degrading existentialism to certain common features for the sake of education leads to 

some mistakes. This mistake is to miss out the depths in the thoughts of the existentialist philosophers. 

Therefore, the study aims at investigating the relation of Kierkegaard philosophy in order to stay away 

from the mistakes and basic problem mentioned.  

In line with the purpose of the study, basic works of Kierkegaard will be analysed and 

commented within the problems of current education. While reaching the comments, the similarities 

and differences of the Kierkegaard philosophy with other theories in the philosophy of education will 

be highlighted. As a result of such an investigation, the educational purpose which Kierkegaard 

philosophy comprises will be analysed.  

It is likely to focus on three major cases to determine the importance of the study. The first 

one is that as abovementioned, a general review of ‘existentialist education’ approach in the literature 

of the educational philosophy is much more common, conversely, it was pointed out that the number 

of the studies investigating the educational view of Kierkegaard individually is fewer and its sphere of 

influence is limited. Therefore, a Kierkegaard study alone is of originality in terms of going beyond 

the determined patterns of existentialist education. The second one is that discussing the current 

deficiencies of education in the sense of central change between ontology and epistemology in the 

history of philosophy means giving an opportunity to developing an alternative and original 

perspective to current educational theories. In this way, an opportunity of being able to develop a 

perspective is given out of a faith-based holistic and out of the ordinary with regard to the education of 

human being by extending the limits of modern and popular social sciences. The third one is the 

problem of education that would be considered in terms of philosophical bases in its full sense. A 

solution will be tried to be found the problem with a philosophical basis by applying the Kierkegaard 

thought on again philosophical ground.  

METHOD 

Knowing and explaining in terms of the philosophy of education does not mean the discussion 

of educational problems just on philosophical grounds. For that reason, it is essential that the sciences 

which are the basis of education be included in the subject in certain intervals. Similarly, the 

explanation in the field of educational sciences according to Charlot (2010) “… means showing how a 

case emerges as the game of processes articulated each other …” (p. 40). The study requires to 

explain some basic problems of education at theoretical level without acting. According to Värri and 

Pulkki (2015), the framework being the source for it is the critical analysis of the educational cases in 

the current society. The texts used for the critical analysis of the current education will be evaluated 

depending on their position in the history of philosophy and within their relation with education 

(Aktulum, 2009, p. 2-3, 14). In this sense, the analysis of Kierkegaard philosophy will be commented 

in line with the basic principles of education. Based on the views of the philosopher, ideas concerning 

educational theories will be formed. In this way, the tracks regarding the field of education within his 

philosophical thought will be found. The answers to be collected will be related to the popular views 

of the modern age happening between ontology and epistemology and reflected upon education. The 

problematic sides of these views will be mentioned and a critical perspective will be developed.  

In the current study, as Brauner (1987) pointed out, the analytical, evaluative, speculative and 

integral features (p. 49) of philosophical activity were taken into consideration.  The integral feature 

was paid attention in terms of the fact that education is a separate whole from disciplines each. For 

that reason, it will be tried to have a look at the sociological and psychological bases of education 

from the perspective of philosophy and philosophy of education. The differences between theories in 

these fields and Kierkegaard philosophy will be dealt in a way to lead to a new “argument” (Aktulum, 

2009, p. 14) in the sense of the problems of current education. The views of Kierkegaard will be 
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reached by making a connection between the results of the argument obtained and Kierkegaard 

philosophy. For the sake of realizing these features of the philosophical activity, the method of 

document analysis was used in the study. According to Yıldırım and Şimşek (2011, p. 187) the method 

of document analysis is the investigation of written materials comprising the subject matter or the ones 

related to it in a research.  

Thanks to this method, the study was divided into parts in order to compile the argument to be 

carried out. In the first instance, historical and theoretical framework will be tried to be determined. 

Following that, the connections of Kierkegaard thought with education will be collected under the sub-

titles determined. In this sense, some sub-titles such fields as subjectivity and truth, communication 

thought, use of psychological concepts and existentialism will be given in the study. After deciding 

(more or less) that the arguments to be discussed under the sub-titles are collected in their full and true 

senses, a general evaluation will be made regarding the subject matter in the conclusion part.  

Kierkegaard in the Historical and Theoretical Framework of the Study 

Kierkegaard is known with his versatility such as “Journalist, psychologist, a religious writer, 

a satirist, a literature critic and the ‘father’ of existentialism” (Sharma & Marvaha, 2016, p. 368). 

Upon approaching Kierkegaard with stereotype or negative point of views, some serious challenges 

and problems are likely to appear both in his philosophy and in terms of the comment in the 

educational contents of his philosophy. As an example, anti-intelligent, fideist one making his own 

masochist sorrows romantic could be regarded as an extreme anti-social individualist etc. With this 

kind of point of view, it is likely to describe his educational content difficult in terms of analysis, 

dangerous in terms of its results and even destructive for the modern age. However, to illustrate, his 

works are as valuable as Emile of Rousseau in terms educational development and forming oneself on 

his own (McPherson, 2001, p. 160).  

Before examining the educational value of Kierkegaard in detail, it is essential to give some 

basic findings regarding the style of associating the educational theories with existentialism. 

Following that, how the central change between ontology and epistemology is realized in the history 

of philosophy will be explained in general senses. In this way, some basic evaluations concerning the 

position of Kierkegaard in the history of philosophy, existentialist philosophy and existentialist 

education will be reached.  

Noddings (2016) indicated that current studies in the philosophy of education benefit from the 

existentialist literature (p. 67). As an example, the approaches trying to develop a critical alternative 

against behaviourism which is a learning theory having a strong impact on the educational theories of 

the twentieth century sometimes benefitted from the existentialist literature. For that reason, it is likely 

to investigate the reasons of constructivist approach against behaviourism and the intersecting points 

(Bayraktar, 2015, p. 44.47, 75-76, 88-90). In addition, it is possible to put forward that such 

approaches as anti-pedagogy and critical pedagogy are of similarity with existentialism in some terms. 

While the individual-centred approach of existentialism makes it closer to such educational theories 

constructivism, anti-pedagogy, critical pedagogy etc., it brings about staying distant from such 

movements of educational philosophy as empiricism, positivism, pragmatism etc. On the other hand, 

one feature of existentialism completing the individual centred approach of it, as Birand (1964, p. 100-

101) and Koç (1999, p. 333) pointed out, is that it is considered within the limits of concreteness and 

concrete connections of individual. Even though the fact that existentialism considers individual as a 

general characteristic of it makes the mentioned approaches of educational philosophy distant from 

existentialism at first sight, its consideration of individual within his concreteness and concrete limes 

could be regarded as its consistence with these approaches in the metaphysical and ontological basis. It 

is assumed that considering individual in his concreteness and concrete limits provides a great many 

opportunities particularly in the educational setting as it means being in tangible time and space.  

Time and space are two valuable concepts in terms of the position of education upon human 

being. Both time and space are the concept which educational thinkers pay special attention and are 

not excluded from educational theories. Jaarsma, Kinaschuk and Xing (2016, p. 446) stated that a 
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great many thinkers wanted to benefit from this feature of existentialism in view of the practical sides 

of education. This desire appeared for such challenges of philosophy as abstract, spiritual and 

concreteness problem. It is essential to express that the central transformation between ontology and 

epistemology is of a similar desire.  

As Brubacher (1987, p. 115) expressed, the problems that existentialists deal with are also the 

problems of education and they are not temporary but basic problems. Existentialists are not 

indifferent to educators in view of the expectations of educational theoreticians from philosophy with 

regard to the problems of human being. Existentialist philosophers roughly aims at “bringing back the 

status of human being which he lost in a high-level technological and mechanized community…” , 

which is completely organized for science (Sharma & Marvaha, 2016, p. 369). In other words, it 

reaches the discourse of objecting the traditional religious approaches which hold individual over 

system and where obedience instead of preference is emphasized (Noddings, 2016, p. 62). In this 

sense, upon the analysis of different discourses deeply, it is likely to say that the general features 

attributed to existentialism could change depending on people. As an example, the inconsistent sides 

between the determinations of Noddings with Kierkegaard thought could be put forward. In short, 

depending on the perspective of the researcher, there would appear different preferences over the 

general features of existentialist philosophy. Despite the differences in preference, it is of convenience 

that the reciprocation of a great many views of existentialist philosophy in life could be turned into 

one of the suitable tools. As Berner (2013) pointed out, educational theory, its practice and institutions 

are available for being tools and for impact factor (p. 39, 7-8). The demands of as philosophy, 

philosophy of education and such other sciences which are the basis of education, the expectations of 

the public or their disturbances about education, the sides of education prone to impact could all be 

gathered in one point. The mutual expectations between existentialist philosophy and educational 

sciences and educational systems could be understood at this point.  

The expectations of individuals from the education today are at a large scale and in different 

content. Nevertheless, it is likely to say that their expectations match up with such market expectations 

as getting a job, using knowledge well materially. Such kind of expectations as being a part of 

humanity and the education found by him and taking his place in this meaningful whole are of 

secondary importance. The PISA criticism (2014) of a group of academics is also in the way that the 

organization constructed in the basis of economy makes the real objectives of education forgotten. The 

thinkers of education determining such kind of deficiencies like these thinkers head for the disciplines 

and theories dealing with human being for the sake of expectation in the secondary importance.  

The reason for the emergence of the reciprocal expectation between existentialism and 

education depends on the important and historic change in the history of philosophy. Gellner (1985) 

defined change as follows. “If we were to define modern philosophy in terms of just one feature, it 

would be: The importance of knowledge for life. Up to this time, knowledge is something among other 

things; it is important, but there are other problems; namely, knowledge is something existent in the 

world. What defines the thought of modern age is that the world becomes something in knowledge. 

There is something upside down here.” Gellner added that there is a failure in the fields out of natural 

sciences and that it reduces the feeling of trust in human being, thinking that the case is actually the 

reduction of knowledge (p. 349). Again, this change is related to being irreversibly transferred to 

industrial community from agricultural community in many countries and seeing industrial community 

as a community just based on scientific and technological accumulation.  It brought about such results 

as the institutionalization of education, its being compulsory, its being widespread to large masses and 

serving for an expertize sense having different characteristics between the agricultural community and 

industrial community. For that reason, the practice of education is only known as a task that must be 

guided by science. In this way, an important part of the traditional evaluations related to education 

regarding human being is excluded (Gellner, 2008, p. 117, 129, 166).  

Despite the mentioned changes, the major question of what kind of a person we should train in 

education still remains there. At first sight, it might look that all the crime is upon education. 

However, at a deep look, other components having an impact on education could be reached since it is 

vulnerable to external effects just as a component besides being full of the experiences of other human 
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disciplines. As an example, it was pointed out in a study by Arkonaç (2015, p. 10-15) that there are 

philosophical discussions at the backstage of psychology stage. Dikeçligil (2017) indicated the 

dimensions of forgetting the ontological acceptance of sociology. The similar situation in both 

psychology and sociology is the same in education as well. In other words, the case in these sciences is 

also involved in education. In short, in both human sciences and education, in the background of the 

paradigm change emerging with the passing to the modern age is the effect of grounding the 

philosophical movements.  

Obtaining the basic ontological perception of the theories within the content of human 

sciences is a style of a study that is not focused adequately today. It is because a critical investigation 

requires offering a new alternative view around the same subject. As is clear, such kind of a study has 

to turn around the question of “What is human?” in any case.  According to Morris (1987), it is easy to 

find reality in the question of “What is the distance between home and market?” rather than looking 

for the reality in the question of “What is human?”. The second question brings a series of new 

questions with uncertain limits together (p. 1-3). It is a fact that an educational theory does not act with 

a question like “what is the distance between home and market?”. However, the abovementioned 

educational paradigm does not want a mass of philosophical discussions whirling around the question 

of “what is human”, in other words does not want to be sucked into a vortex full of uncertainties. That 

is to say, the sciences constituting the basis of education act depending on the concreteness/objectivity 

pointed by a simpler question. As a matter of fact, it is required that these sciences be ontologically 

accepted, but as the acceptance of these sciences makes ontology forgotten in a way too shallow to 

discuss over ontology. From that time onwards, the action point stays in the epistemological circle 

completely.  

Cevizci (2012) pointed out that epistemology made the centre of philosophy slid with the 

modern age (p. 236-237). Guénon (1991, s. 33) considered “… change in direction for human 

activities as a whole…” as the most important collapse of the last few centuries. According to Morris 

(1987, p. 3), despite based on an ontological acceptance, the style of action which will not interrogate 

this acceptance is to abandon the “sought” which is a task of philosophy.   

There are a lot of basic concepts with which human problem is discussed actually on the 

ground of ontology. However, these are either recorded or have a changed content. One of the major 

recorded concepts is the concept of “principle”. In the past, sciences developed information depending 

on the principles determined on the ground of metaphysics and ontology bases. These principles also 

offered a societal direction in terms of getting to an agreement upon them. On the other hand, with the 

loss of such kind of principles, sciences lost their objectivity and their depth with the claim of they 

were liberalized. Knowledge that used daily, changeable and instantly applicable is preferred more. 

This preference resulted in loss of power not winning of power for humanity (Guenon, 1991; pp. 42-

43, 58-59, 60-61). In line with this result, Mengüşoğlu (2014: 18) pointed out that sciences 

investigating human being make man unknown rather than introducing him. According to Carrel 

(1965, p. 24-39), the information offered by science has been effective in human life out of all 

measure. Carpenter (2008, p. 9-49) mentioned about the mechanization of human being, 

consumerization, being a mass person, environmental, social and individual disagreements emerging 

as a result of his living on property purpose. It is clear that there is a connection between these 

evaluations regarding central change and general characteristics of existentialist approach. To 

illustrate, this connection is clearly seen upon the consideration of the views of Jaspers (2010, p. 104, 

260 -261) saying that human being cannot be regarded with animal resemblance and natural events 

and that even though the theories based on modern science talk about integrity, they have some 

limitations.  

It is true that the changes in education did not occur all of a sudden. At this point, the question 

by Charlot (2010) “… How did the desire for producing knowledge depending on the exact rules over 

education become a fashion suddenly?” (p. 32) leads necessarily us to the idea that there became a 

change in the history of philosophy. However, in order to understand the change itself, even the 

comparative investigation of Aristotle and Descartes thought will be enough as an example. Yet, 

general course in the history of philosophy must be studied.  
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Acting on the Arche problem, the philosophy of nature in the antiquity was included in 

ontology as the ‘first philosophy’ with Aristotle. In the Aristotle period when science and philosophy 

were not still regarded in different terms, ontology investigating the absolute first principles of 

existence or the general principle of everything defines all other disciplines including epistemology 

and logic. Accordingly, logic, as an example, is a science of tool. ‘First principle’ (metaphysics) as the 

starting point principles is of importance for ontology. The field of this principal knowledge is not 

empirical and it can never be reached empirically. What’s more, empirical science depends on the 

knowledge of principle. Ontology basically interests in this first principle intuitively. At the same 

time, the determinant title of this discussion is the discussion of substance. To Aristotle, ‘Substance’ is 

the principle of everything and individual beings are single substances upon which other qualities 

could be loaded. After Aristotle, the criterion in the style of dealing with such kind of problems by 

mediaeval age thought became Christianity. The argument of substance was considered with the trinity 

belief and the Aristotelian objectivist ontological approach was changed. The knowledge approach 

around this new subjectivist ontology started to change. For instance, both scientific and truth 

knowledge are accepted in the unity of knowledge and faith at Augustin. Depending on the temporary 

knowledge that science explains by dividing, direct knowledge of truth is reached in the unity of faith 

and knowledge. Furthermore, all the elements included in knowledge was cleaned through the method 

known as Ockham’s Razor and the idea of experience and external world regarding the source of 

knowledge changed with the desire to reduce it to the sensory data of knowledge. At the current point, 

with the appearance of subjectivist and empiricist approaches of ontology, the being was started to be 

regarded not in the context of just a first principle with metaphysics in Aristotelian sense but as the 

principles of the arrangement of experience and obtaining knowledge. For that reason, by means of 

these approaches, no harm was seen ontologically in increasing the law of nature to the position of a 

principle, multiplication of principles and using principle in terms of service function (Çüçen et al., 

2011, p. 23, 27-28, 30-33; Diemer, 1997, p. 101-102, 118; Krings & Baumgartner, 1997, p. 209, 211; 

Ülken, 2008, p. 50, 53).  

The process of change in the philosophical thinking centre from ontology towards 

epistemology up to now appeared in the discussions peculiar to ontology. Yet, the dominant 

thought is based upon Aristotle and ontology based on metaphysics principle is the primary 

discipline in the arguments of almost all philosopher. Schumacher (1990, p. 17) pointed out 

with these words that in the current time the perspective of the Mediaeval Age regarding 

knowledge depends on existence and its theoretician Aristotle, “the weakest knowledge to be 

obtained from the mightiest things deserves more desire than the surest knowledge to be 

obtained from the smallest things”.  

Epistemological problems were dealt by philosophers before they became a discipline as well. 

However, it is mostly based upon the ontology arguments explained above and built upon which 

knowledge is more valuable depending on the sources of obtaining knowledge. In other words, the 

reliability of the sources to obtain knowledge and the value of knowledge is arranged by the view of 

existence hierarchy. William of Ockham is a pioneer in the fact that Epistemology says ‘Count me in’. 

In its evolution into a discipline, there is Descartes. Its founder is John Locke with his formulations 

made upon its tasks (Çüçen, 2005, p. 140, Diemer, 1997b, p. 168-170, Heineman, 1997b, p. 181, 

Çilingir, 2014, p. 92-93).   

In the period of Renaissance and Reform, there became an activation in a way leading to 

scientific basis.  Following that, the focus was on the sought for a method to reach the absolute 

knowledge reading the explanation of the universe. Respectively, depending on the ontological 

understanding as the first philosophy, some thoughts emerged for the purpose of replacing such logical 

principles as identity, noncontradiction, sufficient reason. As an example, quantitative use of casualty 

as a law in sciences of nature was discussed at Descartes and Galileo. In the context of these 

discussions, Locke had chance of being the founder of this discipline with his empiricism pointing to 

epistemology by looking at the content and foundation of knowledge as the main subject of 

philosophy. Again, in terms of putting metaphysical concepts aside, the approaches of such 

philosophers as Hobbes and Hume to knowledge has been effective in reaching current evaluations. 
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As an example, the concept of reason with Hume, was redefined in a different way from the four 

reasons at Aristotle and another breaking was experienced from the conventional ontology. At this 

point, a clear distinction was made between nature and spiritual field. While the issue takes place 

between determinism – indeterminism, some basic thoughts put forward, which would deeply effect 

every aspect of both spiritual and natural fields. In this way, it seems that such principles as sufficient 

reason which is the ontic side was replaced by the laws which are contextual –like the law of casualty- 

by extending just the fields of intellectual and knowledge (Diemer, 1997, p. 109-113; Krings & 

Baumgartner, 1997, p. 211-215, Ülken, 2008, p. 49-50, 65, 67). In short, new sense of science and new 

philosophy started to be identified with each other from that time onwards. In and after that period, 

philosophers like Kant and Hegel did not change this process, actually were not able to change it 

(Jaspers, 2010, p. 258).  

Kant is a significant haunt for the philosophy historians in this process from ontology towards 

epistemology. His views, as a revolution as Copernicus in his own words, became weak with the 

criticisms towards metaphysics and also weakened the ontological view. Kant put forward new and 

original views but at the same time he followed empiricism and rationalism which were the 

philosophical approaches established before him in terms of epistemology. What is the most important 

is that epistemology upgraded to the position of a field of expertise with his views. While the thinker 

is based on knowledge on the one hand, he develops intellectual forms on the other. According to him, 

one becomes an object thanks to categories, the sense of self for love, which is common among 

subjects, is reached and a unity in the mind of abundance is perceived. What gives birth to knowledge 

is confrontation of such a consciousness in finality state with the sensory content. Logic is formed as a 

result depending on this epistemological approach. Even though an open door is left for metaphysics 

with these views of transcendence and finality, metaphysical knowledge for him is just speculative and 

mental which is not scientific (Çüçen et al., 2011, s. 23, 33; Krings & Baumgartner, 1997, p. 216; 

Ülken, 2008, p. 50-51, 53, Çilingir, 2014, p. 101-104). With these approaches of Kant, some concepts 

started not to be used in their old meanings. As an example, the term of transcendence lost its meaning 

of “… God going over universe or something exceeding consciousness…” anymore,  and the meaning 

of “… the style with which subject apprehends subjects…” (Diemer, 1997, p. 130).  

With Hegel, with a dialectical ontology approach, reality began to be perceived as ‘changing, 

alive and active’ using the concept of existence. In this way, a former principle of ontology, identity 

had the risk of being abandoned (Diemer, 1997, p. 108-109). The criticisms of the speculative effort in 

a transcendental way aiming at the real knowledge in the knowledge approaches of Fitche, Schelling 

and Hegel led to positivism in the nineteenth century on the one hand and to the subjective truth 

thoughts of Kierkegaard (Krings & Baumgartner, 1997, p. 217/220).  

At the end of this period, a logician approach emerged in an effort to combine logic and 

mathematics as a basic separation from the Aristotelian ontology and as an alternative to epistemology 

after Descartes. According to logical approach, empirical knowledge can only be reached by means of 

logic which is an abstract and absolute way of thought and the unity and integrity problem of 

philosophy between logic and being in ancient times was solved. The solution is the definition of the 

ontological-metaphysical problems discussed by philosophy as ‘nonsense’ as they are not verified 

scientifically in terms of language and logic. In this way, the field of issues in philosophy was 

restricted and it had a risk of falling into a position of ‘so called problems’. As an example, the 

problem of substance, such thoughts as seeking for a ‘meaning’ for the place of human being in the 

universe are the extension of a primitive mentality. Again, Wittgenstein’s verification based on this 

idea was effective in taking root for the logical idea. These views all have certainly affected the 

discussion style of the existence of sciences. From that time onwards, existence was started to be 

discussed as a bilateral way by such sciences as physics, biology, psychology and sociology and the 

principle of identity like ‘A is A.’, which is independent from proof in the ontology of the antique age 

was replaced by a relationalist approach like ‘everything is both at itself and at the other’. However, 

when it comes to human being, the identity principle of the antique age had the function of being 

commented in terms of oneness, personality, being aware of oneself. The concept of substance was 

completely ignored and such perpetuating concepts as ‘personality’ emerged for the humanistic field. 

The criticism of this logical-verificationist approach was made by Popper (Diemer, 1997, p. 104-105, 
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119, Krings & Baumgartner, 1997, p. 220-225, Ülken, 2008, p. 52-56). For sure, this new ‘logical 

way’ adopted together with sciences had an impact on education as well. However, this new path is 

another crossroad diverted from the road where epistemology enters the centre of philosophy.  

In the centuries in question, there are some philosophers who cannot be ignored, staying out of 

this process with their ideas. For instance, the idea that knowledge understandings are actually a trap 

by moralists and that knowledge is an important value for ‘life’ is of importance at Nietzsche as well. 

Based on this idea, a philosophy of life was born with such names as Bersson, Simmel, Dilthey, 

Scheler. At the same course, there was Husserl taking knowledge as intentionality as a different line 

and also such other approaches as personalism following it. As for Hartmann, he regarded existence as 

the last thing in a different way from the views given above and depending on the phenomena, he 

regarded knowledge a kind of existence just like other beings and connected it to ontology and 

metaphysics. Heidegger, on the other hand, is a very important thinker of this century with his 

fundamental ontology approach. In particular, there was an attempt to enter the main road at the 

beginning with Hartmann and Heidegger. It is likely to say that they provided metaphysics with 

carrying on its place in philosophy with their views (Çüçen et al., 2011, p. 23, 34; Diemer, 1997, p. 

104-105, 119; Heinemann, 1997, p. 188; Krings & Baumgartner, 1997, p. 220-225; Ülken, 2008, p. 

52-54, 62-63). However, thanks to these philosophers, the fact that metaphysics and ontology still 

have a correspondence in philosophy did not correspond at sciences at the same level. The ontological 

and metaphysical argument guiding the scientific understanding of the Antique and Middle Ages was 

completely excluded from the agenda of the sciences dominating education in the twentieth century.  

As is seen, some philosophers and movements at the stage of nineteenth and twentieth 

centuries for the history of philosophy particularly preferred the approach of forming an 

epistemological centre and guided the change. The philosophers who were aware of possible problems 

regarding this case tried to go out of the circle. As for the institutions in the educational field did not 

divert from the target of developing a scientific theory of education even though it was referred to 

philosophy or a few philosophers. In particular, in the educational theories of sociology and 

psychology, ontological basis was fixed at a narrow passage. Putting epistemology in a centre was 

virtually regarded as the necessity of making the educational problem of human being a science –

making it an educational science. However, whether the field of education is scientific or not, which 

sciences guide it, whether education is just one science alone or interdisciplinary is still being 

discussed.  

Kierkegaard is the thinker who is aware of this central change. Because of the fact that his 

philosophy is the first ring of the existentialist approach, it expresses a period when reciprocating 

theoretical and practical connection were still not mad clearly at education.  

Existentialism is a name which any existentialist thinker mostly regards as a limitation and 

does not accept. In the existentialist corridor of the history of philosophy, there are common traits at 

some points and separations at some others. Common naming does mean taking on all common traits. 

Nevertheless, the saying of “… there are as many existentialist philosophies as the number of 

existentialist philosophers …” is still valid (Foulquie, 1973, p. 28). Despite this originality, the 

common traits of existentialism have been taken as an axis by the scientific disciplines interested in 

existentialism. What’s more, considering in terms of philosophers individually, perceiving 

existentialism as an école of different philosophers led to the wrong perceptions of scientific 

disciplines (Bayraktar & Bayraktar, 2016, p. 535-536, Hoffman, 2015, p. 371, Gündoğdu, 2007, p. 98-

99).  

For the sake of explaining such kind of misconceptions, it is likely to go on with the example 

of orienting towards what is concrete – as mentioned above. Regarding human being with his concrete 

side as a characteristic of existentialists (Koç, 1999, p. 333), as Hoffman (2015, p. 369-375) pointed 

out, led to the fact that the views of atheist existentialists in the field of psychology came to the 

forefront. However, when the past of existentialism was analysed, it is likely to say that Kierkegaard 

in particular carried the concept of and content existentialism on the global agenda before it was first 

called as existentialism. It is known that most science circles depended on it and there became some 
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misunderstandings in the literature. Hoffman (2015) displayed these evaluations in terms of the 

reflections of existentialism in the field of American psychology. Noddings (2016, p. 63) highlighted 

that students are mostly made to be aware of the atheist and pessimist side of existentialism. It is clear 

that the presence of this problem which was highlighted by Hoffman and Noddings in the disciplines 

based on education. In particular, it is possible to say that there are some misconceptions in the 

educational sciences with the effect of psychology. The purpose of the current study was to determine 

these misconceptions in detail. A single study was preferred just for the purpose of staying away from 

them.  

Up to now, it was pointed out shortly that highlighting the general features of existentialism 

resulted in missing the details. Depending on the same example, even in the investigation of Sartre, 

one of the atheist representatives of existentialism, it is likely to say that he can be regarded in terms of 

his communication with God as of the concrete connection of human being. In this sense, regarding 

human being as a concrete being does not mean leading only to his material sides and connections. It 

is possible to see easily that the spiritual side of human being is also given importance in 

existentialism when we stay at the philosophical level. It is clear that the pessimist and atheist theories 

mentioned above by means of Noddings ignore this side. Out of Kierkegaard, such philosophers as 

Jaspers (2010, p. 101-103) and Marcel put the material and spiritual unity to the forefront. In short, it 

is true that the issues of philosophical investigations must be made in details and the focus of human 

integrity are ignored in the adaptation of philosophical theories to other disciplines. This is the case 

without considering the values that the intentions of the related disciplines contain or the limitations of 

disciplines.  

It is known that the difference of Kierkegaard both in the history of philosophy and in the 

existentialist approach emerges around the concept of faith. This difference must be explained a little 

more in terms of the fact that it provides a rising point for the ideas below. At this point, the basic 

question is: What kind of an educational definition do the faith-based views of lead to? There are two 

major justifications over faith in the history of philosophy, rational and irrational. In addition, there are 

some others declaring faith as irrational in the scientific limits. This argument between faith and mind 

is the determinant in the formation of Kierkegaard philosophy. Hegel and Kierkegaard are two 

characteristic representatives of the effort of reconciliation for the sake of strengthening faith in 

philosophy and theology. Hegel attempts to make a reconciliation with logic. On the contrary, 

Kierkegaard says that mind and faith do not reconcile. Furthermore, he believes that this reconciliation 

will lead to losing faith (West, 2005, p. 193-194, Kierkegaard, 2009, p. 2).  

Individuals accept the faith systems by means of a great many ways such as authority, 

research, imitation etc. Faith is mostly formed by the ‘evaluations’ man makes depending on his 

experiences. These evaluations are sometimes determined by differentiating from the objective bases 

of the world of phenomena and events. As pragmatics mostly apply, the dimension of faith affecting 

human actions is a basic explanation regarding the concept. This means that faith is open to the 

changes in its content and quality depending on the experienced changes of human being (Tüzer, 

2015, p. 88-90). These evaluations are considered in terms of both rational and irrational approaches. 

However, upon looking at the issue from the perspective of Kierkegaard philosophy, there appears 

another scene. Man and field of faith can be evaluated based neither on the objectivation of scientific 

research nor on the need for adducing of rational abstractions (Gündoğdu, 2007, p. 101). For as much 

as, since Kierkegaard (2014c, p. 21) focuses on the proceeding idea of these objective approaches, he 

says that they are deprived of the sceptical sensitivity of Descartes. As a matter of fact, different from 

them, Descartes proposes pausing in a radical and individual scepticism in his manner. Because of this 

deprivation, the approaches in question ignore the concreteness and individuality of human being and 

many other features. What’s more, when they neglect being an individual, they carry the 

misconception that they proceed starting from the points where some prestigious personalities reach 

(Gündoğdu, 2007, p. 103).  

The idea of proceeding and sustaining between generations depending on the prestigious 

personalities has a considerable effect on the sense of the last a few centuries. With its side, education 

is the means of this view. When the leading educational theories and definitions are analysed, the 
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dominance of this idea on education could be verified. Kierkegaard (2014c, p. 23) stands against such 

a sense of the age whether it is religious, or scientific. According to him, instead of fascinated by this 

focal point, an educated person should ask the question ‘where’.  

There is no harm in telling about the educational sense lying under the basis of Kierkegaard’s 

views just at the beginning instead of leaving it to the final part in terms of supporting the arguments 

that will be given below. In this sense, there are two general characters to be taken out for the sake of 

understanding the definition of education in the views of Kierkegaard. The first one is that education is 

designed as an individual process for each child. The second one is that the basis of faith should not be 

ignored just to obey mind in educational theory and application.  

Commenting the faith-based stresses of Kierkegaard thought on behalf of education and 

educational sciences means to emerge a perception out of what is accustomed to. As a matter of fact, 

when the details in Kierkegaard thought are analysed, it is likely to catch different information from 

the current perception regarding a great many issues and perceptions used by education today. As an 

example, it is possible to say that it gives different and valuable information about the concept of 

individual and development of self at first hand.  

While making the connection of Kierkegaard thought and education below, the difference in 

the basis emerging in adoption of only theism by other existentialists will not be mentioned. Instead, 

the fact that his views and concepts are regarded as a need in terms of current education upon which 

the central change between ontology and epistemology is reflected will be determined. For that reason, 

the adaptability of the views and concepts in question will be dealt.  

Subjectivity and Truth 

There is no objective truth in the philosophy of Kierkegaard. However, it is possible for 

individual as long as the effort to perceive truth is not mixed with factivity and is not taken with a 

static approach. Truth could be known in the context of being in harmony, passion and existing 

between the subjective practice and internality of human being. Even though it is open for individual 

perception, it cannot be conveyed verbally. As it cannot be conveyed, it is not scientific but vital. 

What is essential is the discovery of the way that God wants man how to live by human being rather 

than knowing it. In this sense, it is considered with its changing aspects depending on the content and 

sizes of belief and faith (Çetin, 2016, p. 360-368). This subjectivity and truth approach of Kierkegaard 

is a kind of objection to the Western philosophy, particularly to Hegel (Gödelek, 2008, p. 359). In 

addition, in return for accepting the concept of reality with an objective content instead of truth itself, 

Kirkegaard put forward the style the concept of truth highlighted in the Antique Age (such 

philosophers as Plato, Aristotle, Plotinus) and in the Middle Age (such philosophers as Boethius, 

Augustinus). Yet, he made it in the way of perception and an up-to-date evaluation by some elements 

from his views. The truth approaches of the Antique Age and Middle Age are a way of trying to offer 

at a static scale without leaving the discovery of truth to individual.  

From the perspective of educational philosophy, the views of the philosopher could be related 

to the subjectivity seeking of the current educational institutions. Kierkegaard philosophy is the first 

example of existentialism which is against objectivity, putting individual in the centre in the history of 

philosophy. With this respect, it is not possible think that this case is out of the attention of the 

approaches seeking to highlight subjectivity at education and putting individual to the forefront. The 

approaches of putting individual to the centre at education with subjective truth naturally support each 

other. Those who would like to place individual in the centre at education mostly object to the 

passivity of him against objective reality. However, every view which is in favour of individual-

centred education do not regard it in a way that is knitted with traditional religious approach as did 

Kierkegaard. In order to find a place for traditional-religious approach in current educational senses, 

‘subjective truth’ view of Kierkegaard is facilitating. On the contrary, an educational system organized 

according to traditional religious approach could benefit from the views of Kierkegaard with regard to 

the communication of God and individual in the cases where it cannot put individual in the centre.  
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The words of Kierkegaard (2014a, p. 132) “… humanity is something different from being an 

animal which an only animal always carries a valued less than being a species. Human being is not 

only different from other species because of his generally known superiorities; actually, the structure 

of individual different with his superiority on genre particularly.” explaining why he put individual in 

the centre are of important for both the custom of philosophy and education. Philosophy offers an 

originality in combining theology and philosophy in its tradition in terms of human sense. In addition, 

it guides existentialist movement by dealing with contingency in relation to the genre of individual. 

This determined direction is able to affect the evaluations of human being and individual in the field 

studies such as education regarding human being.    

Every educational theory should primarily have certain acceptations regarding human being. 

Whether the individual or species side of human being will be adopted is a compulsory stop of the 

educational theory. As a matter of fact, the practice is made by taking the preference at the theory into 

consideration. The emphasis on individual in the application of theories and applications for the up-to-

date educational approaches come to the forefront. As an example, constructivism is the up-to-date 

expression of the orientation towards individual in the field of education. According to Jaarsma et al., 

(2016, p. 445),  the question of ‘how’ in the subjectivity and truth approach at Kierkegaard leads to the 

emergence of being against of objective truth of individual and status quo of  originating from it. 

Depending on the same study, this approach of the philosopher provides the connection with 

constructivism. However, as of other features, it must be expressed that there are considerable 

differences with constructivism.  

In Kierkegaard theism, the fact that a central importance is not attributed to a concept of a 

material-based experience as in constructivism for the sake of learning is the basic difference. Such 

that, the examples of experience indicated in experience based learning which was also indicated by 

both are different. The approach of Kierkegaard to such issues anxiety, existence fields, hope and 

hopelessness supports this difference.  

The opposition of Kierkegaard toward rationalism means that he is not for just a speculative 

learning. According to Gary (2007), it is not possible to perceive the trueness or wrongness of an ideal 

just speculatively, in line with the subjectivity and truth views of Kierkegaard (p. 154). The function 

of eclecticist teaching will be narrow depending on it. For that reason, the approach of subjectivity and 

truth result from an argument determining teaching and learning regarding how to obtain knowledge.   

According to Kierkegaard (2014c), one can turn the essence of faith into conceptuality. 

However, conceptuality does not adequately explain how to realize the mutual relation between faith 

and person (p. 24). For that reason, a full (complete) understanding cannot be obtained. What’s more 

the conceptual certainty offered by objective theoretical knowledge is attributed to the removal of 

freedom which is highlighted by Kierkegaard (West, 2005, p. 199) and truth for Kierkegaard will be 

possible by just discovering the subject (Çetin, 2016, p. 369). In this sense, one is sincerely adhere to 

knowledge personally (Rocca, Foley & Kenny, 2011). Current educational institutions are in harmony 

with these ideas emerging in Kierkegaard thought. What is recommended in the current educational 

sense is not to transfer knowledge to student but to make them adhere to it sincerely by means of 

discovering themselves. Nevertheless, the answers with regard to what the truth to be discovered is 

and how the process of discovery will be realized are different from the Kierkegaard philosophy.  

Not being able to reach the conceptual is a result of the freedom of choice. Man is responsible 

this freedom (West, 2005, p. 199). Freedom choice is to make way to the relativity of knowledge and 

experience. Accordingly, as a result of the choices of individual, their knowledge is formed by what 

they adhere to through discovery. When it becomes certain, freedom is removed. The relativity of 

knowledge does not mean its impossibility. Both the possession of knowledge for a person because of 

free choices and that a person is not able to free from the responsibility of choice make knowledge 

possible. In this way, ‘knowing’ in Kierkegaard is a task of man which he cannot ignore. However, 

knowledge cannot be reduced to the information obtained from phenomena and events and there are 

some others with a priority. As West (2005, p. 199) pointed out, not reaching the certainty at 
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knowledge does not mean giving up seeking truth. Factual certainty and truth must exactly be 

separated from each other.  

Upon the analysis of Kierkegaard’s views, it is likely to see that what is permanent is a plain 

‘knowing’ but the content of knowledge could be changed as of the evaluations of freedom, truth and 

faith. Depending on these views, it is necessary to focus on human conditions from which this 

knowledge rather than the content of knowledge in education emerge. There is a peak, with a usual 

expression, of these human conditions experienced completely individual. One can reach this peak 

internally not from the outside. The peak in Kenny’s (2017) words can be explained as “… fully 

possession of his own personality by an individual as a unique being of God…”. There is of course a 

series of educational correspondence for such an acceptance in the field of education, which does not 

go against the Kierkegaard thought. As an example, as Gary (2007, p. 155) expressed, it is of priority 

at an individual to own certain truths on purpose, instead of generating intellectuals by means of 

eclecticism in Kierkegaard.  It is based on their acceptance of a way of life not on a cognitive 

perception. In this way, moral and religious issues are not dealt as objective knowledge.  

Way of life that cannot be dealt as objective knowledge cannot be transferred to the coming 

generations in an eclectic way. As a matter of fact, Kierkegaard (2014c, p. 153) pointed out that “No 

matter what any generation learns from another generation, there is no generation learning the most 

humanistic element from the other one”. In other words, no intergenerational transfer is observed in 

the just epistemological basis in the Kierkegaard thought. Therefore, it is acceptable to investigate the 

educational view of the philosopher in ontological basis. In this respect, Kierkegaard inclines to the 

individual acting on various relations of human being with the sustainability of communication. Such 

an inclination means that the individuals of the new generation, not of the former generation, should 

be trained in his own originality. This priority means that a Kierkegaard based educational thought is 

separated from conventional pedagogical approaches ontologically. However, this ontological basis 

does not mean ignoring any kind of knowledge to be obtained from a former generation.  

Another issue which the arguments of educational theory are based and closely interested is 

the human nature. Ontologically, two approaches come to the forefront in the philosophical argument 

regarding the nature of child. The first one is that he is good but he is pushed to what is bad by the 

environment. The second one is that he is bad in his nature and can be change by means of education. 

Kierkegaard explains these two basic approaches in a different way. Kierkegaard (2009, p. 70-71) 

points out that a child can both be innocent and be criminal at the same time depending on his own 

comment with regard to creating faith. As a result, the likelihood of this case adopted by Kierkegaard 

separated him from essentialist approaches regarding human nature.  

Making a preference for whether a child is good or bad in birth determines the content of the 

education to be given in terms of philosophy of education. Compared to Rousseau and Hobbes, 

Kierkegaard does not put forward any idea which are loaded a preliminary determination and content 

regarding the nature of child. Instead, the mentioned views of Kierkegaard are closely related to the 

groundings of anxiety of which object is nihilism. It takes its place in subjectivity of this anxiety 

offering species but also individual perspectives. Moreover, these views of the philosopher do not give 

the right to make a strict determination over nature, community or politics. In detailed analysis of the 

views of the philosopher, it is likely to see that there appear a great many alternatives for individual 

over against the components determining individual.  

In a detailed explanation, Kierkegaard (2009, p. 73-74), in the argument regarding the nature 

of child, makes egoism an issue of investigation. Accordingly, as traditional thought does, explaining 

sin as egoism and making a species explanation addressing to the objectivity of intelligence. Instead, 

priority should be given to the explanation of “I”. Explaining “I” is not something to be explained by 

sciences. At this point, what Kierkegaard recommends is that one should rather think over himself. 

Thinking over himself is realized by with the target of knowing himself.  

The traditional saying of ‘know yourself’ coming to the forefront from Socrates onwards was 

lost with modern life or its context was changed. It is as a result of the central change between 
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ontology and epistemology. The teaching of knowing oneself in the Antique and Middle Ages requires 

an active condition of mind based on the view of existence and approaching human being to God. For 

that reason, the ways of knowing out of senses and reasoning must be active. Roughly, there is a 

holistic approach of knowing regarding existence in traditional thought. Yet, in the modern period 

epistemology, as Arkonaç (2015) pointed out in psychology, a passive sense of knowing emerged for 

the sake of objective knowledge of the object which is basically outside (p. 45-47, 99). As for 

sociology, depending on the views of Durkheim (2015), it is likely to see the fact that the same 

objectivity could only be found in knowledge of the outsider (p. 49) is a tightly bounded opinion. The 

first result obtained from these approaches is that the subject cannot investigate itself. The second 

result is the opinion that expertise is indispensable. These ideas offer a convenient ground for 

ideologies. In this way, traditional teaching of knowing oneself lost its former meaning in human 

sciences. Up against this case, knowing oneself in Kierkegaard thought is brought on the agenda once 

again with an original content.  

By never making such a definition as ‘good’ or ‘bad’ regarding the human nature, the 

philosopher did not develop a lever point which will lead to an ideological content in his philosophy. 

In this way, the idea of ‘being’ and the sustainability of communication came to the forefront. As for 

educational perspective, communication and process could be brought to the forefront without 

breaking away from ontological basis instead of focusing on the knowledge to be transferred. In other 

words, the educational meaning of the Kierkegaard thought does not make student equipped with the 

knowledge that will guide him in line with certain external objectives determined. Instead, the internal 

objectives he could catch in line with his own being and communication should be discovered within 

the unity of material and spiritual senses. Technically, irrational components are taken into 

consideration in educational application. According to Berner (2013, p. 59), spiritual sciences 

pedagogy regards irrational components as an important value in pedagogical relation. What’s more, 

the pedagogical approach in question is criticized for the fact that it does not take interaction between 

education and society into consideration and does not deal with such cases as social reality and 

political reality. Such kind of concepts are the products of an epistemological centred sense of 

sociology. As a result, when this side is taken into consideration, the educational thought of 

Kierkegaard looks like ‘spiritual sciences pedagogy’.  

Even though it is partly pointed out in the discussion above, isn’t a ‘mental condition’ 

necessary out of freedom and choice in order to reach existence by means of obtained uncertain 

knowledge an individual designed? The answer for this question in Kierkegaard philosophy is given in 

detail in ‘individualizations’ he wrote without organizing according to any experiment and scientific 

principles. Both the communication thoughts and psychological evaluations of the philosopher taking 

their places in the philosophy content should be investigated in this sense.  

Communication Thoughts  

West (2005) indicated that Kierkegaard writes in the style of a series of educational speeches 

(p. 198). In parallel with it, Noddings (2016) pointed out that he and other religious existentialists had 

a great many nice and fluent paragraphs that could be used in high school courses. These texts do not 

only present argumentations but also arrangements in the style of stories. As West and Noddings 

indicated, all texts of Kierkegaard are indeed of a quality preparing student for a future life. 

Particularly, in his individualizations in the work called The Sickness unto Death (2014a), the 

interrogations that could happen any person are given in detail. In this work, philosophical thought and 

individualization are used together and skilfully. Under having such kind of content, style and 

technique for sure lies a philosophical perspective. Moreover, these individualizations act over a basic 

(principal) philosophical view and moves towards metaphysical field with an ontological perception. 

Depending on the philosophical perspective in question, it is likely to say that the educational action 

based upon Kierkegaard will not allow activities repeating themselves. An educational theory and 

practice based on the views of the philosopher should be process-oriented, vital and active. Besides 

containing interaction with internal speech and environment, this process, in its most important side, 

refers to communication with God in line with the internality of the person.   
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Theist existentialists drew the attention to “… the capacity of directly communication of 

individual with God (without the channelling of priests)” (Noddings, 2016, p. 62). This 

communication is realized by jumping in Kierkegaard (2104c, p. 60-70). The movement of a person as 

a faith-related action towards eternity is just like the jumping of a dancer. The central tool concept of 

this jump is not contemplation but passion. The person making the movement of jumping is still in 

what is finite every time. It looks like a usual person when looked outside. Realization of the 

movement in terms of time and space means reliance. Complete reliance makes the relation of person 

with eternity continuous. One who realizes complete reliance in full sense has the chance of seeing the 

sincerity in the complete reliance of another person. As well as everyone can succeed it, everyone 

must succeed it on his own. However, complete reliance is not the same as faith. Complete reliance 

means giving up his beloved one for love. Faith, on the other hand, is winning one by enduring what 

seems meaningless when necessary. As is seen, religious field is a field of passion rather than a field 

of thought. In the form encountered in the hopelessness individualizations, there is a communication 

even if an individual does not choose the way of dialogue on purpose. It is likely to see that there is 

not only communication with God but also with another one in this field. In other words, there is no 

sudden or gradual retreat from the world of from people. An emphasis on complete reliance was made 

to prevent a misunderstanding regarding Kierkegaard. In his theory, not retreating from the world and 

other people will provide the adaptation of this important content to the educational tools.  

In the communication thought of Kierkegaard, not external but internal speech is acceptable in 

the evaluations of God and faith (Taşdelen, 2013, p. 726). According to Mcpherson (2001), when the 

communication thought which is the major issue in almost all of the works of the philosopher is 

related to the skill of perception, it has a converting function in terms of education (p. 160). That’s to 

say, there is a mutual connection between the perception skill mentioned by Mcpherson and the 

internal speech mentioned by Taşdelen. However, Bringing the idea of communication on one hand 

and the internal speech on the other to the forefront must not be regarded as a contradiction. Internal 

speech in Kierkegaard means a real communication. Nonetheless, it is not regarded as not 

communicating but that himself. At that point, besides the frequent references made by Kierkegaard to 

Socrates, the example of Farinelli quoted from a theatre text could be taken into consideration. 

Accordingly, Kierkegaard (2014b, p. 16-17) identifies himself with Farinelli performed in the theatre 

text with his saving a king from melancholy in 18
th
 century. Saving a king from melancholy is just one 

of a great many examples. Thanks to this example, he reveals what to do in similar cases. One of the 

things to be done is to be charming and the other is to be confidant. Being charming and confidant 

could be shown among hard skills to be emerged for a teaching in the practice of education. Even 

though these are the skills that a teacher must have, achieving the internal objectives pointed out by 

Kierkegaard depends on student himself. As is clear, Kierkegaard includes both the communication of 

individual in his internal speech and the communication of individual with another one but that 

himself in the evaluation. 
1
 

According to Kierkegaard (2014a, p. 105), understanding is pertinent in the communication of 

human with human not faith. Faith is present in the communication with God. In this context, it is 

essential that human being must make a jumping in his communication with God (Taşdelen, 2013, p. 

719) and endure what is absurd. In this sense, teacher must take on a task to allow not only 

understanding but communication with God. This task must not exceed the level of being only an 

admonisher. What’s meant by being an admonisher is to use the way of irony in Socratic terms; since 

irony in the communication world of Kierkegaard provides diverting from the intellectual knowledge 

which is misleading by giving the impression of wholeness. It is of importance in terms of the fact that 

individual is the initiator of a process of an active, subjective understanding/knowing instead of 

intellectual knowledge (West, 2005, p. 196-198).  

As is clear, depending on the Kierkegaard thought, teacher is not at no value at all in the 

relation between teacher and student. On the contrary, there is no mutual interaction where student is 

                                                           
1
 Moreover, as Taşdelen (2013, p. 726) pointed out, the idea of communication was carried on by such 

existentialist educational thinkers as Buber giving explanations regarding student and teacher relation in terms of 

its side comprising an orientation and dependence between God and human being.  
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in the centre; since according his approach, “Every action of a person is affected by other people in a 

subjective way and he gets inspiration.” and “Being encouraged by teachers and being accepted 

strengthens the sense of trust and faith” (Sharma & Marvaha, 2016, p. 369).  

No ‘labelling’ is made aiming at teachers and students in the existentialist education 

environment in terms of teacher-student relation. Instead, the atmosphere where existence is realized 

must be organized (Sharma & Marvaha, 2016, p. 369). When we take what was expressed up to now 

into consideration, the fact that individual relation between teacher and student must be a preliminary 

acceptance rather than the education in the classroom setting in terms of Kierkegaard existentialism. In 

this way, as Berner (2013, p. 59) stated, teacher and student relation in the spiritual sciences pedagogy 

of Nohl has to be individual completely and classroom setting is not considered as a social system. 

Teacher could be an example but this case is not reduced to realist measures.  

In the works of Kierkegaard, it is possible to find some clues regarding both how to form this 

atmosphere and the qualifications of teacher. The expressions of Kierkegaard regarding a person 

making a psychological observation reveal what a psychological consultant must do in his 

communication with the consultee in terms of existentialist style. However, the communication 

between the same individuals before the classroom communication is realized between teacher and 

student. For that reason, this example explains how a teacher must approach to a student. According to 

Kierkegaard (2009), there is anxiety at person, being little or more, partly or changeable. The question 

here is: How can wholeness and what is unchanged be revealed depending on partly and unchangeable 

in the observer subject who is aware of such an anxiety? Explaining this question will make the role of 

teacher in the formation process of knowledge and value at a student understandable. Firstly, in order 

that the observer can reach the subject, it is essential for the observer to be more comfortable than a 

wire-walker, be attractive with his silence to allow the subject open himself through talking by 

establishing the sense of trust, carry the soul of a poet in order to create the wholeness and what is 

unchangeable, make his mind tidy permanently and try to discover the correct subject (p. 50-51). 

These expressions show that teaching profession requires expertise. However, this expertise cannot be 

regarded as the one in sciences. Similarly, Eryaman (2007) also mentions some current shortcomings 

in teacher education. Accordingly, narrowing the scope of teacher education by considering it only on 

scientific ground is a problem. This problem is an event that reduces the teacher's abilities. 

Alternatively, the teacher should be educated in a more versatile way and social practices such as 

beliefs, values and ideologies that are effective in the formation of the child's identity should be taken 

into account. Even the concept of practical wisdom presented by Eryaman in the aforementioned study 

takes into account the distinction between ontology and epistemology. As underlined by the author, 

practical wisdom is a well-established and historical concept coming from Aristotle to the present. 

Considering Kierkegaard's philosophy, there are undeniable connections between the teacher 

education alternative put forward by Eryaman and the views on the teaching profession based on the 

philosopher. Thus, rather than being limited to a scientific framework guided only by epistemological 

concerns, such views, especially based on ontology, aim to expand the limits of the teacher's expertise. 

Kierkegaard (2014a, p. 32-33) mentions about the issue of expertise by making an analogy 

between doctors and psychologists. At this point, a qualitative and high-level teacher training based on 

developing skills comes to the forefront. Even though teacher makes a careful pass from the passive 

condition toward what is active, he carries on depending on internal speech. In spite of the fact that the 

efficiency of teacher in general atmosphere as of the basic objective of education increases, the central 

position where student is more active and, what is important, the communication is by no means given 

up. For that reason, an expertise envisaged by Kierkegaard does not claim that the solution is at the 

expert by turning the person to himself at the end. It is different from the view of expertise emerged by 

modern science in terms of the fact that it requires being versatile and holistic, being able to discover 

the profound meaning without depending on just materialistic principle.  

As was explained above, some information that would be learned completely based on the 

internal speech are related to truth. The effort to reach truth deprives teacher from the chance of being 

in the centre of educational setting. In terms of Kierkegaard (2009, p. 44-45), it is essential that one 

must run his own psychological processes completely in order to realize understanding some religious 
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issues in their full senses. Confining oneself to expecting teacher to convey such kind of issues only 

will cause misunderstanding. Let alone, it is out of influence of teacher in the end. Kierkegaard 

thought seems that it does not accept an external purpose in any sense in terms of the basic objectives 

of education. This side separates it from traditional ontology and makes it stay out of modern 

epistemology in its full sense. However, its separation from modern epistemology is much more 

rooted.  

Using Psychological Concepts  

Kierkegaard existentialism separates itself from getting stuck in epistemology depending on a 

narrow ontology peculiar to empirical or rational modern science senses. As an example, it stays out of 

the knowledge and faith evaluations of the modern sense. In a more special plan, it relates the 

concreteness of human being with the field of faith. Besides that, it examines the subjective content of 

human being by highlighting such concepts finding their correspondence in psychology as freedom, 

fear, anxiety, passion, hope and hopelessness which are all peculiar to man. In this sense, it offers the 

opportunity of making plural and special evaluations for the human sciences today.  

As Jaarsma et al. (2016, p. 445-446) pointed out, the style of investigating the psychological 

concepts in Kierkegaard offers important examples to be benefitted in educational setting. It is likely 

to say that, Kierkegaard (2014a, p. 126) uses the description the conditions of soul just like a 

kaleidoscope. He points out that each condition of soul is necessary to pass from one condition to 

another.  In this context, according to Sharma and Marvaha (2016, p. 368-369), existentialism and 

Kirkegaard existentialism “… is a philosophy calling individual to make choice regarding the 

following existence in his life with a quality of consultant…”.  

Existentialism does not ignore the epistemological transformation of student. However, it 

provides by depending on concepts that look negative and suspicion without needing this certainty. 

Such concepts of Kierkegaard as anxiety and hopelessness are the clear examples for it (Jaarsma, 

Kinaschuk, Xing, 2016, p. 448). A faith, view etc. is not imposed on human being for this 

transformation. It is provided that man should be aware that the decisions he will take will determine 

his following condition and that he will not be disturbed by means of irony (Gary, 2007, p. 153).  The 

style of dealing with these psychological concepts in Kierkegaard becomes a function of increasing the 

sufficiency of teacher in understanding student, as an example being aware of what the meanings of 

disturbing are.  

Anxiety  

In the anxiety evaluation of Kierkegaard (2009, p. 1-15), sin is explained by decreasing the 

investigation criteria neither to the psychology science, nor to ethics, and nor to dogmatics. In addition, 

just logical explanations out of the field of faith regarding sin forget just where they completely belong 

to. Just making do with reasoning is in the illusion where it reaches truth. What emerges illusion 

brought by the limitation through reasoning is science and expertise. Then again, there are some 

contradictions in terms of investigation of religion by different disciplines and what they attribute of 

sin. The philosopher is aware of this case in the evaluation of anxiety based on the concept of sin. He 

draws a framework between the disciplines to which he will be loyal. However, it is just a framework 

and it does not divert from the starting point.  

The trouble of investigating human existence as a whole is generally eliminated by the idea of 

benefitting from the data of various disciplines. For example, the field of education benefits from a 

great many different disciplines in suitable line with this evaluation. Whether educations could be 

regarded as a science is the primary argument of the philosophy of education. It is the second 

important argument of the field of education that if it is a science, is it just one science or an 

interdisciplinary study happening out of the combination of different sciences. However, when the 

Kierkegaard thought is analysed, it must be recommended that an interdisciplinary quality in the style 

where some views are attributed to education (educational sciences) cannot be offered and that on the 
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contrary, one cannot break away from the argument with a primary importance. In this respect, the 

method of the studies of Kierkegaard evaluating human being and the relation he makes between the 

disciplines sets an example in terms of the difference in choice in naming education, science of 

education or educational science. In addition to this formal contribution of Kierkegaard’s evaluation 

of anxiety, it is also possible to examine his contribution to content dimension.  

While examining the species of human, Kierkegaard starts from the primitive man. Adam is 

not different from the species of human in terms of existence. In this sense, he is regarded as both 

himself and the self of human species. The concept of hereditary sin as the first sin of Adam is 

explained with this dependence between individual and species (Kierkegaard, 2009, p. 21-22). The 

main view that must be taken into consideration in terms of education here is the dependence between 

the species and individual in the basis of hereditary sin. As in the example of primitive man, the 

originality of individual does not put him out of the limits of the species. Any individual in the limits 

of the species carries the hereditary characteristics of other individual of the species.  However, what 

is the most important is that the decisiveness of the species does never ignore originality; since the 

example of Adam appears as a good example of originality. In terms of educational theory, 

Kierkegaard thought is different from other senses education putting a complete emphasis on the 

features of the species. In which context it brings individual to the forefront becomes clearer thanks to 

the quotes given above. In these evaluations, a central importance is attributed to the concept of 

anxiety. The concept of anxiety is of a key role in understanding the individual in the species whose 

“originality” cannot be ignored.  

Kierkegaard (2009) separates the original sin and any other sin from each other. Traditional 

explanations approach these sins only quantitatively and cannot explain the qualitative difference by 

separating the original sin and any other sin. Not being able to do this distinction brings about to miss 

some cases regarding sin. The spring made with the help of the first one from the original to the new 

one and the appearance of the original sin in the new one is ignored. Thanks to these qualitative 

separations, main concept was focused by the philosopher. Putting the moment in the focal point 

means to make it special. In addition, depending on the concept of moment, the historicity of 

individual is included in the issue. In this way, Kierkegaard reaches a significant result in the sense of 

individual view. Individual is not only a meaningless repetition in the quantity of the birth event 

historically. Every individual is a new start of his species. This result that Kierkegaard achieves 

detains the child from being any student in terms of education (p. 22-27). The child is regarded in his 

singularity without reducing him to a numerical data. However, this evaluation does not require an 

isolation from the species history and does not the position of the initiator of the species. The child is a 

starting point with the general characteristics of his species. In this sense, anxiety was regarded that 

would allow both to belonging to species and individuality.  

With his expressions both in the work of The Concept of Anxiety (2009) “… like blue 

children named by number…” (p. 27) and in Repetition (2014b) “… I wanted an ordinary name like 

the blue child no. 14…”, Kierkegaard makes a reference to the issue in question. These expressions 

show that sensitivity and criticism were made by Kierkegaard in a quite early century in return for 

seeing the child as an ordinary one by reducing him to numerical data in education. This critical 

reference reminds anti-pedagogy approaches developing towards the last quarter of the twentieth 

century, which was pointed out by Berner (2013, p. 222) or the fair criticisms of the current 

educational movements making an emphasis on the fact that every child is special at any opportunity. 

However, the important difference of Kierkegaard from these movements is that it does not ignore 

other possible conditions which will be in relation with the special being. In this way, he does not 

attribute an extreme meaning to this special being to empty it. The reason why he succeeds it might be 

that he explains the special being around a spiritual concept of anxiety which could be evaluated in 

species and individual sense of psychology.    

Kierkegaard (2009, p. 28-34, 38) supposes that there is a tension between innocence and 

guiltiness in the history when human species moves silently. According to him, guilt and aesthete 

existed because of curiosity and by moving innocence. In the historical progress of humanity, it mostly 

took the name of sinfulness. In this sense, sinfulness is inside human being more or less. What causes 
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the elimination (and decrease) of innocence regarded in the same meaning of illiteracy is not knowing 

but the extreme desire evoked by prohibition. This desire also evokes the knowledge of “being able to 

do” in freedom. The desire evoked by prohibition is not sentenced as a bad thing but transferred. This 

transfer is obtained for the sake of learning. For that reason, what must be taken care in these 

evaluations in the educational context is the difference between the concepts of knowing and will; 

since the concept of will, differently from knowing, makes more reference to being able to do at the 

same time. This basic view of Kierkegaard is closer to the view making an emphasis on ‘experience’ 

more rather than the one with an emphasis on ‘knowing speculatively’, in the arguments with regard to 

learning. Accordingly, the purpose is to bring it together with the learning theories bearing the effect 

of pragmatism in their bases, only with this side. As an example, its similarity and difference with 

constructivism was explained beforehand. However, the fact that Kierkegaard focuses on the concept 

of anxiety as an internal process and his synthesis of soul regarding human being makes him stay 

away from these learning approaches and be original.  

Anxiety comes out in possibility and freedom as “ … a result of hereditary sin and as the 

existence at the singular individual…” and as a result orienting to future. This feature makes anxiety 

different from regret. Thanks to anxiety, individual discovers futility etc. In this sense, anxiety steps in 

between the human being and phenomena and leads to interrogation. It is also anxiety that makes 

individual go beyond these discoveries by means of discovering his own being. For that reason, the 

teaching function of such a sense is much more than that of the reality concept (quo. Gülten, 2014, p. 

32-34). Confined to the condition of body, man cannot experience freedom just like an angel, since it 

is under the pressure of what is earthly. It has a spiritual side other than its body. In this sense, the 

evaluations of Kierkegaard over human being is established over the fact that human is a being of 

synthesis. Man becomes a spirit/ego in the various relations of this synthesis. Thanks to spirit, the 

continuation of the relation between soul and body is provided. Spirit is loaded on man as a quality. In 

this sense, anxiety is what provides spirit with making connection to itself and adhere to itself. Anxiety 

is the thing that makes this process shared in the processes of pushing and pulling human being by 

freedom and obligation. Even though its object is not shown clearly, it increases or decreases 

depending on the approaching conditions to spirit and body. However, it is seen more in those coming 

after Adam compared to Adam as a result of joining in the species. The mental condition of man in the 

processes of choosing is an anxiety coming from nothingness. What leads child to seek an adventure is 

this anxiety. In this respect, it is not a concept that we must get rid of (West, 2005, p. 200-201; 

Kierkegaard, 2014a, p. 21-23; Kierkegaard, 2009, p. 34-37, 47).  

In this respect, anxiety, the central concept of Kierkegaard, is at the position of the engine of 

learning process. His description of anxiety as a mental condition, creating it being peculiar to 

individual and indispensably in terms of origin in individual make the concept an issue that must be 

taken into consideration particularly in the education setting. In this way, the importance that is 

attributed to the concept of anxiety by the philosopher could be shown as one of the dynamics of the 

process making educational science come closer to psychology. However, even though he gives a 

central position to the concepts of the field of psychology, he particularly includes the metaphysics-

based ontology with the profoundness of his ideas in the educational arguments. In this sense, it will 

not be true to limit the theory and practice of education with only the epistemological content of 

psychology and with its concepts on a quantitative plane in the Kierkegaard-based view of education.  

Hope and Hopelessness  

Thanks to the fact that ‘I’ mentioned above orients into itself, one dives into the power with 

which he reveals himself. As a result of the internal incompliance of the synthesized man, 

hopelessness appears. This hopelessness is actually an advantage as of making man different from 

animal. It is a movement of ascending which allows a transition from hopelessness to hope. It is God 

that turns man into this synthesis relation. God allowed man to flee in order to that he can find his 

way. Putting the details of different hopelessness styles aside, it is likely to say in general sense that 

there is a fixated I by the creator. Man escapes from this I in different styles, even if he is a devoted 

person, or lives without being aware of it. It is like a rule for human life. A real hope against the 

hopelessness hidden inside man is a rarely encountered condition. Even though the happiness of living 
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in masses shadows it, it is possible to have a conscious in dealing with hopelessness. For that reason, it 

is like a universal purpose for individual to overcome hopelessness. In this sense, an individual 

process is defined without getting lost in the purpose. One can obtain the gain of his eternity in the 

consciousness that the existence of God and his own self exist for God (2014a, p. 23-37).  

Individualization of Hopelessness which examines in his book The Sickness unto Death, the 

Third Book, has a content aiming at life (practice) beyond being any philosophical study of 

existentialist conditions (Kierkegaard, 2014a). This text as a whole contains educative elements for the 

purpose of investigating life in terms of Kierkegaard reader. Supposing in line with the purpose of the 

current study that there is an education system based on Kierkegaard existentialism. In such a setting, 

Individualism of Hopelessness would be the main source of the teacher. The text in question is 

knowledgeable as it defines the point the student must arrive practically as a result of the 

transformations he must pass at the target of educational objectives.  

In a study examining hopelessness by Gülten (2014, p. 25), this feature of the text is striking 

in the quotation of “Conceptual analysis of hopelessness in reality is a tool for the educational 

objective”. According to Gary (2007, p. 156), careful investigation of individualization of 

hopelessness would in fact encourage critical thinking. In addition, it closely encourages moral 

development instead of merely making a doctrinal transfer to ethical subject. It materializes the issue 

in terms of existence and does not offer a recipe with an imperious language.   

Indeed, the main idea obtained at the end of his work The Sickness unto Death does not have 

chance of being completed in a formal educational process comprising just a part of human life. Let 

alone, in a Kierkegaard based educational theory, it is not aimed to make the student reach a 

‘completed thought’ at the end of the formal education. In this sense, the educational service of the 

Kierkegaard thought must be perceived as a preliminary for the adult education. In the current time, 

making what formal education gives student a material of adult life is an important problem for 

educational systems. Instead of such a claim in the Kierkegaard thought, education could be evaluated 

as a preparatory towards the target indicated by the philosopher. Yet, the value that he gives to 

individual makes do with offering this target to human being without making it the only choice. More 

clearly, the typing emerging in the context of individualization of hopelessness in Kierkegaard are 

mostly adults. Furthermore, overcoming hopelessness does not appear as a compulsory thing. For that 

reason, the suggestion of overcoming hopelessness by Kierkegaard is not the major objective of 

education but is at a lower position. Attaining this lower value in formal education process aims at 

being aware of the main idea of this work. With such an approach to the Kierkegaard thought, it would 

be possible to catch a more universal dimension by getting free from the idea that his philosophy 

belongs to Christianity.  

Saying that “… what a big foolishness it is to think that faith and wisdom is formed slowly on 

its own just like growing of teeth and beard…” Kierkegaard (2014a, p. 69) determines a target of life 

for human being who is being educated in the basis of wisdom. Besides that, he draws attention to the 

developmental difference between the mental condition in terms of wisdom and faith and other things 

(tooth, beard etc.). This mental condition and target of life is understandable in the connection he 

makes from hopelessness toward hope.  

The educational side of the Kierkegaard individualizations is that every person can find a 

place in it. With the development of this educational perspective, learning can be guided by 

highlighting the critical and reasoning manner at individual at the starting point of knowing oneself. 

The individualizations in question are classified by the philosopher in more basically. These 

classifications are called as fields of existence.  

Fields of Existence  

The thinker offers three existentialist field as aesthetics, ethics and religious. The details 

regarding these fields give the person the chance of forming the awareness of peculiarity instead of 

making the belongings of the person randomly. According to Gödelek (2008, p. 363-364), one can 
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experience some characteristics of these three fields at the same time. However, the crisis conditions 

emerging during life will force him to choose one of them. According to Gödelek, one must test which 

one of the existentialist fields is suitable for him before the crisis condition happens.  

We must consider the fact that Kierkegaard writes about the individualizations of hopelessness 

and the fields of existence in the way that he assumes that one involves preparedly in the fields of 

existence by knowing himself not randomly. It is this need of ‘preparation’ leads to the idea of 

education which Kierkegaard existentialism bears in it. It is likely to reach the content of these fields, 

the types emerging in this field and how the leaps between the fields are realized in the details of his 

works.   

According to Gödelek (2008, p. 362-368), there is mainly individualism in the aesthetic field. 

Without being aware of his spiritual being, individual lives an indirect life based on tastes. It is not 

obligatory to pass from an existentialist field bearing a lot of different types inside to another one. 

However, as a result of being aware of the negative sides of the aesthetic field, one passes into the 

ethical field by making a free choice between good and bad. There are such conditions in the ethical 

field as living in a community, socialization, responsibility of being a family for individual. It can be 

surprising for many people to pass from the ethical field to religious field. For Kierkegaard (2014a, p. 

55-56), the person both in the aesthete and religious fields cannot recognize himself mentally in 

parallel with hopelessness. He is lost in the universal abstraction or in the taste taken from life.   

The importance given on the religious field rather than aesthete and ethic field in the 

Kierkegaard thought shows that it does not comply with the educational theories based on the tangible 

world in terms of purpose and content. In this sense, the Kierkegaard thought is the criticism of the 

commonly accepted theories regarding the current education. Compared to traditional religious 

approaches, Kierkegaard describes the religious field as a third existence field in a critical and unusual 

way.   

Kierkegaard (2014c, p. 48-49, 54-55, Gödelek, 2008, p. 368) foresees a one to one 

communication with God in religious field. With an evaluation as God might have an unreasonable 

wish (example of Prophet Abraham), a difference comes to the fore. The universality of ethical field 

and rationality and religious field are different from each other. Solitude in the communication with 

God is explained with the concepts of passion and faith emerging in the absence of a certain proof. 

There is no singularity in the ethical field like this; since the issues regarding faith are considered to be 

nonsense. Furthermore, it is likely to desire to be pushed out of community. The existentialist 

philosophy fictionalized by Kierkegaard for the sake of subjectivity is consistent with these views of 

him. The philosopher does not look down on the ‘tragical hero’ one of the existentialist forms of the 

ethical field accepted by most people. However, as he experiences fear and trembling more, he 

idealizes ‘the knight of faith’ in religious field and brings it to the forefront.  

Kierkegaard does not give ethical and religious truths as a system of ideology and faith. 

Instead, he develops an explanation depending on the subjective life of human being. His views 

explaining the difficulty and processes in reaching truths particularly encourage the internal and 

individual consciousness of human life. This consciousness of man regarding knowing himself could 

be related to moral and religious education (Gary, 2007, p. 153-154). As an example, he warns that a 

harsh Christian education regarding the content of a religious education will lead to a belief that 

Christianity is merciless and push to more sinfulness. The definition of faith by Kierkegaard (2014a, p. 

90-92) like “It is to dive into God by being oneself, wishing to be himself and in his own self 

transparency” describes his proposal regarding how the content of a religious education must be.  

Now that we mention such fields as moral education and religious education, it will be useful 

to evaluate the philosophical education in terms of Kierkegaard thought. The separation of mind and 

faith by Kierkegaard means the separation of philosophy and faith. However, the fact that he is a 

thinker putting an emphasis on faith does not mean he regards philosophy unimportant. He (2014c) 

says that “… I am never of the opinion that faith is lower, on the contrary, it is at the top; on the other 

hand, I believe that it is not honesty to allow the humiliation of philosophy by replacing faith with 
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another thing. Philosophy cannot give us the faith and it must not, either; however, it must understand 

itself and know what to offer but without getting anything; even if man has little, supposing it as 

nothing and directly…” (p. 52). These words of him could be regarded in the context of the difference 

between philosophy education and religious education.   

When the difference between the religious and ethical fields in the Kierkegaard thought is 

analysed carefully, it is likely to bring about to see the results caused by an educational preference 

limited to just the ethical field (or mind) education. Today, there is a problem of the deprivation of 

unity and spirituality for man, about which a great many theoreticians of education complain. 

However, taking the differences between these fields into consideration, the way to a deeper meaning 

regarding the bases of education will be paved. In this respect, Kierkegaard philosophy particularly 

allows human being to determine in which existentialist field he is in aesthetical, ethical and religious 

terms. Besides that, it leads human being to discover himself in the communication with God. For that 

reason, even though Kierkegaard philosophy brings one of the existentialist fields to the forefront, it 

does not ignore others. In this sense, it does not envisage an education just based upon religion. At this 

juncture, it is essential to mention that a style of approach saying that ethical education is designed 

depending on ethical field, aesthetic education is designed depending on aesthetic field is wrong. 

Instead, it aims at making student attain a way of thinking and living supposing that there are 

individuals in three fields each. The tendency to attain the way of thinking and living is the condition 

of consciousness which a Kierkegaard based educational thought wants to reveal at student.   

Depending on what was mentioned in the study, it is likely to reach some results regarding 

what Kierkegaard would say when it comes to the objectives of education. The objectives of education 

is an issue that is discussed at a considerable amount in the public. As an example, according to 

Western ideology, it is difficult to come to an agreement when one says “official schools must lead to 

citizenship and the spirit of Christianity” as an education objective. If we put such a clear objective 

aside, it is even difficult to agree on the concept of ‘education objective’. For instance, according to 

Dilthey, the objectives of education can be changeable historically. According to Buber, it is not 

possible to give it explicitly (Berner, 2013, p. 45-48). As is clear, Kierkegaard has close views with 

Dilthey and Buber. From the perspectives of Kierkegaard, as well as the objective of education can be 

explicit, it is necessary to oppose to determine a clear external objective. In this sense, gaining a 

thinking and living way by taking the existentialist fields into consideration is not an explicit 

determination, and it also bears intergeneration changes in mind. Such issues as aesthetic education, 

ethic education, religious education or philosophical education must be considered within the basic 

expression as gaining the way of thinking and living. The functions of formal education like 

vocational education, preparation for expertise course etc. are of slight importance compared to the 

feature given in the basic expression in question.  

As for the current discussion in the field of education, it is likely to see that subjectivity is 

decisive in the educational objectives in recent decades. The decisiveness of subjectivity leads to 

erasing of objectives of education gradually. In an argument over the objective of education, contrary 

to Kierkegaard, the question of ‘how’ limits the content through the traditional approach perspective.  

The relation with the erasing the educational objectives gradually increases the value the question of 

‘how’ rather than that of ‘what’. This case is indeed a development that will verify the basic starting 

point of Kierkegaard philosophy. Yet, it is possible to find and bring a content full of future 

corresponding the question of ‘what’ from Kierkegaard existentialism in the context of educational 

objectives. However, even if such an objective is determined, it is not possible to be away from the 

question of ‘how’; since the main question that Kierkegaard tries to answer in the existentialist fields 

is the question of ‘how’. It is tried to answer how to reach what must be.  

On the other hand, according to us, we must pay attention to transition between institutions 

instead of trying to invent new things just turning around Kierkegaard thoughts. In this respect, it will 

be enough to have a look at spiritual sciences pedagogy. While writing over pedagogical relation, 

Nohl, one of the theoreticians of spiritual sciences pedagogy, mentions also about the objectives, 

effects and starting point of education. The expressions of Nohl quoted from Berner (2013) is indeed 

the statements of Kierkegaard philosophy in the context of education. Accordingly, “If the stimulation 
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of a spiritual life with a unity is the objective of education, education could develop an individual soul 

which is successful by means of reunited spiritual life only in an individual soul. Pedagogical effect 

moves depending on valid values, not on a system but only on an essential person continually like its 

orienting towards human being realized and on the man himself realized with a strong desire: from 

unity to form …”(p. 57). Kierkegaard (2014c, p. 22-23) is not in a misconception of moving through 

intergeneration transferring. At the same time, in terms of Kierkegaard (2014c, p. 66-67), education 

has nothing to do with the experiences of the age. A Kierkegaard based education expresses the 

turning of individual completely around himself in terms of the sense of truth. The fact that an 

individual gains the way of thinking and living is his learning of dealing with himself neatly.  

The starting point of both spiritual sciences pedagogy and Kierkegaard thought is the spiritual 

part of individual instead of a belief of moving depending on the knowledge and values of the age. 

What’s more, Kierkegaard’s systematic opposition for thought is his known side. In addition, the 

expression of “a spiritual life with a unity” put forward in the context of the objectives of education is 

consistent with his communication thought. What’s more, choosing stimulation in the objective 

instead of an expression like “transfer, formation, arrangement of behaviours, socialization, having 

consciousness… etc.” is also consistent with the thoughts of Kierkegaard; since the calling of 

Kierkegaard (2014a, p. 102) for Socrates and his irony as a need for his own age is not in vain. Again, 

the thought of “developing individual soul only in individual soul” in this quotation is an emphasis 

similar to the use of such concepts as anxiety, hopelessness, passion etc. in the field of education that 

are used by Kierkegaard.  

CONCLUSION AND EVALUATION 

The current study firstly depends on the assumption which Kierkegaard philosophy solved the 

problem caused by the central change in education realized by ontology and epistemology. As a sub-

assumption, it depends on the detection which the common characteristics determined on behalf of the 

existentialist education caused the missing out of the details that could be related to education in the 

views of singular existentialists. The views of Kierkegaard examined under the related headings were 

related to sone issues in educational philosophy and up-to-date educational theories. In this sense, it 

was put forward that as well as the views of the philosopher could be adaptable to education, it is a 

need in terms of current education.  

From the perspective of Kierkegaard philosophy regarding education, there are some views 

which are worth paying attention in terms of ending the ontological argument in education. In other 

words, a Kierkegaard based educational view triggers a rooted separation in other educational theories 

ontologically. In a clearer expression, it gives the opportunity to a complete evaluation of human 

existence. According to us, neglecting existence depending on epistemology is one of the basic 

problems of education. This basic problem brings a philosophical perspective to education in terms of 

being apparent and of its evaluation. Furthermore, a great many apparent educational problems are a 

series of sub-problems based on this problem. However, Kierkegaard warns modern man at this point: 

in terms of in terms of the priority it gives such arguments as intergenerational connection, species and 

individual separation, thought of truth, subjectivity, human nature, decisiveness of freedom and 

choices of individual, it moves from ontological ground more than epistemological one. In the same 

context, it is likely to see that the purpose of gaining thinking and living way in Kierkegaard 

philosophy comes to the forefront, instead of gaining knowledge to the person trained for an 

educational purpose.   

Theories regarding the field of education mostly offer a meeting point between theories and 

disciplines. As will be remember, the disciplines comprising the basis of educational theories and 

education comprising Kierkegaard thought and making a connection with it was mentioned. From the 

modern science perspective, it is likely to see that Kierkegaard benefits from different disciplines in 

dealing with the issues. In this sense, in the arguments he makes regarding the educational basis of 

‘the Philosophy of Educational Sciences’, Kierkegaard’s style of dealing with them sets a sample. 

Particularly, the style of dealing with psychological concepts in Kierkegaard has a facilitating function 

with the combination of such fields as educational sciences, religion, culture and philosophy. It is 
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likely to say that modern approaches based on such as psychology and sociology in the field of 

education are not adequately familiar with such fields as philosophy, religion and culture. This case, as 

emphasized above, is a result of negligence of the contribution to be given to human to be trained in 

the basis of ontology. The success of the philosopher in combining theology and philosophy in the 

texts shows itself over the individualization regarding individual and community. This concrete style 

of dealing facilitates approaching to practicable field like education in a metaphysical-ontological-

epistemological unity.  

Individual in Kierkegaard is regarded as a part of communication process. Individual cannot 

get out of communication. Communication is realized in his personality. The internal speech emerging 

in the communication of individual with himself must be related to his perceptual skill in educational 

position. The condition of communication orienting to God and the other in the effort of understanding 

in line with faith gains a special content for the materials to be used in the educational setting and 

teacher-student relation. At this point, in a Kierkegaard based education, as an example, active 

materials based on dialogue rather than uniform studies based on quotations. In addition, irony is of 

importance in terms of showing how the relation between teacher and student must be and activating 

the process of knowing. When the views of the philosopher as to how an expert must be are combined 

with the communication, what the skills of teacher must be comes to the forefront. The position in the 

educational theories of the philosopher can also be determined in the context of communication 

thought. Accordingly, Kierkegaard thought in the context of centralization arguments of teacher-

student-communication of the educational philosophy concentrates on student and communication. 

However, the content of the attitude that teacher must also have cannot be left dark.  

Kierkegaard bases the concept of anxiety on what is reflected upon individual as the 

characteristics of species but in line with the fact that individual has a certain originality of species. 

This basis sets a versatile light to individual or student based psychological education theories in the 

field of education. The thinker bases the reasons of this condition instead of giving too much 

importance on only the ‘being special’ condition of individual thanks to the investigation of anxiety. 

With this feature, he offers a more deeply and strongly based thought compared to a great many 

psychological theories putting individual in the centre in education. At the same time, investigation of 

anxiety bases the connection between knowing speculatively in terms of education instead of being 

able to do by asking. It was mentioned that this comment differs the thinker from eclectic educational 

theories and that brings him closer to the educational theories orienting to life and experience. In 

particular, it is noteworthy in terms of the fact that its relation of anxiety with the relation of being able 

to do offers explanations about the mental condition. On the other hand, his evaluations over 

hopelessness in moral and religious terms offer the variety of both the universal purpose and 

individual transformation. In this sense, he offers a content that can be updated regarding the objective 

of education.  

Human typing of Kierkegaard in aesthetic and moral fields he reveals in the context of 

existentialist fields and hopelessness individualizations is worth paying attention in terms of a great 

many theories approaching critically to educational systems. The types revealed until reaching 

religious field or level of hope are just like a criticism of man trained in the epistemological age. The 

fact that individual realizes himself in line with the unity of individual in the depth of religious field 

could be turned into the objective of education by taking under the heading of the objectives of 

education. However, it is a process that can be met with individual but not institutional efforts during 

such kind of self-realization. For that reason, such processes as reaching religious field or hope are not 

given as an educational objective. Let alone, this process is not essential in Kierkegaard thought as the 

condition of self-realization because it is not offered as an obligation. In this sense, in a Kierkegaard 

based education view, a simpler objective is reached in the way ‘to gain the way of thinking and 

living’ as an objective of education.  

On the other hand, the views of Kierkegaard over existentialist fields are open for commenting 

in terms of the fact that he reveals the differences and unity of the fields of moral education, 

philosophy education and religious education. New views could emerge regarding such special 
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disciplines as moral education, philosophy education and religious education depending on 

Kierkegaard thought from the perspective of these fields.  

By looking at the learning theories or pedagogical theories from the philosophical perspective, 

their connection and distinctions with Kierkegaard philosophy were explained. The dominancy of such 

popular learning theories as behaviourism and constructivism on educational sciences is known. There 

are a lot of evaluations regarding the effects of empiricism, positivism, pragmatism, materialism and 

similar philosophical movements in these learning theories or of atheist comments of existentialism. In 

this condition, the learning theories in question cause a gap at educational level regarding the spiritual 

sides of human being. For that reason, there is a humanistic need for the religious field. This 

humanistic need at educational level could be filled with philosophers like Kierkegaard with their 

concepts and views adaptable to educational field. In other words, these are the consistent issues with 

these theories in Kierkegaard philosophy allowing it. In this sense, the consistent and contradictory 

sides with the learning theories in question were tried to be revealed in the current study. As an 

example, the uniqueness theory of God and individual communication could be compromised with the 

modern learning theories like constructivism. There is a similarity between allowing student’s 

discoveries regarding subjectivity and truth and gaining him the way of thinking and living. The 

objective in question contradicts with the modern theories with a desire that student must be in the 

centre of educational process.  

Upon commenting Kierkegaard philosophy about education, it cannot be claimed that no 

human nature view and educational purpose will come out. These two problems discussing 

educational philosophy could be tried to be solved with Kierkegaard philosophy. The view of the 

philosopher over human nature and purpose is consistent with the transformations that the rationality 

of educational approaches has had up to the current time. Objectives apparent in terms of educational 

theories and essentialist approaches that are dictated to students are losing their earlies values. The 

supreme objectives revealed in Kierkegaard philosophy in terms of individual cannot be given to 

individual as a dictation outside. In addition, it is not possible to move over the idea that human being 

has a natured determined beforehand. In this sense, a Kierkegaard based education is realized in the 

usual existentialist transformations of individual himself but through small helps of teacher on its own. 

In this respect, as a result of the research, it was found that the starting point of a Kierkegaard based 

educational view is mostly consistent with spiritual sciences pedagogy in terms of its style of dealing 

with pedagogical relations. 
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Abstract 

The aim of the current study is to investigate the contributions of maternal attitudes to children’s 

persistent and reactive behaviors. The study sample is made up of 202 preschoolers aged 48-72 

months and their mothers. A demographic form was used to collect data on children’s age, gender and 

mothers’ working status. Persistence and Reactivity Subdimensions of the The Short Temperament 

Scale for Children and Parenting Attitude Scale for maternal attitudes were used for the data 

collection. Both forms were completed by the mothers. An independent sample t-test, a Pearson 

Product-Moment Correlation and multiple regression were used to test the data collected from the 

mothers. The results showed that girls, 6-year-olds (60-72 months) and children with working mothers 

were more persistent compared to boys, 5-year-olds and children with unemployed mothers, 

respectively. The findings indicated a negative and significant relationship between persistence and 

overprotective parenting attitudes and a positive and significant relationship between reactivity and 

permissive and overprotective parenting attitudes. Parenting attitudes explained %5 and %7 of the 

variation in children’s persistent and reactive behavior, respectively. Overprotective and permissive 

parenting attitudes significantly predicted persistence and reactivity, respectively. 
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INTRODUCTION 

Childhood is a period when inherited traits of a child interact with environmental factors 

forming the basis of personality and temperament. During childhood, some positive and negative 

behaviors become permanent and a part of child’s temperament later on (Akın-Sarı, 2018; Bayındır, 

Ural, & Balaban-Dağal, 2018). Persistent and reactive behaviors are two of the nine basic 

temperament traits identified by Thomas and Chess (1977). Persistence and reactivity is of great 

important for development, as they seem to be related to social, emotional and academic skills. 

Persistence is the ability to deal and cope with a difficult task or challenge. Persistence helps us to see 

beyond the short-term goals and delay them to achieve something more important and rewarding in 

the long run (Farrington et al., 2012), which also acts as a means of developing awareness of and 

managing delay and procrastination (Ömürlü, 2018). Research shows that there is an association 

between persistence and self-regulation, and academic success (Bramlett, Scott, & Rowell, 2000; 

Trentacosta & Izard, 2007) while low levels of persistence indicates having difficulties with 

performing long-term tasks and poor academic performance (Arnold, Kupersmidt, Voegler-Lee, & 

Marshall, 2012; McClelland, Acock, Piccinin, Rhea, & Stallings, 2013). Reactivity, on the other hand, 

is a child’s reaction to positive or negative circumstances (Thomas & Chess, 1977). Positive reactivity 

includes positive behaviors expected of a child whereas negative reactivity is defined as the child’s 

exhibition of sudden, strong and intense reaction to stimuli without regulating emotions and managing 

behaviors (Rothbart, Bates, Damon, & Lerner, 2006). Children with high negative reactivity seem to 

have less motivations and attention span in classroom and show less cooperative behaviors whereas 

low negative reactivity is associated with coping with challenging academic tasks, sustaining 

engagement and higher academic performance (Algozzine, Putnam, & Horner, 2012). Negative 

reactivity is also associated with depression and anxiety disorder (Rothbart, 2012).  

Parental attitudes are parent behaviors and traits defining parent-child interactions in various 

contexts that creates an interactive atmosphere for parent-child relationships (Darling & Steinberg, 

1993). Democratic parenting involves a respectful, supportive and reassuring attitude towards children 

whereas authoritarian parenting is characterized by strict rules established by parents and obedience 

where children’s voices are not heard. Overprotective parenting style involves too much control and 

caring. Overprotective parents often do not let their children meet their own needs as they usually do 

the tasks that children are supposed to do (Çağdaş, 2002).Permissive parenting is characterized by 

very few guidelines and rules where children are given lots of freedom (Yavuzer, 1999). 

Anyone who touches a child’s life also affects the people around the child. In his ecological 

theory, Bronfenbrenner (1979) states that these environmental systems are inextricably tied to each 

other. The most immediate surroundings of a child, including family and parental attitudes are 

described as the microsystem, which is the most important system. Democratic, authoritarian, 

permissive or overprotective parental attitudes are closely related to children’s reactive and persistent 

behavior (Santrock, 2015). There is an interplay between parental attitudes and children’s reactive and 

persistence behaviors (Burke, Pardini, & Loeber, 2008).  Some studies indicate that low persistence 

and over-reactive behavior is associated with negative parental attitudes and that children are 

described as “difficult” or “easy child” based on these behaviors (Mc Clowry, 2003; Thomas & Chess, 

1977). 

Positive parental attitudes seem to elicit persistent behavior while negative parental attitudes 

are more likely to reinforce negative reactivity. Kiff, Lengua, and Zalewski (2011) found that 

consistent and approving attitudes may decrease negative reactivity while increasing persistent 

behavior. Research indicates that the parents of more reactive children tend to be more controlling and 

less guiding (Karrass & Braungart-Rieker, 2003) and show less warmth and affection compared to the 

parents of more persistent children (Scaramella, Sohr‐Preston, Mirabile, Robison, & Callahan, 2008). 

Unlike reactive children, persistent children are less uncomfortable with their parents’ attitudes, 

expectations and wishes while demonstrating more agreeableness (Braungart-Rieker, Garwood, & 

Stifter, 1997). Bryan and Dix (2009) investigated the interactions of 114 mothers and their infants 

aged between 14-27 months and found that mothers felt anger and disappointment because of their 

highly reactive children and tended to be more restrictive to their children. Kahraman and Yılmaz-
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Irmak (2009) employed structural equation modelling and concluded that temperament traits in 

children predicted parental attitudes and parental attitudes had an impact on children’s behaviors. 

Belsky, Fish, and Isabella (1991) stated that the mothers of highly reactive children whose reactivity 

decreased over the course of time tended to have more integrative, sensitive and responsive parenting 

attitudes compared to the mothers of highly reactive children whose reactivity level did not decrease 

over time. Similarly, Yağmurlu, Sanson, and Köymen (2005) point out that there is a negative 

correlation between children’s negative reactive behavior and persistence. Persistent behavior seems to 

be associated with less parental stress.  The present study aims to investigate the association between 

parental attitudes and children’s persistent/reactive behavior. Therefore, the following research 

questions are addressed: 

1. Do parental attitudes differ by children’s gender? 

2. Do children’s persistence and reactive behaviors differ by children’s gender, age and 

maternal work status? 

3. Is there an association between parental attitudes and children’s persistent/reactive 

behaviors? 

4. Do parental attitudes predict children’s persistent and reactive behaviors? 

METHOD 

The current study has a quantitative  design with a relational approach in order to better 

understand the phenomena by investigating the links between variables. Correlational designs are 

examples of relational methods (Büyüköztürk, Çakmak, Akgün, Karadeniz, & Demirel, 2012). 

Participants 

The study sample is made up of preschoolers attending Güngören Polis Amca Preschool in 

İstanbul during the Fall and Spring term in 2019-2020, and their mothers. Participants were selected 

based on criterion sampling, which is a strategy of purposeful sampling where observation units may 

consist of persons, events, objects or situations of a particular nature (Büyüköztürk et al., 2012).  

There are 93 girls (%46) and 109 boys (%54) in the sample. 55 of the children were 5 years-

old (%27,2) while 147 of them were 6 years-old (%72,8). 72 of the children (%35,6) do not have any 

siblings whereas 87 of children (%43,1) had 1 sibling, 30 of them had 2 siblings (%14,9) and 13 of 

them had 3 siblings or more (%6,4).  107 of the mothers (%53) were unemployed and 95 of the 

mothers (%47) had a job. 40 of the mothers (%19,8) were graduates of primary school, 67 of them 

(%33,2) had a high-school diploma while 95 of them (%47)  were graduates of higher education. 25 of 

the children (%12,4) came from Low SES households while 137 children (%67,8) came from middle 

SES households. 40 children (%19,8)came from high SES households. It was the first year at school 

for 91 of the children (%45) whereas 87 children (%43,1) had attended preschool for two years. Only 

24 children (%11,9) had a three-year school attendance.  

Data Collection Tools  

Demographics Form was used to collect mother and child demographics and The Short 

Temperament Scale for Children was used to assess children’s reactivity and persistence. Parenting 

Attitude Scale was used to collect data on maternal attitudes. 

Demographics Form 

Developed by the researchers, it aims to collect demographic data from the participating 

children and parents.  It was completed by the mothers.  
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The Short Temperament Scale for Children   

Developed by Prior, Sanson, and Oberklaid (1989) and adapted to Turkish by Yagmurlu and 

Sanson (2009), The Short Temperament Scale for Children is rated on a 6-point Likert scale. It has 30 

items with four dimensions, which are Reactivity, Persistence, Approach and Rhythmicity. Reactivity 

refers to a child’s tendency to get upset or annoyed with a task while persistence is a child’s pleasure 

in completing a task before going to the next. Approach is the shyness of a child when introduced to 

new people and environments while rhythmicity measures the rhythm of a child’s functioning (sleep, 

meals, toilet). The internal consistency coefficients were .80, .77, .48 and .76 for Approach, 

Reactivity, Rhythmicity and Persistence, respectively in the validation study (Yağmurlu & Sanson, 

2009).  In the current study, the internal consistency coefficients were .50, .70, .66 and .57 for 

Approach, Reactivity, Persistence and Rhythmicity, respectively. It was completed by the mothers. 

Parenting Attitude Scale (PAS) 

Developed by Demir and Şendil (2008), it aims to evaluate the parenting behaviors of mothers 

and fathers towards their children aged between 2-6 years old. The scale consists of 46 items and 4 

dimensions, which are Authoritative, Authoritarian, Overprotective and Permissive Attitudes. This 

scale was collected on 420 parents who had children aged between 2-6 years old from low, middle and 

high SES households. Another scale for parenting attitudes was used for 56 parents to test the 

construct validity. In the original study, Cronbach’s alphas for the internal consistency of the 

democratic, authoritarian, overprotective, and permissive subdimensions were  .83, .76, .75, and .74, 

respectively. In the current study, the internal consistency coefficients for the democratic, 

authoritarian, overprotective, and permissive subdimensions were .97, .93, .89, and .83, respectively. 

The scale was completed by the mothers. 

In the current study, having a child aged 48-72 months, having a typically developing child 

and volunteering to participate were specified as the main criteria. After getting ethics approval for the 

current study, preschool teachers were informed about the aim of the study. Parents of 48-72-month-

old children were contacted through the teachers who volunteered to participate and they were 

informed about the aim of the study and data collection process. They were also instructed how to fill 

the demographics form and Short Temperament Scale for Children (Parent Form) and Parenting 

Attitude Scale. The mothers who filled the forms handed them to the teachers in an envelope. Of the 

310 mothers, 210 agreed to participate and filled the forms. Eight forms that were incomplete were 

excluded from the sample.  

Data Analysis 

The data collected with the demographics form, Short Temperament Scale for Children and 

Parenting Attitude Scale completed by the mothers were analyzed with IBM SPSS software. The 

Kolmogorov–Smirnov statistic was used to test the distribution of the data obtained from the mothers 

and the results indicated a normal distribution. An independent t-test was used to determine whether 

there was a difference in children’s persistent and reactive behavior between groups. A Pearson 

Product-Moment Correlation was used to determine whether there was a relationship between 

children’s persistent/reactive behavior and parental attitudes. Multiple regression was used to test the 

predictive power of parental attitudes for children’s persistent/reactive behavior. The results are 

discussed with reference to the literature.  

FINDINGS 

The data was analyzed to investigate children’s persistence and reactivity with respect to 

parental attitudes and the findings are presented in the tables below.  
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Table 1 Independent samples t-test results comparing girls and boys on parental attitudes  

 

The results comparing girls and boys on maternal attitudes show that girls (x̄=3,56) and boys 

(x̄=3,56) had similar mean scores. For authoritarian and permissive parental attitudes, boys (x̄=3,50; 

x̄=2,77) scored higher than girls (x̄=3,49; x̄=2,73) whereas girls (x̄=2,93) scored higher than boys 

(x̄=2,92) for overprotective parental attitudes. We did not find a statistically significant difference 

between the groups (p>.05). In other words, parental attitudes did not differ by child gender.  

Table 2 Independent samples t-test results comparing girls and boys on persistent/reactive 

behaviors 

*p< .01 

 

Children’s persistent and reactive behavior differed significantly by gender t(200)=3,07, p<.01. 

Girls (x̄=4,04) scored significantly higher than boys (x̄=3,61) on persistent behavior whereas boys 

(x̄=2,80) scored higher than girls (x̄=,60) on reactive behavior although the difference between them 

were not meaningful t(200)= -1,85, p>.05. 

Table 3 Independent samples t-test results comparing age groups on persistent/reactive 

behaviors 

*p< .05 

 

Children’s persistent behavior differed significantly by age and there is a significant difference 

between 6-year-olds (60-72 months) (x̄=3,93)  and 5-year-olds (48-60 months) (x̄=3,57) t(200)= -2,20, 

p< .05. 6-year-olds (x̄=2,68) scored lower than 5-year-olds (x̄=2,77) on reactive behavior although the 

difference between them were not meaningful. Persistent behavior differed by age favoring 6-year-

olds. 

  

Dimensions/Child Gender n x̄ Sd df t p 

Democratic attitude       

   Girls 93 3,56 ,29 200 -,02 ,97 

   Boys 109 3,56 ,35    

Authoritarian attitude        

   Girls 93 3,49 ,32 200 -,18 ,85 

   Boys 109 3,50 ,37    

Permissive attitude       

   Girls 93 2,73 ,39 200 -,85 ,39 

   Boys 109 2,77 ,39    

Overprotective attitude        

   Girls 93 2,93 ,361 200 ,32 ,74 

   Boys 109 2,92 ,381    

Dimensions/Child’s Birth 

Order 
n x̄ sd df t p 

Persistence       

   Girls 93 4,04 1,01 200 3,07 ,002* 

   Boys 109 3,61 ,97    

Reactivity       

   Girls 93 2,60 ,71 200 -1,85 ,063 

   Boys 109 2,80 ,80    

Dimensions/Child’s Birth 

Order 
n x̄ sd df t p 

Persistence       

  5 years-old 55 3,57 1,06 200 -2,20 ,02* 

  6 years-old 147 3,93 1,18    

Reactivity       

  5 years-old 55 2,77 ,83 200 ,76 ,44 

  6 years-old 147 2,68 ,74    
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Table 4 Independent samples t-test results comparing working and unemployed mothers on 

persistent/reactive behaviors 

*p< .05 

 

Children’s persistent and reactive behavior differed significantly by maternal employment 

status Children with working mothers (x̄=3,96) scored significantly higher than children with 

unemployed mothers (x̄=3,68) on persistent behavior t(200)= -2,02, p<.05.  There was no significant 

difference between the groups on reactive behavior t(200)= ,83 p>.05. 

Table 5 Correlations between parenting attitudes, persistence and reactivity 

*p< .05      **p< .01 

 

Correlation results show that there is a negative and meaningful correlation between 

persistence and overprotective parenting attitude (r= -,175, p<,05) whereas a positive and meaningful 

correlation was observed between reactivity-overprotective attitude (r=,240, p<,01)  and between 

reactivity-permissive attitude (r=142, p<,05). In addition, a negative and significant relationship 

between children’s persistence and reactivity (r=172, p<,05). In other words, more persistent children 

tend to be less reactive.  

Table 6 Multiple Regression Summary for Parental Attitudes Predicting Children’s Persistent 

Behavior 

Variables B Standard Error β t p Pair r Partial r 

Constant 

Democratic attitude 

Authoritarian attitude  

Overprotective attitude 

Permissive attitude 

3,777 

,171 

-,073 

-,305 

,180 

,639 

,135 

,116 

,113 

,115 

 

,094 

-,047 

-,199 

,116 

5,913* 

1,269 

-,631-

2,707* 

1,573 

,000 

,206 

,529 

,007 

,117 

 

,105 

-,024 

-,175 

,060 

 

,090 

-,045 

-,189 

,111 

R= ,230  R²= ,053 

F(4-197)=2,742                 p= ,030 

 

Multiple regression results for maternal attitudes predicting children’s persistent behavior 

indicate a meaningful relationship (r=,844, r²= ,053)  between democratic, authoritarian, 

overprotective and permissive attitudes all and children’s persistent behavior F(4-197)=2,742, p= ,01). 

These four variables explain %5 of the variation in children’s persistent behavior. Significance tests 

for the regression coefficients indicate that only overprotective parenting attitude (p<01) significantly 

predicts persistence. 

  

Dimensions n x̄ sd df t p 

Persistence       

  Unemployed 107 3,68 1,07 200 -2,02 ,04* 

  Working 95 3,96 ,93    

Reactivity       

  Unemployed 107 2,75 ,80 200 ,83 ,40 

  Working 95 2,66 ,72    

 Dimensions 1 2 3 4 5 6 

1 Democratic attitude 1      

2 Authoritarian attitude  ,309** 1     

3 Overprotective attitude -,053 ,129 1    

4 Permissive attitude ,128 ,173 ,301** 1   

5 Persistence ,105 -,024 -,175* ,060 1  

6 Reactivity ,040 ,111 ,240** ,142* -,172* 1 
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Table 7 Multiple Regression Summary for Parental Attitudes Predicting Children’s Reactive 

Behavior 

Variables B Standard Error β t p Pair r Partial r 

Constant 

Democratic attitude 

Authoritarian attitude 

Overprotective attitude 

Permissive attitude 

1,115 

,035 

,086 

,274 

,082 

, 530 

,112 

,097 

,094 

,095 

 

,023 

,066 

,214 

,063 

2,104 

,309 

,891 

2,927* 

,863 

,037 

,758 

,374 

,004 

,389 

 

,040 

,111 

,240 

,142 

 

,022 

,063 

,204 

,061 

R= ,261   R²= ,068 

F(4-197) =3,614                 p= ,007 

 

Multiple regression results for maternal attitudes predicting children’s reactive behavior 

indicate a meaningful relationship (R=,261, R²= ,068) between democratic, authoritarian, 

overprotective and permissive attitudes all and children’s reactive behavior F(4-197) =3,614, p= ,01). 

These four variables explain %7 of the variation in children’s reactive behavior. Significance tests for 

the regression coefficients indicate that only overprotective parenting attitude (p<01) significantly 

predicts reactivity. 

DISCUSSION 

The aim of the current study was to investigate the contributions of maternal attitudes to 

children’s persistent and reactive behaviors. The results showed that girls, 6-year-olds (60-72 months) 

and children with working mothers were more persistent compared to boys, 5-year-olds and children 

with unemployed mothers, respectively. Erdinç (2009) and Akbaba (2017) also observed that girls 

demonstrated more persistent behavior compared to boys. Mothers reinforcing the behaviors that they 

think appropriate for their children’s gender roles increase children’s tendency to demonstrate those 

behaviors (Santrock, 2015). Miller-Lewis et al. (2006) found that children reported to have non-

persistent and over-reactive temperament had externalizing problems at age 6.  

The findings of the present study indicated a negative and significant relationship between 

persistence and overprotective parenting attitudes and a positive and significant relationship between 

reactivity and permissive and overprotective parenting attitudes. In other words, more protective 

parents tend to have children with less persistence. Parents’ permissive and overprotective attitudes 

seem to increase as the children’s reactivity increases. This might suggest that allowing children to do 

whatever they want without setting up rules may increase reactivity contrary to expectations.  

Democratic, authoritarian, overprotective and permissive attitudes all explained %5 and %7 of the 

variation in children’s persistent and reactive behavior, respectively. The current study is in line with 

the findings of previous studies positing the notion that maternal attitudes in child-rearing shapes 

children’s behavior styles. McClowry, Rodriguez, and Koslowitz (2008) concluded that parental 

attitudes and behaviors which are appropriate for children’s capabilities and development may reduce 

reactive problem behaviors and support their development. Berk (2013) stated that inappropriate 

parental attitudes may lead to problem behaviors and adaptation problems.  

Seo and Lee (2012) found that mothers interacting with their children in a constructive way 

influence their children’s behavior in a positive way whereas mothers who have a rejecting attitude 

have a negative impact on their children’s development. Akbaba (2017) noted that negative maternal 

attitudes increased children’s reactive behaviors and those children with higher reactivity are less 

competent in emotion-regulation compared to peers. Micalizzi, Wang, and Saudino (2017) 

investigated the link between reactivity and negative parental attitudes and identified a significant 

association between them. Buğan (2017) identified a negative relationship between tolerant parenting 

attitude and reactivity. Unlike the findings of the present study, Uçar (2017) observed that persistent 

children exhibited physical aggressiveness, such as hitting and pushing, more often than children with 

reactive temperament. Altan (2006) found that mothers with positive parenting attitudes are more 

likely to have children with better emotion regulation and that reactive and persistent children are 

better at coping with negative emotions compared to peers. Karreman, de Haas, van Tuijl, van Aken, 

and Deković (2010) suggested that negative parenting attitudes may result in fear and internalizing 

behavior problems. Öneren Şendil (2010) found a positive relation between anger-aggressiveness and 
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children’s negative reactive behavior.  Kim and Kochanska (2012) observed that children with 

responsive mothers exhibited less externalizing problem behavior compared to difficult-reactive 

children claiming that meeting children’s needs timely would have a protective function for reactive 

and problem behaviors.  

 
Conclusion and Recommendations 

The results showed that girls, 6-year-olds (60-72 months) and children with working mothers 

were more persistent compared to boys, 5-year-olds and children with unemployed mothers, 

respectively. The findings indicated a negative and significant relationship between persistence and 

overprotective parenting attitudes and a positive and significant relationship between reactivity and 

permissive and overprotective parenting attitudes. Parenting attitudes explained %5 and %7 of the 

variation in children’s persistent and reactive behavior, respectively. Overprotective and permissive 

parenting attitudes significantly predicted persistence and reactivity, respectively. 

The current study has some limitations. The data were collected only from mothers. Future 

research may include data from fathers. In order to better understand the nature of the relationship 

between parenting attitudes and children’s persistence and reactivity, longitudinal or experimental 

research designs where mothers are trained for parenting attitudes might make significant 

contributions to the literature. It should be noted that parenting attitudes are of vital importance to 

foster children’s development, as they seem to affect children’s persistence and reactivity either 

positively or negatively.  
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Abstract 

The aim of this study is to investigate the relationship between well-being, social anxiety and self-

regulation skills in adolescents. The study also examined whether well-being, social anxiety, and self-

regulation vary according to some demographic information variables (gender, age, grade, level of 

income, number of siblings) in adolescents. For this purpose, “Demographic Information Form", 

“EPOCH Measure of Adolescent Well-Being”, “Social Anxiety Scale for Adolescents (SAS-A)” and 

“Adolescent Self-Regulatory Inventory-ASRI” were given to a total of 436 adolescents, 327 males and 

109 females,  who were studying in different high schools and secondary schools in Istanbul. Pearson 

Moment correlation coefficient was used to determine the level of the relationships between the well-

being, social anxiety and self-regulation skills of adolescents. In addition, t-test and one way ANOVA 

were used to find out whether well-being, social anxiety and self-regulation skills of adolescents 

differed according to demographic variables. According to the findings obtained from data analysis, 

significant differences were found demographic variables gender and grade and well-being and 

avoidance in general situations, which is one of the sub-dimensions of social anxiety. Significant 

difference was also found between the variable of age and level of well-being. No significant 

difference was found between the number of siblings and level of income and well-being, social 

anxiety and self-regulation skills of adolescents. When the relationships between variables were 

investigated, a positive moderate correlation was found between well-being and success in self-

regulation, while positive low level correlation was found between all sub-dimensions of social 

anxiety and inadequacy in self-regulation. 
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INTRODUCTION 

People often complain about certain situations in their private life. They talk about being 

unhappy sometimes because nobody understands their problem, and sometimes because they cannot 

share their problem. When these situations were closely handled it has been observed that the main 

source of problem might be related to the level of individual’s well-being (Nur Şahin, 2011). Ryff and 

Keyes (1995) defined ‘well-being’ as the individual’s being aware of his own potential or not and the 

quality of his relation with other people (cited from Hamurcu, 2011). Well-being emerged as a 

response to the focus of psychology on disorders observed in humans and the treatment of diseases 

that occur as a result of these disorders and it is one of the important issues positive psychology 

emphasizes (Ok, 2016). It is seen that the persons who have low level of well-being have much more 

negative emotionality. This negative emotionality is an indication of negative experiences in life. This 

life style which is not demanded, affects the quality of life by leaving unpleasant memories back in 

one’s life (Diener, 2006). 

It is seen that high level of well-being is crucial in all periods of a person’s life. It is known 

that social, psychological, emotional and behavioral problems are more common in adolescence, 

which is one of the life periods of the individual, compared to the previous and subsequent periods 

(Silk, Steinberg and Morris, 2003). In this respect, it could be asserted that having high level of well-

being becomes more important in adolescence. Deniz (2010) stated that adolescence is a period in 

which individuals experience intense physical, mental changes and development throughout their 

lives. When studies on well-being in adolescents are examined, it can be seen that studies emphasize 

adolescents' satisfaction and happiness from their lives are vital both in terms of their emotional and 

social development and having a ready positive power that could facilitate their lives in future years 

(Çivitci, 2009).  According to Onur (1995), most parents demand from adolescent individuals to grow 

and change as a self-confident, healthy person with high level of well-being, no social anxieties, and 

high capacity for self-regulation. At this point, self-regulation is a concept that stands out in addition 

to the concept of well-being.  

Self-regulation is one of the mechanisms that enables individuals to improve their 

understanding the world and dealing with it since the early childhood (Kaygusuz & Özpolat, 2015). In 

this sense, self-regulation is defined as the suppressing of the individual’s internal reactions to prevent 

undesired behaviors (Tangney, Baumeister & Boone, 2004). In other words, self-regulation is the 

adaption of the individual to the environment so as to know his world and to have a much more ideal 

world harmony (Rothbaum, Weisz & Snyder,1982). When studies conducted are examined, it is 

obviously seen that self-regulation is also synonymous with the concepts ‘self-arrangement, self-

discipline, and willpower’ as well (Duckworth, Gendler & Gross, 2014). Having a high or low self-

regulation level affects the behaviors of individual in family environment and community. To give an 

example, individuals with low level of self-regulation skills refrain from displaying many behaviors 

because they are difficult for them. On the other hand, individuals with high self-regulation skills can 

be assertive while displaying several behaviours (Özgül, 2017). In their study, Gottfredson and Hirschi 

(1990) also asserted that individuals with low level of self-regulation might have serious physiological 

problems and stated that these problems can occur because of the suppressing social, environmental or 

family factors in their lives. In the light of given literature, it could be said that one of the factors 

affecting both self-regulation and well-being is ‘social support’. There could be many reasons for an 

individual not to receive social support. One of these factors is social anxiety. 

Social anxiety is a fear that a person’s behaviors are being observed and evaluated by another 

person (Kashdan, 2007). Most of the individuals who experience social anxiety have the fear that they 

will be perceived as a bad person by people around them and the society they are in, they will leave an 

undesired impression and be evaluated negatively (Eren-Gümüş, 2000). Individuals with social 

anxiety feel the fear of negative evaluation and humiliation of their behavior by other individuals in 

social zones or places where they need to perform a behavior. As a result of this negative emotion and 

fear, individuals tend to criticize themselves negatively (Dilbaz, 1997).  According to Davison and 

Neale (2004), social anxiety is an irrational persisting fear. It might affect and restrict the life of an 

individual. A person who has social anxiety could demonstrate timidity before he performs his 
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behavior since he has already had negative thoughts. Other cases seen in individuals with high level of 

social anxiety are shyness for making a speech in public, eating and drinking in front of the public, and 

using the common areas (Baltacı, 2010). According to Erikson, in adulthood which follows 

adolescence, individuals are ready to socialize with their friends around them, purified from the search 

for their identity. However, if these individuals have social anxiety, they could show behaviors of 

wishing to be alone and unwilling to keep in touch with others by considering this period as dangerous 

and harmful (Sübaşi, 2007). Summarizing the obtained literature data, especially adolescents’ well- 

being, self-regulation skills and social anxiety levels are closely associated with their being 

psychologically healthy. 

The aim of the present study is to investigate the relationships between well-being, social 

anxiety and self-regulation skills in adolescents. Another aim of this study is to examine whether 

adolescents’ well-being, social anxiety and self-regulation skills vary according to variables like 

gender, age, grade, number of siblings and level of income.  

METHOD 

Research Model 

This research was designed using a correlational survey model as a quantitative research. A 

correlational survey model is a research model that reveals the differences, changes, relationships and 

their degree among the variables. These differences and relationship could be determined by t-test, 

variance analysis, regression and correlational methods (Büyüköztürk et al., 2018). 

Population and Sample 

The research population consists of individuals attending secondary and high schools in 

private and public schools in İstanbul. Sample selection was conducted with the convenience sampling 

method. Creating a sample by selecting the persons who are easily reached is called sampling method. 

In this sampling, data is collected by conducting applications on the person who is encountered and 

caught by the practitioner at certain times. 

The scales were applied to 436 students studying in various schools. The sample consists of 

436 adolescent students, 327 male and 109 female, studying in various secondary and high schools. 

Students were selected on a voluntary basis. The data of the students regarding their age, grade and 

gender are presented in Table 1. 

Table 1:  The Distribution of Students According to Age, Grade and Gender Variables 

 
Groups f % 

Age 

 

13 

14 

15 

64 

207 

165 

14,7 

47,5 

37,8 

Grade 
8th grade  

9th grade 

220 

216 

50,4 

49,5 

Gender 
Female 

Male 

109 

327 

25 

75 

 

As can be seen in Table 1, of the students who participated in the study, 64 (14.6%) are 13 

years old, 207 (47.4%) are 14 years old, 152 (34.8%) are 15 years old. Based on this, the average age 

of the group was found as 14.37. Considering the distribution of the participants according to their 

grades, 220 (50.4%) are 8th graders, 216 (49.5%) are 9
th
 graders. Finally, 109 (25%) of the 

participants are female students and 327 (75%)   are male students. 

Data Collection Tools 

Demographic Information Form: In this form, there are questions about individuals' age, 

grade, and gender. The form was designed by the researcher. 
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“EPOCH” Measure of Adolescent Well-Being: The “EPOCH” measurement tool developed 

by Kern et al. (2015) aims to measure Seligman's 5-dimensional conceptualization about feeling good, 

well-being. This measurement tool was adapted to Turkish by Demirci and Ekşi (2015). As a result of 

arranging these dimensions at the level of adolescents, dimensions of commitment, determination, 

optimism, relevance and happiness were developed. Total points could also be used in the scale. 5 

Likert type was used in the scale. The scale is scored between 1 (never) and 5 (always). The average 

of each dimension is calculated between 1 and 5 points. The lowest level score that individuals can get 

from the measurement tool consisting of a total of 20 questions is 20, and the highest score they can 

get is 100. There are no items that require reverse scoring. As the score obtained from these scales 

increases, students' well-being levels increase (Demirci & Ekşi, 2015). 

Social Anxiety Scale for Adolescents (SAS-A): The Turkish version of this assessment tool 

developed by La Grace and Lopez (1998) was prepared by Aydın and Sütçü (2007). 4 items of the 

scale, which has actually 22 items, are the filling items that are not included in the scoring. SAS-A is a 

5-point Likert type scale. The minimum score to be taken by those who answer the scale is 18 and the 

maximum score is 90. As a result of the factor analysis, SAS-A is divided into 3 sub-scales: Fear of 

Negative Evaluation (FNE), Social Avoidance and Distress in New Situations (SAD-N) and General 

Social Avoidance and Distress (SAD-G). The internal consistency coefficient of the scale was found 

as .88, as .83 for the FNE subscale, as .68 for the SAD-N subscale and as .71 for the SAD-G subscale. 

In the Social Anxiety Scale for Adolescents, high scores from both the total scale and the subscales 

indicate high level of social anxiety. 

Adolescent Self-Regulatory Inventory-ASRI: The Adolescent Self-Regulatory Inventory-

ASRI was developed by Moilanen (2005) to evaluate self-regulation skills in adolescent individuals. 

The translation of this scale into Turkish was done by Harma (2008). This developed scale has been 

prepared both in adult and adolescent individuals in a separate form. This measurement tool aims to 

evaluate at what stage the adolescents' emotions, thoughts and behaviors will activate, adapt, to what 

extent they continue and limit them. This measurement tool was prepared as a 4-point Likert type 

scale and is a 32-item scale scored from 1 (not suitable at all) to 4 (very convenient). In this scale, 

besides the self-evaluation of adolescents, there is also a parent form that provides the opportunity to 

evaluate their child. As a result of the analysis, the factors of displaying the behaviors of the long-term 

and short-term individuals in community, i.e. self-regulation, were obtained; The internal consistency 

coefficients of the surveys of parents and adolescent individuals were found to be high for both factors 

(Short term α parent = .85, α adolescent= .84; long term α parent = .87, α adolescent = .89 ). In the 

analysis, self-regulation, which has the ability to regulate the behavior, feelings and desires of the 

individual in the society, has been realized as 2 dimensions as success (18 items) and inadequacy (14 

items). The success dimension explains 19.15% of the variance (26.07% in parenting notice) and 

10.07% of inadequacy (7.12% in parenting notice). In the analysis of internal consistency as a result of 

the findings obtained, the internal consistency of success was found as, α parent = .89, α adolescent = 

.85; the internal consistency of inadequacy was determined as α parent = .79, α adolescent = .80. 

Data Analysis 

Statistical Package for the Social Sciences (SPSSS) 25.00 application was used for data 

analysis. Data are given as mean and standard deviation. Independent Samples T test was used in two-

group variables for significant differences in research variables, and One-way ANOVA test was used 

in case of more than three groups. The relationship between variables was calculated by Pearson 

Correlation. In the study, the margin of error in the analysis of the data was taken as p<0,05. However, 

the significance levels of p <0,01 and p <0,001 were also indicated. 

RESULTS 

In this part of the study, it was investigated whether the well-being, social anxiety and self-

regulation skills of adolescents participating in the study differ according to some demographic 

variables. Apart from this, it was examined whether adolescents' well-being, social anxiety and self-
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regulation skills were significantly related to each other. Comparison of well-being by gender is 

shown in Table 2. 

Table 2: T-Test analysis results of well-being in adolescents according to the gender variable  

Variable Gender N  ss t p 

Well-Being Male 326 3,45 0,62 2,45 0,015* 

Female 110 3,28 0,66 

p<0.5* 

 

When Table 2 is examined, the average score of female adolescents on the scale of well-being 

is 3.28, while the average score of male adolescents is 3.45. It was concluded that the difference 

between the groups was statistically significant (t = 2.45, p <0.05). According to the results obtained, 

the well-being levels of male students are significantly higher than those of female students. x̄. 

(average) and ss. (standard deviation) values of well-being according to the age variable of are shown 

in Table 3. 

Table 3: Descriptive statistics of adolescents’ well-being levels by age variable 

 

Well-Being 

Age N  ss 

13 years  64 3,24 0.64 

14 years 207 3,40 0.59 

15 years 165 3,48 0.67 

 

The results of one-way analysis of variance applied to these values are shown in Table 4. 

Table 4: Variance analysis results of adolescents’ well-being level according to age variable  

 

Well-Being 

Source of 

Variance 
Total of Squares df 

Average of 

Squares 
f p 

Inter-group 2,63 2 1,32 

3,30 0,038* In-group 173,11 433 0,40 

Total 175,75 435  

* p < 0.05  

 

When Table 4 is examined, a statistically significant difference was found in terms of the 

mean scores of adolescents from the well-being scale in order to see the difference between the scores 

obtained from the well-being levels of adolescents (F (2-433): 3.30, p <0, 05). As a result of the 

“Bonferroni Test” conducted to find out from which age level of this difference resulted, a significant 

difference was found between the age group of 13-year-old students and the age group of 15-year-old 

students in terms of the scores they received from the well-being scale. Accordingly, the well-being 

levels of adolescents in the age group of 15 are significantly higher than the well-being levels of 

adolescents in the age group of 13. Comparison of well-being by grade level is shown in Table 5. 

Table 5: T-test analysis results of well-being in adolescents according to the grade variable  

Variable Grade N  ss t p 

Well-Being Grade 8 220 3,34 0,60 -2,19 0,029* 

Grade 9 216 3,48 0,66 

p < 0.5* 

 

When Table 5 is examined, the average score of the adolescents studying in the 8th grade from 

the well-being scale is 3.34. The average score of the adolescents studying in the 9th grade is 3.48. It 

was concluded that the difference between these two groups was statistically significant (t = -2.19, p 

<0.05). According to this result, the well-being levels of adolescents studying in the 9th grade are 

significantly higher than those studying in the 8th grade. It was also examined whether social anxiety, 

another variable of the study, differed in terms of some demographic variables. Findings also included 

the sub-scales of social anxiety, “Fear of Negative Evaluation (FNE), Social Avoidance and Distress 

in New Situations (SAD-N) and General Social Avoidance and Distress (SAD-G)”. A comparison of 

the sub-dimensions of social anxiety by gender is given in Table 6. 
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Table 6: Results of t-test analysis of social anxiety sub-dimensions by gender variable 

Variable Gender N  ss t p 

FNE Male 326 2,63 0,94 1,66 0,097 

Female 110 2,44 1,10 

SAD-N Male 326 2,75 0,84 2,69 0,135 

Female 110 2,60 0,88 

SAD-G Male 326 2,38 0,88 1,49 0,007* 

Female 110 2,12 0,96 

Fear of Negative Evaluation (FNE), Social Avoidance and Distress in New Situations (SAD-N) and General 

Social Avoidance and Distress (SAD-G). () *p<0,05 

 

When Table 6 is analyzed, a significant difference was found according to gender in the sub-

dimension of “SAD-G”. (p<0.05). Accordingly, the level of avoidance and distress in males is 

significantly higher than females in general social situations. No significant difference was found 

between the other sub-dimensions, FNE and SAD-N, and the gender variable. Average and standard 

deviation values of the sub-dimensions of social anxiety by age variable are given in Table 7. 

Table 7: Descriptive statistics of adolescents' social anxiety subscales by age variable 

 Age N  ss 

 

FNE 

13 years 64 2,47 0,96 

14 years 207 2,65 1,04 

15 years 165 2,54 0,93 

 

SAD-N 

13 years 64 2,71 0,88 

14 years 207 2,68 0,90 

15 years 165 2,76 0,79 

SAD-G 

13 years 64 2,23 0,90 

14 years 207 2,33 0,93 

15 years 165 2,34 0,88 

(Fear of Negative Evaluation (FNE), Social Avoidance and Distress in New Situations (SAD-N) and General 

Social Avoidance and Distress (SAD-G))  

 

The results of one-way analysis of variance applied to these values are demonstrated in Table 8. 

Table 8: Results of variance analysis of the adolescents' social anxiety scale sub-dimension levels 

by age variable 

FNE 

Source of Variance Total Squares df Average Squares f p 

Inter-group 1,96 2 0,98 

1,00 0,37 In-group 423,63 433 0,97 

Total 425,59 435  

 

SAD-N 

Inter-group 0,54 2 0,27 

0,37 0,69 In-group 317,98 433 0,73 

Total 318,53 435  

 

SAD-G 

Inter-group 
 

0,53 

 

2 

 

0,27  

0,32 

 

0,72 In-group 356,32 433 0,82 

Total 356,86 435  

()Fear of Negative Evaluation (FNE), Social Avoidance and Distress in New Situations (SAD-N) and General 

Social Avoidance and Distress (SAD-G) *p<0.5 

 

In Table 8, it was found that the mean score obtained from the social anxiety scale sub-

dimensions of adolescents was not statistically significant as a result of the variance analysis 

conducted to determine the differences between the scores obtained from the social anxiety scale sub-

dimensions according to the age of adolescents. (F (2-433): 0.32, p> 0.05). Comparison of social 

anxiety sub-dimensions by grade level is given in Table 9. 
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Table 9: Results of variance analysis of the adolescents' social anxiety scale sub-dimension levels 

by grade  

Variable Grade N  ss t p 

FNE 
  Grade 8 220 2,59 1,00 

0,15 0,881 
  Grade 9 216 2,58 0,97 

SAD-N 
  Grade 8 220 2,67 0,87 

-1,18 0,239 
  Grade 9 216 2,76 0,84 

SAD-G 
  Grade 8 220 2,23 0,87 

-2,14 0,033* 
  Grade 9 216 2,41 0,93 

Fear of Negative Evaluation (FNE), Social Avoidance and Distress in New Situations (SAD-N) and General 

Social Avoidance and Distress (SAD-G)  *p<0.5 

 

When Table 9 is examined, a significant difference was found in the social anxiety scale sub-

dimension of SAD-G in terms of grade (p <0.5). The level of general social avoidance and distress of 

9th graders is significantly higher than those of 8th graders. No significant difference was found 

between the other sub-dimensions of social anxiety and the grade level. When it was examined 

whether there is a difference between the last variable of the research, self-regulation skills and some 

demographic variables, sub-dimensions of self-regulation skills scale (self-regulation success and self-

regulation inadequacy) were also examined. The comparison of the sub-dimensions of the self-

regulation skills scale by gender is given in Table 10. 

Table 10: Results of the t-test analysis of the self-regulation scale sub-dimensions according to 

the gender variable 

Variable Gender N  ss t p 

Success in Self-

Regulation 

Male 326 2,69 0,50 
1,296 0,196 

Female 110 2,61 0,55 

Inadequacy in 

Self-Regulation 

Male 326 2,70 0,48 
-1,385 0,167 

Female 110 2,77 0,49 

*p<0.5 

 

According to Table 10, there was no significant difference between the sub-dimensions of the 

self-regulation scale and gender. (P> 0.05). The average and standard deviation values of the sub-

dimensions of the self-regulation scale by age variable are given in Table 11. 

Table 11: Descriptive statistics of adolescents' Self-Regulation Scale sub-dimension levels by age 

variable 

 Age N  ss 

Success in Self-

Regulation 

13 years 64 2,63 0,56 

14 years 207 2,63 0,50 

15 years 165 2,72 0,51 

Inadequacy in Self-

Regulation 

13 years 64 2,68 0,51 

14 years 207 2,73 0,45 

15 years 165 2,71 0,51 

 

The results of one-way analysis of variance applied to these values are shown in Table 12. 

Table 12: Results of variance analysis of the Self-Regulation Scale sub-dimensions of adolescents 

according to age variable 

Success in Self-

Regulation 

Source of 

Variance 
Total Squares df Average Squares f p 

Inter-group 0,81 2 0,405 

1,51 0,220 In-group 115,542 433 0,267 

Total 116,652 435  

Inadequacy in Self-

Regulation 

Inter-group 0,168 2 0,084 

0,354 0,702 In-group 102,747 433 0,237 

Total 102,915 435  

*p<0.5 
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In Table 12, it was determined that there was no statistically significant difference in terms of 

the average of the scores obtained from the self-regulation scale sub-dimensions as a result of the 

variance analysis performed to determine the differences between the scores obtained from the sub-

dimensions of the self-regulation scale of the adolescents. (F (2-432): 0.35, p> 0.05). The comparison 

of sub-dimensions of self-regulation scale by grade level is given in Table 13. 

Table 13: T-test analysis results of Social Regulation sub-dimensions by grade variable 

Variable Grade N  ss t p 

Success in Self-

Regulation 

  Grade 8 220 2,62 0,48 -1,676 0,094 

  Grade 9 216 2,71 0,54 

Inadequacy in 

Self-Regulation 

  Grade 8 220 2,73 0,45 0,602 0,547 

  Grade 9 216 2,70 0,52 

*p<0.5 

 

In Table 13, the differences in the scores of the adolescents from the sub-dimensions of the 

self-regulation scale were analyzed by t-test in terms of grade variable. Accordingly, it was observed 

that there was no significant difference between the sub-dimensions of the self-regulation skills 

measurement tool and the grade level variable. (t = -1,676,0,602 p> 0.05). 

Table 14: Correlations between Well-Being, Social Anxiety, and Self-Regulation Skills 

 Well-Being FNE SAD-N SAD-G 
Success in Self-

Regulation 

Inadequacy in 

Self-Regulation 

Well-Being 1      

FNE ,011 1     

SAD-N ,060 ,646** 1    

SAD-G -,030 ,640** ,569** 1   

Success in Self-

Regulation 
,474** -,022 ,083 -,009 1  

Inadequacy in 

Self-Regulation 
,094 ,264** ,223** ,158** ,192** 1 

(Fear of Negative Evaluation (FNE), Social Avoidance and Distress in New Situations (SAD-N) and General 

Social Avoidance and Distress (SAD-G)** p<0.01 

 

Correlation coefficients between well-being, social anxiety, and self-regulation skills scores of 

adolescents constituting the sample group of the study are shown in Table 14. When we review the 

relationships between the variables, a medium significant positive correlation was found between the 

well-being levels of adolescents and the success in self-regulation, which is a sub-dimension of self-

regulation (r = 0.47; p <0.01). A positive and low level of significant relationship was found between 

the FNE, which is a sub-dimension of adolescents' social anxiety, and  inadequacy in self-regulation 

which is a sub-dimension of self- regulation (r = 0.26; p <0.01). 

In the SAD-N, which is another sub-dimension of social anxiety, a positive and low level of 

significant relationship was found between inadequacy in self-regulation. (r = 0.22; p <0.01). 

Similarly, a low level of positive relationship was found between SAD-G, which is a sub-dimension of 

social anxiety, and inadequacy in self-regulation. (r = 0.16; p <0.01). To summarize, according to 

these results, there is a positive relationship between all sub-dimensions of social anxiety and 

inadequacy in self-regulation. According to other findings obtained from the correlation analysis; there 

was no significant relationship between well-being and sub-dimensions of social anxiety in 

adolescents.  

CONCLUSION, DISCUSSION AND SUGGESTIONS 

The results obtained as a result of data analysis were discussed in the context of the research 

findings regarding the hypotheses tested by the researcher and within the context of findings of studies 

conducted in literature related with the variables discussed in this study. In the research findings, it 



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

© 2020 INASED 

 

291 

was seen that the well-being levels of adolescents differ significantly according to the gender variable 

and the well-being levels of males were higher than those of females. It can be seen that there are 

studies in literature which have reached different findings related to this. Similar to the findings of the 

present study, there are studies that have reached the conclusion that well-being levels of males are 

higher than those of females (Saföz - Güven, 2008; Özkan, 2014; Tümkaya, 2011; Yarar, 2019). There 

are also studies with opposite results in literature, studies which have found that well-being levels of 

female individuals are higher than those of male individuals (Gündoğdu and Yavuzer, 2012; 

Kuyumcu, 2012; Özden 2014; Sezer, 2013). There are also studies in literature which show well-being 

does not differ by gender (Alim, 2018; Akgündüz and Bardakoğlu, 2012; Çevik, 2010; Eken, 2010; 

Eryılmaz, 2011; Oymak, 2017; Tuzgöl-Dost, 2006). 

According to the findings of this study, it was concluded that the well-being levels of 

adolescents differ according to the age variable and the difference is between students between the 

ages of 13 and 15. Subjective well-being levels of 15-year-olds were higher than those of 13-year-

olds. When the literature is analyzed, in a study conducted with undergraduate students, it was 

observed that the level of subjective well-being increased as the age level increased (Duman, 2016). In 

another study on subjective well-being, it was found that subjective well-being does not differ by age 

(Nur Şahin, 2011; Topuz, 2013). 

According to the findings of the present study, there was a significant difference in the overall 

score of subjective well-being of adolescents compared to their grades. It was found that the general 

well-being score of 9
th
 graders is higher than that of 8

th
 graders. In his study, Hamurcu (2011) reported 

that 10
th
 and 11

th
 graders had higher level of well-being than 9

th
 graders. When the literature is 

examined, it is seen that unlike the present study, the level of well-being does not differ according to 

grade (Saföz-Güven, 2008; Uğur, 2013; Turp, 2017). It might be thought that 9th grade adolescents, 

who are the first level of the high school level, had a calmer year after the exams they had previously 

and this situation had a positive effect on the well-being levels of students. At the same time, it could 

be thought 9th graders are generally less concentrated in terms of university enrollment exams, which 

may have affected individuals to have higher levels of happiness. 

According to the findings of the current study, it was found that there is a significant 

difference between the gender variable and social avoidance in general situations which is a sub-

dimension of social anxiety. It is concluded that males show more avoidance than females in general 

situations. When the studies conducted in the literature are examined, some results have been found 

that social anxiety does not differ between females and males (Beidel, Turner & Morris, 1999; 

Demirbaş, 2009; Leary & Kowalski, 1995; Stein, Walker & Forde, 1994; Turk et al., 1998). In another 

study, Gültekin & Dereboy (2011) concluded that social anxiety in women is more intense than men 

and they experience this problem more in their lives. Findings in the literature are not similar to the 

findings of this study. It might be thought that the reason for this difference in the literature could be 

due to cultural differences. 

The results of the present study show that there is no significant difference in the social 

anxiety score according to the age variable. When the studies in literature are examined, it can be seen 

that Mersin and Öksüz (2014) stated that social anxiety does not differ by age. In the study of Türe 

(2009), it was observed that the scores obtained from the social anxiety scale were higher in 

individuals who are younger. As a result of the research, it was concluded that social anxiety showed 

significant difference in avoidance score in general situations in terms of students’ grades. 

Accordingly, the level of social avoidance in general is significantly higher in 9
th
 graders when 

compared with 8
th
 graders.  

In the study conducted by Yıldırım, Çırak and Konan (2011) with university students, it was 

found that the social anxiety levels of the students studying in their first year were significantly higher 

than those of the students studying in their fourth year. In a study conducted by Ben (2017), it was 

stated that the social anxiety levels of the first-year students were higher than the students studying at 

the upper level. 
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The current study also examined the relationships between adolescents' well-being, self-

regulation skills, and social anxiety levels. According to the findings of the study, a moderate 

significant positive correlation was found between the well-being levels of adolescents and the success 

in self-regulation. Also, a low positive relationship was found between all sub-dimensions of social 

anxiety and inadequacy in self-regulation. There are no studies in literature that examine these three 

concepts together. In a similar study by Yang, Asbury, Griffths (2019), subjective well-being and self-

regulation skills were found to be interrelated. In addition, self-regulation has been found to affect 

subjective well-being positively. Similarly, Singh, Sharma (2018) examined the relationship between 

subjective well-being and self-regulation, and concluded that self-regulation capacity positively 

affected psychological well-being. These results are in line with the results of the present study. 

Mamassis and Doganis (2004) examined the effects of the mental studies they developed to increase 

self-regulation skills on anxiety, self-confidence and performance in tennis. As a result of the study, it 

was concluded that the level of anxiety decreased as self-regulation skills increased. It could be said 

that the obtained result is similar to the findings of this study. 

Some suggestions are given below regarding the results of the study. 

- The research was conducted in Istanbul and on adolescent students, and it could be 

conducted on adolescents in other provinces in terms of generalizability. Based on the 

information obtained from studies conducted, it is seen that adolescence has a variable 

structure. A longitudinal study might be conducted to cover post-adolescence. 

- In the future studies, the relationship between the concepts of well-being, self-

regulation and social anxiety might be examined with different demographic variables 

(parental attitude, parental education level, etc.). 

- It can be suggested to study the concepts of well-being, social anxiety, self-

regulation on individuals from different age groups.  
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Abstract 

The purpose of this study is to compare the social skills, problem behaviours and academic 

competence of gifted students at elementary level with their non-gifted peers, and to assess these based 

on the variables age, gender, and school year. The study group consists of 50 gifted students in second, 

third and fourth grade in state schools in Ankara in the 2017- 2018 school year and their 50 non-gifted 

peers. In order to obtain data for the study, The Social Skills Rating Scale Teacher Form was used 

which developed by Gresham and Elliot (1990) and translated into Turkish by Sucuoğlu and Özokçu 

(2005) has been used. The data has been analysed using the SPSS 22.00 software package. Descriptive 

statistics have been used for data analysis. According to the results of the study, it was observed that 

the social skills levels and the academic competence levels of the gifted students were statistically 

more developed compared to their non-gifted peers. On the other hand, it was observed that there was 

no difference between gifted students and their non-gifted peers in terms of problem behaviours. In 

this study, no significant difference was found in the academic competence levels of gifted students 

according to gender. It was found out in the study that 10-year old students display more problem 

behaviours in comparison to their 9-year old peers. There was no meaningful difference in the social 

skills and academic competence of gifted students based on the variable school year. Although the 

results of this study present that gifted students have better social skills and academic competence, and 

display less problem behaviours compared to their peers, further research needs to be conducted to 

clarify this situation.   
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INTRODUCTION 

Researchers have been trying to understand, explain and assess gifted individuals for nearly a 

hundred years (Subotnik, Olszewski-Kubilius, & Worrell, 2011).  A major part of these studies have 

been conducted to understand the social and emotional aspects of gifted individuals (Cross & Cross, 

2017; Merrell & Gill, 1994). Does being gifted also mean having an extraordinary potential or 

performance socially and emotionally? Answers have been sought to this question since the beginning 

of such research. Ideas on whether gifted individuals are stronger or weaker socially or emotionally 

than other people have changed over time (Ogurlu, Yalın, & Birben, 2018).  From the 1980s onwards, 

the experts in the field have dealt with the issue more than ever before to clarify this situation. For 

instance, Child (1981) compared the adaptive behaviour of 5-year old gifted and non-gifted children 

and found out that gifted students displayed higher adaptive behaviour scores than non-gifted students 

(Douthitt, 1992). During the 1990s, a lot of research was conducted to determine the social and 

emotional conditions of gifted children and their comparison to their peers (Delisle, 1990; Douthitt, 

1992; Galloway & Porath, 1997; Garland & Zigler, 1999; Kitano, 1990; Luftig & Nichols, 1990; 

Merrell & Gill, 1994; Nail & Evans, 1997; Neihart, 1999; Sayler & Brookshire, 1993). According to 

Neihart (1999), the results of the studies carried out in the second half of the twentieth century present 

two contradicting thoughts. The first of these is that gifted students are more adaptive than their peers 

whereas the second one shows that gifted children have a higher chance of experiencing inadaptability 

(Neihart, 1999; Peterson, 2009).  

Recent studies have presented slightly stronger data regarding the comparison of gifted 

students and non-gifted children (Francis, Hawes, & Abbott, 2016; Jen, Wu, & Gentry, 2016; 

Peterson, 2009). The number of studies which argue that gifted individuals have stronger social and 

emotional characteristics than their peers, or that they are similar is quite high (Bracken & Brown, 

2006; Cornell, Delcourt, Bland, Goldberg, & Oram, 1995; Chan, 2006; Eklund, Tanner, Stoll, & 

Anway, 2015; França-Freitas, Del Prette, & Del Prette, 2014;  Francis et al., 2016;  Garland & Zigler, 

1999; Kroesbergen, van Hooijdonk, Van Viersen, Middel-Lalleman, & Reijnders, 2016;  Merrell & 

Gill, 1994; Nail & Evans, 1997; França-Freitas et al., 2014; Robinson, 2008; van der Meulen et al., 

2014;  Vialle, Heaven, & Ciarrochi, 2007). Although the idea that being gifted is not a disadvantage 

socially or emotionally appears to be dominant when the literature is reviewed, there are also studies 

which prove the opposite is true (Coleman, & Cross, 1988; Jen, 2017). According to Peterson (2009) 

gifted individuals may experience difficulty making friends especially when they are younger, 

compared to other children, and they may be more introvert. Some researchers have argued that gifted 

students may be more vulnerable to social stress at school and personal stress, and experience more 

depression, anxiety and worry (Cross, Adams, Dixon & Holland, 2004; Delisle, 1990; Kitano, 1990; 

Ogurlu et al., 2018). 

It may be assumed that the inconsistency in the findings of such studies may be due to the 

differences in content, method and sampling (Gagné & Gagnier, 2004). The content limitations of the 

studies may be a result of the fact that they focus on certain aspects of social and emotional 

development. When the literature is reviewed, it is observed that researchers have studied topics such 

as social coping (Chan, 2005; 2006; J. Cross, O’Reilly, Kim, Mammadov, & Cross, 2015; Bain & 

Bell, 2004; Foust, Rudasill, & Callahan, 2006; Rudasill, Foust & Callahan, 2007; Swiatek, 2002), 

social adjustment (Chan, 2002; 2003; 2006 Douthitt, 1992; Jeon, Lee, & Lee, 2003; Košir, Horvat, 

Aram, & Jurinec, 2016;  Richards, Encel, & Shute, 2003; Sayler & Brookshire, 1993), social status 

(Luftig & Nichols, 1990), social competence (Lee, Olszewski-Kubilius, & Thomson, 2012; 

McCallister, Nash, & Meckstroth, 1996; Merrell & Gill, 1994), bullying (Neihart, 1999; Peters & 

Bain, 2011; Peterson, 2009), labelling (Cross, Coleman, & Terhaar-Yonkers, 2014).  It is observed 

that studies focusing on problem behaviours are limited (Algozzine, Christian, Marr, & McClanahan, 

2008; Bracken & Brown, 2006; Cornell et al., 1995; Delisle et al., 1987; Garland & Zigler, 1999; 

Richards et al., 2003; Sayler & Brookshire, 1993; Slifer, 1987). When the findings of the studies 

conducted to find out the problem behaviours of gifted students were studied, it was found out that 

gifted students did not display more problem behaviours than their peers. For instance, Cornell et al., 

(1995) made a comparison of the problem behaviours of 675 gifted students and 322 non-gifted 

students. They based their research on the thoughts of teachers and parents. No meaningful difference 
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was found between the two groups. Gallucci, Middleton and Kline (1999) evaluated the differences in 

behaviour and competence rates of 78 gifted students and 62 non-gifted students using the Child 

Behaviour Check List. No meaningful difference was found in the scale as a whole and its sub-

dimensions. There have been studies in Turkey which revealed that gifted children display problem 

behaviours (Çetinkaya, Maya-Çalışkan, & Güngör, 2012; Çitil, 2016; İnci, 2014; Kurnaz, Tüybek, & 

Taşkesen, 2009; Sezer, 2015; Talas, Talas, & Sönmez, 2013; Yıldırım, 2012). There were findings in 

the studies carried out in Turkey showing that gifted students display problem behaviours causing 

distruptions in class. 

  It is observed that a majority of studies on the social skills, problem behaviours and academic 

success of gifted individuals have been carried out in Anglo-Saxon countries, mainly the USA 

(Cornell et al., 1995; Merrell & Gill, 1994; Neihart, 1999; Martin, Burns, & Schonlau, 2010; 

Stålnacke, & Smedler, 2011). It is observed that apart from the USA, studies focusing on the social, 

emotional and behavioral aspects of gifted children are quite limited (Farrent & Grant, 2005; 

Kroesbergen et al., 2016; Shechtman & Silektor, 2012; Stålnacke & Smedler, 2011; Vallerand, Gagné, 

Senécal, & Pelletier, 1994; van der Meulen et al., 2014; Zeidner & Shani-Zinovich, 2011). In this 

context, this study will contribute to literature as it was conducted in Turkey. 

It is seen that the researchers in literature generally focus on one subject. According to Ben-

Eliyahu et al., (2017), a majority of the literature studied academic and social skills individually and 

implied that they were independent of each other. Only a few researchers have studied social and 

academic motivation together. It is observed that research focusing on social skills, academic success 

and problem behaviours of gifted children as a whole is quite limited (Galloway & Porath, 1997; 

Shechtman & Silektor, 2012; Vialle et al., 2007). As for Turkey, there are studies on the social skills 

academic success and behavioral problems of groups which need different types of special education. 

There are studies on the social skills (Demir & Özdemir, 2016; Doğuş & Şafak, 2019; Özkubat & 

Özdemir, 2012; 2014) and problem behaviours of students with visual impairment (Demir & Özdemir, 

2016) as well as studies on autism (Demir, 2014a; Demir, 2014b); mentally retarded students (Serin & 

Girli, 2012; Sucuoğlu & Özokçu, 2005); and students with hearing impairment (Poyraz-Tüy, 1999). 

Similarly, there are also studies which focus on the social skills of students with special needs in 

inclusive education (Sülün & Girli 2016). However, no studies have been found on the social skills, 

problem behaviours and academic competence of gifted students. When this limitation is taken into 

consideration, it is believed that this study which focuses on the social skills, problem behaviours and 

academic success of gifted and non-gifted Turkish students taught in the same environment will 

contribute to literature. In order to develop the social skills of students with special needs, it is 

necessary to find out the present social, behavioral and academic skills of students, and to prepare and 

implement appropriate educational programs. In this respect, the aim of this study is to compare the 

social skill levels, problem behaviours and academic behaviour of gifted students at elementary level 

with those of their peers, and to assess the social skill levels, problem behaviours levels and academic 

competence of gifted students and their non-gifted peers according to the variables age, gender and 

class.  

For this purpose, answers were sought to the following questions: 

1. Do the social skills of gifted students differ significantly from their non-gifted peers? 

2. Do the problem behaviours of gifted students differ from their non-gifted peers? 

3. Do the academic competencies levels of gifted students differ from their non-gifted 

peers? 

4. Do the social skills, problem behaviours and academic competence of gifted students 

and those of their non-gifted peers differ significantly based on their age, gender, and grade? 
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METHOD 

A descriptive method was used in this study to compare the social skills, problem behaviours 

and academic competence of gifted children and their non-gifted peers. 

Participants 

The study group consists of 50 gifted students and 50 non-gifted peers in second, third and 

fourth grade from public elementary schools located in Ankara in the 2017-2018 school year. There 

are two study groups classified as gifted students at elementary schools and their non-gifted peers. The 

distribution of the students in the study group according to number, gender, age and grade were also 

showed in Table 1. 

Table 1. The Distribution of Students Participating in the Study 

Variable Group F % 

Groups 

G 50 50 

NG 50 50 

Total 100 100 

Age 

8 34 34 

9 32 32 

10 34 34 

Total 100 100 

Grade 

2 34 34 

3 30 30 

4 36 36 

Total 100 100 

Gender 

Female 50 50 

Male 50 50 

Total 100 100 

*G=Gifted Students; NG=Non-Gifted Students 

 

First of all, Guidance and Research Center of National Education Directorate in Ankara were 

visited for the purpose of selecting students for the study. Through colloboration with these research 

centres, students identified as gifted in formal educational assessment reports who did not display 

accompanying special needs were identified. As the second step, interviews were conducted with the 

school counsellors in order to determine the classrooms and the grades of the gifted students. As the 

third and final step, interviews were conducted with the class teachers of the gifted students to inform 

them on the purpose of the study and the data collection tools. During these interviews, gifted students 

and their non-gifted peers in the same classrooms were randomly chosen using class lists. 

Data Collection Instruments and Procedure 

Social skills can be assessed by using different methods such as direct observation, conducting 

structured interviews with people who know the student well- such as parents or peers, self-evaluation, 

sociometrics and rating scales (Merrell, 2001). There are behavioral rating scales which are used 

widely, and the validity and reliability of which have been proved by data collected from different 

groups. The most widely used rating scale is Social Skills Rating Scale (SSRS). Rating scales, which 

are used by having the parents and teachers rate the listed social skills, are widely used for assessing 

the social skills of students with special needs (Buhrow et al., 1998; Sucuoğlu & Özokçu, 2005), to 

implement social skills programs (Meimer, DiPerna and Oster, 2006; Miller, Lane and Wehby, 2005; 

Silver, Elder & DeBolt, 2005) and to assess the effectiveness of the programs used (Celeste, 2007; 

Lane, Givner & Pierson, 2004; Mathews, Fawcett, & Sheldon, 2009).  

The Social Skills Rating Scale Teacher Form is an instrument which is developed by Gresham 

and Elliot (1990) in order to obtain data from teachers about their 6 to 11 aged students’ social skills, 

problem behaviours and academic competence. Sucuoglu and Ozokcu (2005) translated The Social 

Skills Rating Scale form into Turkish and conducted reliability and validity analysis.  Gresham and 

Elliot (1990) developed the Social Skills Rating Scale which includes three scales: Social Skills Scale 

(SSS), Problem Behaviours Scale (PBS), and Academic Competence Scale (ACS). 
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The Social Skills Scale (SSS) is the first of the SSRS and consists of 30 items. The scale has 

two different parts. The first of these have been developed to find out how often the student displays 

certain social skills whereas the second aims to find out how important these skills are for achieving 

success in the classroom.  There are two sub-scales in Social Skills Scale. When the first part of the 

Social Skills Scale was to be filled in, the class teacher was asked to think about the behaviour 

displayed by the student in the one or two months and to decide on how often the student displayed 

each behaviour. The teachers were asked to circle zero (0) if the student never displayed a certain 

behaviour. If the student sometimes displayed the specific behaviour, they were asked to circle one 

(1). The teachers were asked to circle two (2) if the student displayed certain behaviour often. When 

the second part of the Social Skills Scale was to be filled in, the teachers were asked to rate the items 

from 1 to 30 to understand how important such behaviour was for success in the classroom. They were 

asked to circle zero (0) if a ceretain behaviour did not play a role on success in the classroom, to circle 

one (1) if the behaviour was important for success in the classroom, and to circle two (2) if the 

behaviour was of critical importance.  

 The Problem Behaviours Scale (PBS) was the second scale to be used and consisted of 18 

items. Similar to the Social Skills Scale, the class teacher was asked to think about the behaviour 

displayed by the student in the last one or two months, and to decide on how often the student 

displayed the specified behaviour. They were asked to circle one (1) if the student sometimes 

displayed the behaviour. They were told to circle two (2) if the student displayed the behaviour often.  

The Academic Competence Scale (ACS) was the last of the scales and consisted of 9 items. 

The teachers were told that they had to decide on the academic and learning behaviours of students 

that they observed in class using the 9 items defined in the scale. They were asked to rate each item 1 

to 5, and to circle the number that best reflected their thoughts. The number 1 meant that the student 

displayed the lowest performance and was placed in the lowest 10% in the class whereas the number 5 

meant that the student displayed the highest or most appropriate performance, and was placed in the 

highest 10% in the class. That they had to compare the rated student to other students in the classroom 

was also emphasized.  

Data Analysis  

The class teachers rated the social skills, problem behaviours and academic competence of the 

students in the study group using the SSRS. The data was analysized using SPSS 22.00 software 

package. Descriptive statistics method was used for data analysis.  Independent sample T-test was 

used to observe if there was a significant difference between the social skills, problem behaviourss and 

academic competence scores of gifted students and their non-gifted peers. The Mann-Whitney U test 

was used to compare the social skills, problem behaviours and academic competence scores of the 

students according to gender whereas the Kruskal-Wallis H Test was used to compare the students’ 

scores according to age and grade.  

RESULTS 

In the presentation of the analysis, the comparison of the social skills, problem behaviours and 

academic competence of gifted students and their peers, and the interpretation of these depending on 

gender, age, and grade are studied in seperate headings. 

The Comparison of the Social skills, Problem Behaviours and Academic Competence 

Differences Between Gifted and Non-gifted Students  

The findings obtained by using the t-test to identify whether the social skills, problem 

behaviours and academic competence scores of gifted students and their non-gifted peers display a 

significant difference were sshown in Table 2. 
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Table 2. t-Test results to compare the mean social skills problem behaviours and academic 

competence scores of gifted students and their non-gifted peers 

Scores Groups N �̅� ss Sd t p 

Social Skills 
G 50 44,58 11,25 

98 2,60 0,01* 
NG 50 38,06 13,67 

Problem 

Behaviours 

G 50 12,08 6,85 
98 0,66 0,50 

NG 50 11,02 8,88 

Academic 

Competence 

G 50 40,86 5,45 
98 5,23 0,00* 

NG 50 31,24 11,79 

p<0,05 

 

The results shown in Table 2 indicate that, there were a statistically meaningful difference 

between the social skills levels of gifted students and their non-gifted peers (t=2,06; p<.005). 

Similarly, it is observed that the academic competence scores of gifted students are statistically higher 

than those of their non-gifted peers (t=5,23; p<.005). As for problem behaviours, it is seen that there 

is no difference between gifted students and non-gifted students concerning problem behaviours 

(t=0,66; p>.05). 

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

Scores of Gifted Students and Their Non-Gifted Peers according to the Variable Gender 

The Mann –Whitney U test was used to find our if there was a difference in the social skills, 

problem behaviours and academic competence scores of gifted students and their non-gifted peers 

according to the variable gender, and the findings are presented in Table 3, 

Table 3. The Results of the Mann Whitney-U Test Conducted to Find out Whether there was a 

Difference in Social Skills, Problem Behaviours and Academic Competence Scores of Gifted 

Students and Their Non-gifted Peers According to the Variable Gender 

Groups Scores Gender N AoR RT U z p 

G 

Social Skills 
Female 25 32,90 822,50 

127,50 -3,59 0,00* 
Male 25 18,10 452,50 

Problem 

Behaviour 

Female 25 21,12 528,00 
203,00 -2,12 0,33* 

Male 25 29,88 747,00 

Academic 

Competence 

Female  25 29,26 731,50 
218,50 -1,85 0,06 

Male 25 21,74 543,50 

NG 

Social Skills 
Female 25 31,64 791,00 

159,00 -2,98 0,03* 
Male 25 19,36 484,00 

Problem 

Behaviours 

Female 25 21,24 531,00 
206,00 -2,07 0,03* 

Male 25 29,76 744,00 

Academic 

Competence 

Female 25 31,22 780,50 
169,50 -2,76 0,00* 

Male 25 19,78 494,50 

p<0,05 

 

As can be seen in Table 3, there is a statistically significant difference in the social skills (z=-

3,59; p<.05) and problem behaviours (z=-2,12; p<.05) of gifted children according to the variable 

gender. In this respect, it was found out that female students had better social skills whereas males 

students displayed more problem behaviours. No statistically significant difference was found in gifted 

students concerning academic competence depending on gender.   (z=-1,85; p>.05).  

On the other hand, significant differences were found among non-gifted students concerning 

social skills (z=-2,98; p<.05), problem behaviours (z=-2,07; p<.05) and academic competence levels 

(z=-2,76; p<.05) depending on gender. Thus, as can also be observed in the means of social skills 

scores, it was found out that female students performed better social skills and academic competence 

compared to male students, which presented statistically significant differences. It was also found out 

that male students displayed more problem behaviours. 
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The Comparison of the Social Skills, Problem Behaviours and Academic Competence of 

Gifted Children and Their Non-gifted Peers According to the Variable Age 

The Kruskal-Wallis H Test was performed to find out whether age affected the mean scores of 

social skills, problem behaviours and academic competence. The results are presented in Table 4. It is 

observed in the table that the social skills (x
2
=4,28; p>.05) and academic competence of gifted 

students do not change according to age (x
2
=3,89; p>.05) It is also observed that the socials skills  

(x
2
=5,01; p>.05) and problem behaviours of non-gifted students do not change according to age 

(x
2
=1,24; p>.05)  

Table 4. The Results of the Kruskal- Wallis H Test Performed to Identify Whether the Social 

Skills, Problem Behaviours and Academic Competence Scores of Gifted Students and Non-gifted 

Students Presented a Difference Depending on Age  

Groups Scores  Age N AoR Sd    𝑋2 p Post Hoc 

G 

Social Skills 

8 13 28,15 

2 4,28 0,11 --- 9 14 30,46 

10 23 20,98 

Problem 

Behaviours 

8 13 22,65 

2 9,43 0,00* 9<10 9 14 17,43 

10 23 32,02 

Academic 

Competence 

8 13 26,96 

2 3,89 0,14 --- 9 14 30,82 

10 23 21,43 

NG 

Social Skills 

8 21 21,21 

2 5,01 0,08 --- 9 18 25,72 

10 11 33,32 

Problem 

Behaviours 

8 21 22,90 

2 1,24 0,53 --- 9 18 28,03 

10 11 26,32 

Academic 

Competence 

8 21 21,88 

2 4,61 0,01* 8<10 9 18 24,89 

10 11 33,41 

p<0,05 

 

Table 4 is studied, it is observed that there is a significant difference between 10-year olds and 

9-year olds concerning problem behaviours. It was found out that 10-year olds displayed more 

problem behaviours compared to their 9-year old peers. (x
2
=9,45; p<.05). Similarly, it was found out 

that there was a significant difference in 8-year old and 10-year old non-gifted children in academic 

competence, and in this context the academic competence of 10-year old students was higher than that 

of 8-year old students (x
2
=4,61; p<.05). 

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

Gifted Children and Their Non-gifted Peers in Relation to Grade 

The Kruskal-Wallis H Test was used to find out the differences in social skills, problem 

behaviours and academic competence scores of gifted and non-gifted students according to grade, and 

the findings are presented in Table 5. 
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Table 5.  The Results of the Kruskal Wallis-H Test Conducted to Find Out Whether There Were 

Differences in the Social Skills, Problem Behaviours and Academic Competence Scores of Gifted 

and Non-gifted Students in Relation to Grade      

Groups Scores  Grade N AoR Sd    𝑋2 p Post Hoc 

G 

Social Skills 

2 13 28,15 

2 4,36 0,11 --- 3 13 30,88 

4 24 21,15 

Problem 

Behaviours 

2 13 22,65 

2 8,54 0,01* 3<4 3 13 17,38 

4 24 31,44 

Academic 

Competence 

2 13 26,96 

2 5,88 0,05 --- 3 13 32,65 

4 24 20,83 

NG 

Social Skills 

2 21 21,21 

2 5,82 0,05 --- 3 17 24,88 

4 12 33,88 

Problem 

Behaviours 

2 21 22,90 

2 1,31 0,51 --- 3 17 28,29 

4 12 26,08 

Academic 

Competence 

2 21 21,88 

2 6,11 0,04* 2<4 3 17 23,68 

4 12 34,42 

*p<.05 

 

According to Table 5 the social skills (x
2
=4,36; p>.05) and academic competence (x

2
=5,88; 

p>.05) of gifted students were not found to be significant in relation to grade. However, it was found 

out that fourth grade students displayed more problem behaviours in comparison to peers in third 

grade (x
2
=8,54; p<.05). It was also found out that there was no difference in the social skills (x

2
=5,82; 

p>.05) and problem behaviours (x
2
=1,31; p>.05) of non-gifted students in relation to grade. However, 

it was found out that fourth grade students had better academic competence compared to peers in 

second grade (x
2
=6,11; p<.05). 

DISCUSSIONS  

According to the results of the study, it was found out that the social skills levels of gifted 

students were statistically significantly more advanced than those of their non-gifted peers. These 

findings are consistent with studies which state that gifted individuals have similar or better social and 

emotional traits when compared to their peers (Bracken & Brown, 2006; Cornell et al., 1995; Chan, 

2006; Eklund et al., 2015; França-Freitas et al., 2014; Francis et al., 2016; Garland & Zigler, 1999; 

Kroesbergen et al., 2016; Merrell & Gill, 1994; Nail & Evans, 1997; França-Freitas et al., 2014; 

Robinson, 2008; van der Meulen et al., 2014; Vialle et al., 2007). Some experts in the field have 

argued in their research that gifted individuals are more vulnerable socially and emotionally (Farrent 

& Grant, 2005; Francis et al., 2016; Lee et al., 2012; Peterson, 2009; Robinson, 2002). Vialle et al., 

(2007) have argued that although most of the gifted group displayed high academic performance, 

social and emotional data has shown that some gifted individuals are under risk. In this respect, the 

findings of our study are not consistent with these limited studies. 

 The findings of this study indicate that the academic competence of gifted students is 

statistically more advanced than the academic competence of their non-gifted peers. These findings are 

consistent with literature (Gubbels, Segers, & Verhoeven, 2018; Gottfried et al., 1994; Košir et al., 

2016; Kroesbergen et al., 2016; Litster & Roberts, 2011; Masden, Leung, Shore, Schneider, & 

Stephen, 2015; Neihart, 1999; Sak, 2012; Subotnik et al., 2011; Vialle et al., 2007; Wai et al., 2005). 

Vialle et al., (2007) have stated that gifted students have much higher academic competence when 

compared to their non-gifted peers (Subotnik et al., 2011). In addition, it is assumed that gifted 

individuals have judgement skills that enable them to succeed in different areas and that they remain 

gifted throughout their lives even if they do not really achieve success. It was also observed in the 

meta-analysis conducted by Litster and Roberts (2011) that gifted children had higher scores in 

academic competence. 
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According to the findings of the study, it is observed that there is no difference in problem 

behaviours between gifted students and their non-gifted peers. (Cornell et al., 1995; Francis et al., 

2016; Galloway & Porath, 1997; Gallucci et al., 1999; Garland & Zigler, 1999; Litster & Roberts, 

2011). For instance, Francis et al., (2016) have shown in their study that gifted children display 

outstanding social emotional adjustment and less behavioral difficulty than their typically non-gifted 

peers. Gallucci et al., (1999) have assessed the behaviour scores in Child Behaviour Control List, and 

differences in competence rates of 78 gifted students and 62 non-gifted students. No significant 

difference was found between the two groups in the whole of the scale and its sub-dimensions. 

Although the findings of this study are consistent with international literature, they contradict the 

findings of studies conducted in Turkey (Çetinkaya et al., 2012; Çitil, 2016; İnci, 2014; Kurnaz, 2009; 

Sezer, 2015; Talas et al., 2013; Yıldırım, 2012). The reason for this contradiction may be due to the 

limited number of studies in Turkey. Fort his reason, further research should be carried out in Turkey 

on social- emotional aspects of gifted individuals. 

In this study, no statistically significant difference was found in the academic competence of 

gifted students in relation to gender. These findings are also consistent with literature (Ogurlu et al., 

2018; Vallerand et al., 1994; Subotnik et al., 2011). It was found out that female students have better 

social skills, and that male students display problem behaviours more often. There is no agreement in 

literature on the effect of gender on social skills and problem behaviours (Aydın & Konyalioğlu, 2011; 

Cross et al., 2008; Lee et al., 2012; Ogurlu et al., 2018; Peters & Bain, 2011; Swiatek, 2002; Ural & 

Kanlıkılıçer, 2010). Some studies in literature have reached the conclusion that female students have 

higher social skills compared to male students (Bacal, 2015; Masden et al., 2015; Gagné & Gagnier, 

2004). For instance, Ural and Kanlıkılıçer (2010) concluded in their study that males display more 

problem behaviours in comparison to females. In another study, Algozzine et al., (2008) stated that 

male students are sent to the discipline office three times as much as female students. Some research 

states that male students have higher social skills than female students (Amini, 2005; Luftig & 

Nichols, 1991; Yıldırım, 2012) whereas some researchers have found no differences (Howard‐

Hamilton, & Franks, 1995; Foust et al., 2006; Vallerand et al., 1994).  

In this study, it was found out that 10-year old students display more problem behaviours 

compared to their 9-year old peers. It was also found out that there was asignificant difference in the 

academic competence of 10-year old and 8-year old students who had similar development. Thus, it 

was found out that 10-year old students had higher academic competence than their 8-year old peers. 

There is limited data in literature on this topic (Francis et al., 2016; Martin et al., 2010; Neihart, 1999). 

For instance, according to Richards et al., (2003) gifted adolescents in upper classes display less 

problem behaviours in comparison to their non-gifted peers. Gagné and Gagnier (2004) have stated 

that there is no difference in behaviour, social integration, academic maturity and academic success 

between gifted students and their non-gifted peers in terms of grade and age. Similarly, Vallerand et 

al., (1994) have reported no difference in social skills in different grades. Cornell et al., (1995) 

compared 675 gifted students and 322 non-gifted students in second and third grade in their study, and 

reported no significant difference in problem behaviours in relation to grade and age. Likewise, 

Shechtman, & Silektor, (2012) compared the social- emotional difficulties of 974 students in fifth and 

twelfth grade. They have not reported any differences in relation to grade and age.  

In this study, the social skills and academic competence of gifted students were not found to 

be meaningful in relation to grade. However, it was found out that fourth grade students displayed 

more problem behaviours in comparison to their third grade peers. It was also found out that there was 

no difference in the social skills and problem behaviours of non-gifted students in relation to grade. 

However, it was found out that fourth grade students had higher academic competence in comparison 

to their second grade peers. There is limited data in literature on the social skills and problem 

behaviours of students in relation to grade and age (Çitil & Ataman, 2019; Francis et al., 2016; França-

Freitas et al., 2014; Ogurlu et al., 2018; Martin et al., 2010). This is so because studies on this topic 

focus mainly on the comparison of two groups of gifted individuals and non-gifted individuals. 

According to the limited number of research, when age and grade increase, there is an increase in 

social skills and a decrease in problem behaviours. For instance, in a study conducted in an elementary 

school for gifted children, Çitil (2016) found out that problem behaviours was more common among 
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first grade students. According to Robinson (2002), gifted individuals may have difficulty making 

friends especially when they are younger and when their environment is limited to classroom, school, 

neighbourhood or a small town. It may be true that students have more stable relationships as they get 

older. For instance, according to Swiatek (2002) comparisons on grade revealed that older students 

focus on popularity more than younger students. 

In conclusion, research on gifted individuals focuses more on cognitive variables and less on 

the social and emotional needs of students (Foley-Nicpon et al., 2017; Mueller, 2009; Sisk, 2005; van 

der Meulen et al., 2014; Zeidner, & Shani-Zinovich, 2011).  Research results on the social emotional 

aspects of gifted individuals are inconsistent (Bain & Bell, 2004; Peterson, 2009 van der Meulen et al., 

2014). It may be said that the findings of this study contribute to studies on this subject. Different from 

many studies in literature, social skills, problem behaviours and academic competence were studied 

together in this study, and comparisons were made between two groups. However, the greatest 

limitation of this study was the small sample size. It will be useful to conduct this study again with a 

bigger sample group in order to achieve stronger results.  

This study tried to find out the social skills, behaviour and academic competence of gifted 

students and non-gifted students with data received from teachers. To present the situation on this 

topic, gathering simultaneous data from families, students and peers as well as teachers, and making 

appropriate comparisons will present stronger results. As França-Freitas et al., (2014) have also 

recommended, it will be beneficial to conduct similar studies using different data collection tools and 

procedures such as sociometric assessment. Although the results of this study show that gifted children 

have higher social skills and academic competence in comparison to their peers, it is necessary to 

carry out further research to clarify this situation. It should also be kept in mind that gifted individuals 

are more sensitive in some aspects and academically more advanced than their peers. These factors 

should be taken into consideration in the classroom and the school environment, and effective 

measures should be taken for students with adjustment problems. The key issue in the field of gifted 

individuals is identifying individuals who will be able to solve the serious problems the world is 

dealing with (Glăveanu & Kaufman, 2017). According to Sternberg (2017), thinking on one’s own as 

an individual can never solve the difficulties of the present and the future in the present century. For 

this reason, social skills are the main factor through which intelligence and giftedness can be of benefit 

to the individual, the society and the world. Social skills may be one of the biggest problems and the 

solutions of the present century.   
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Abstract 

One of the most important skills for students to use, starting from the preschool period and throughout 

their lives, is art education. The quality of visual arts teachers, who aim to develop students’ 

knowledge and skills in terms of art, is highly important in this process. It is believed that the 

knowledge and experience that prospective visual arts teachers before service will enable them to be 

more effective and successful teachers while serving. In this study, it was aimed to evaluate the 

professional development of prospective visual arts teachers within the framework of a lesson study. 

In this study, which was conducted as a case study with a qualitative research model, the participants 

consisted of 6 prospective visual arts teachers, which included 4 males and 2 females. Within the 

scope of the study, the data were obtained by using interview forms. Out of these data, codes and 

themes were obtained by using the content analysis method. As a result of this study, which covered a 

total period of 8 weeks, it was concluded that the professional development of prospective visual arts 

teachers was positively developed. It was observed that the lesson study model contributed to the 

knowledge and skills of prospective visual arts teachers in terms of lesson planning, method-

technique, assessment-evaluation and cooperation. According to these results, suggestions, such as 

professional knowledge lessons that are practical, can be conducted within the framework of a lesson 

study, were presented. 
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INTRODUCTION 

Art education starts from preschool periods and continues throughout the educational lives of 

students. Within this period, the responsibility of visual arts teachers to transmit arts education to 

students effectively. Therefore, visual arts teachers are required to practice the teaching profession 

efficiently and productively. At the same time, art educators are required to own the same level of 

professional development as educators of other disciplines (Aalison, 2013). It is believed that being a 

fine artist is not solely enough to provide art education (Kırışoğlu, 2002). This is because art education 

is a field where many values, definitions and approaches about both arts and education interact with 

each other (Heilig, Cole and Aguilar, 2010). Therefore, disciplines such as art history, art criticism, 

aesthetics and practice, can be expressed as mandatory and significant fields to consult to teach art in a 

more efficient and better way (Özsoy, 2003). For visual arts teachers to be successful, it is required of 

them to develop themselves in these fields. 

The role of teachers is vital in shaping the future of societies. Training qualified teachers, 

which is one of the turning points for the change in this direction, has gained importance. Training 

teachers, who will shape future societies, depends on education faculties (Erdem, 2013). The main aim 

of the art teaching department within the body of education faculties is to train visual arts teachers. It 

is vital for prospective teachers who are trained in this department to learn teaching practice lessons 

efficiently in addition to receiving a qualified education (Özsoy, 1997). 

The success of prospective teachers in their experiences increase their self-efficacy in 

conducting the teaching profession. Therefore, prospective teachers require successful experiences in 

terms of training qualified art educators (Evans-Palmer, 2016). Furthermore, cooperation-based 

practices positively affect the professional development of art educators (Lind, 2007). From this point 

of view, novel models, which enable prospective visual arts teachers to develop and follow themselves 

professionally and provide them with successful experiences while cooperating with other prospective 

teachers, are required. One of these models is the lesson study model, which greatly attracts the 

attention of education systems in recent periods. 

The lesson study model is a professional development model that has been traditionally 

practiced mainly in Japan and other Eastern Asia countries for many years (Saito and Atencio, 2013). 

The recognition of this model in other countries than Eastern Asia countries occurred with the Ph.D. 

thesis written by Yoshida in 1999 and the emergence of videos prepared by Stigler and Hiebert at the 

same years within the framework of Japan’s PISA and TIMSS exams (Saito, 2012; Takahashi and 

Yoshida, 2004). Since the beginning of the 21st century, the interest in the lesson study model has 

greatly increased in other regions of the world, mainly in America and Europe (Dudley, 2013). In 

recent years, it was observed that the lesson study model also gained a place in studies that were 

conducted within the framework of prospective teachers or the professional development of 

prospective teachers in Turkey (Aykan, 2019; Baki, 2012; Gözel, 2016; Kurt, 2016; Yıldız, 2013).  

The lesson study model covers a cyclical process where a group of teachers or prospective 

teachers cooperatively conduct a lesson plan, observe the practice of a lesson, evaluate the lesson plan 

at the end of the lesson and rearrange the lesson plan and practice the lesson again (Fernandez, 2005; 

Fujii, 2014; Lewis, 2002; Norwich and Ylonen, 2015). In this process, teachers or prospective teachers 

come together and prepare a lesson plan. The prepared lesson plan is implemented in the classroom by 

a member of the group. During the implementation, the other group members conduct observations in 

the lesson and take notes. After the lesson, all of the group members come together and conduct an 

evaluation meeting. During the meeting, the suggestions of the group members are presented and the 

lesson plan is rewritten in line with the suggestions. The new lesson plan obtained is implemented 

again. This cyclical process can be maintained based on the volunteerism principle until the best 

lesson plan is obtained (Alvine, et al., 2007; Dudley, 2011). 

For the educational activities to become successful, teachers who are qualified and 

continuously develop and renew themselves in professional terms are required. It is believed that one 

of the most significant ways to achieve such a teaching staff is to train prospective teachers to become 
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qualified individuals. In recent times, it is observed that countries, such as China, Singapore, Japan 

and South Korea, come to the forefront with gradually increasing success in international exams and 

provide professional development based on the lesson study model to prospective teachers and 

teachers in both preservice and in-service processes. It is understood that one of the most crucial 

elements in the successes of these countries that are successful in the international scene is the lesson 

study model. In Turkey, it is believed that the initiation of lesson study practices, especially for 

prospective teachers, will be a vital step in the way of achieving qualified teaching staff. It is believed 

that teaching the lesson study model to prospective teachers in each department of education faculties 

and the constant practice of this model will provide important contributions to them in professional 

terms. When national and international literature is examined, it was observed that there was no study 

conducted on the subject of lesson study practices to provide professional developments for 

prospective visual arts teachers. Therefore, the current study was designed with the basis of 

recognizing and implementing the lesson study model for prospective visual arts teachers. 

METHOD 

It is observed that a majority of the studies conducted within the framework of the lesson 

study model adopted qualitative research methods (Aykan and Kıncal, 2015). This current study is 

also a qualitative study that investigates the roles of the lesson study model in the professional 

development of prospective visual arts teachers according to their perceptions of prospective teachers. 

In the study, the single case study design, which is one of the qualitative method designs, was used. 

The single case study model covers studies that a phenomenon, a program, an institution or a group 

with a prepared framework is investigated thoroughly (Creswell, 2007; Merriam, 2013). It is aimed to 

describe the researched phenomenon in the case study richly and intensely (Merriam, 2013). 

Study Group 

The study group was created from 6 prospective teachers, who studied at the 4
th
 grade and 

received “teaching practice” lesson within the framework of the art teaching department in the 

Education Faculty at Van Yüzüncü Yıl University during the 2019-2020 education period. The 

participating prospective teachers included 4 males and 2 females. Each participant was chosen 

according to the volunteerism principle. The study group in this research was determined by adopting 

the purposive sampling method, which is commonly used in qualitative research. With this method, it 

was aimed to include the most suitable individuals in the study, according to the problem situation of 

the study. 

Data Collection Tools  

Based on the aim of the study, it was decided to conduct interviews with the prospective 

visual arts teachers before and after the education program design was implemented. Accordingly, it 

was decided to use the interview forms, which was developed by Aykan (2019) for prospective 

teachers who studied in the classroom teaching program. The chosen interview form was first 

presented for expert opinion by two visual arts experts. In line with the opinions of the experts, the 

required revisions were carried out and the form was conducted with the prospective visual arts 

teachers. Additionally, for the other forms used in the implementation of the lesson study model, the 

Ph.D. thesis of Aykan (2019) was utilized. 

Data Collection Process 

The determined interview forms were implemented at two different times during the study. 

Based on the aim of the study, the first stage of data collection was conducted before the lesson study 

model was introduced and implemented via semi-structured interview forms conducted with the 

prospective teachers. In this interview, the prospective teachers were asked about their perceptions 

towards professional development, lesson planning, method-technique, assessment-evaluation and 

cooperation. Then, at predetermined dates, the prospective teachers were introduced with the lesson 
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study model via a total of 3-hour lessons. After it was ensured that the prospective teachers obtained 

sufficient information about the subject, the lesson study model was implemented. Within the 

framework of the teaching practice lesson, each participant of the determined group was assigned 

topics at the 9
th
 grade level with the cooperation of the instructor of the lesson and the responsible 

visual arts teacher in the school. The prospective teachers were asked to prepare lesson plans 

according to the determined subjects within cooperation. Then, within the framework of the 

determined lesson plan, the lesson study model was implemented 2 hours a week for four weeks. After 

the lesson study model was implemented, the data were collected from prospective teachers via semi-

structured interview forms. In this interview, the prospective teachers were asked about the lesson 

study model, the model and designing lesson plans, the model and method-technique, the model and 

assessment-evaluation and finally, the model and cooperation. The data collection process was 

presented in detail in Figure 1 below. 

 

Figure 1: Data Collection Process 

Data Analysis 

The data collected in this study were analyzed by the content analysis method within the 

framework of qualitative research. The content analysis is conducted within four steps, which include 

coding the data, finding themes, arranging codes and themes, identifying findings and interpreting 

them (Yıldırım and Şimşek, 2011). 

The real identities of the prospective teachers whose perceptions were obtained were kept 

confidential. Male prospective teachers were coded as PTM1, PTM2, etc. while female prospective 

teachers were coded as PTF1, PTF2, etc. Then, the collected data were separately analyzed by two 

experts. The experts classified the collected data under the research questions that were accepted as 

themes. In the next stage, similar studies in the literature, in line with the aim of the study, were 

examined and a draft code list was created. Then, the data text was read line by line and new codes 

were obtained based on inductive comprehension. The new codes obtained were compared with the 

old codes and the draft code list was revised accordingly. This process was led by two different 

coders. The code lists created by two coders were compared with each other and the coherent codes 

were determined. The codes were coded differently were discussed and a common conclusion was 

reached. 

To ensure the reliability of the study, the inter-coder consistency was analyzed between 

coders. Accordingly, the formula developed by Miles and Huberman (2015) (reliability percentage = 

 

1st week Determination 

of the study group 
2nd week Introduction of 

the lesson study model 

3rd week Distribution of 
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lesson plans 

8th week Implementation 

of the interview form 

following the 

implementation 

1st week Implementation 

of the interview form 

before the 

implementation 
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Implementation of the 
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[number of agreements / (agreements + disagreement) X 100]) was used. In the analysis of the 

interview before the lesson study, the ratio of coherent codes between the two coders was determined 

as 82% while this ratio was 83% after the lesson study. Additionally, to increase the validity of the 

data and ensure that the presented themes and codes are understood by readers, the expressions of the 

participants were asked and direct quotations were presented. 

FINDINGS 

The findings obtained from the interviews were presented in detail in Table 1 and Table 2 

below. In Table 1 below, the findings obtained regarding the perceptions of the prospective visual arts 

teachers towards professional development, lesson plan, teaching method-technique, assessment-

evaluation and cooperation were presented.  

Table 1. Findings regarding the perceptions of prospective visual arts teachers towards 

professional development 

Theme Codes Perception Frequency (f) 

 

Perceptions towards professional development  

Subject matter knowledge 7 

Approach to students 3 

Managing the education process 3 

 Personal and professional development 2 

 

Perceptions towards lesson plans 

Knowing the levels of the students 5 

Knowing constructivism 4 

Using the time well 

Possessing subject matter knowledge 

3 

2 

Perceptions towards method-technique 

Conducting practices in the field 6 

Receiving education from experts 4 

Making effort personally 2 

Perceptions towards assessment-evaluation 
Receiving help from experts 

Conducting practices in the field 

5 

3 

Perceptions towards cooperation 
Conducting professional cooperation 

Receiving help via cooperation 

5 

4 

 

When Table 1 was examined, the perceptions of prospective teachers towards professional 

development can be observed generally. It was recognized that the expression of the prospective 

teachers regarding professional development included a major emphasis on subject matter knowledge. 

Additionally, some of the expressions of the prospective teachers that emphasized approaches to 

students, the ability to manage the educational process and the importance of ensuring professional 

development personally are as the following: “(Teachers) should develop themselves in their field” 

(PTF2), “It can be by conducting more research, developing themselves about their field” (PTF1), “At 

the same time, (teachers) should develop themselves about how to behave towards students and what 

to do in the lesson” (PTM3). 

When the perceptions of the prospective teachers towards lesson plans were examined, it was 

observed that they emphasized the necessity to lesson plans that are suitable to the levels of the 

students. The prospective teachers, who emphasized that the constructivist approach should be 

considered while preparing lesson plans and attention should be paid to time management, underlined 

that field knowledge should be possessed. Some of the example perceptions that expressed the 

thoughts of prospective teachers are as the following: “At first, the determined subject should be 

prepared according to the class’s level” (PTM1), “On the other hand, plans that can keep the students 

in the lesson and activate them should be prepared” (PTM2), “At first, the teacher should master the 

subject to be taught” (PTM4). 

It was recognized that prospective teachers, who underline the importance of conducting 

practices in the field and receiving education from experts in their perceptions towards teaching 

method-techniques, emphasized the importance of personal effort. Within this scope, some of the 

expressions of the prospective teachers are as the following: “To develop teaching methods and 

techniques, it is necessary to conduct one-on-one practices in the classroom environment” (PTM1), “I 

think, we can develop field-specific methods and techniques by receiving help from expert teachers in 
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the visual arts lessons. It is necessary for us to frequently practice the knowledge we obtain from 

experts” (PTM3), “It is necessary to conduct more research and practice on this subject” (PTF1). 

When the perceptions of the prospective teachers towards assessment-evaluation, it was 

understood that they emphasized on the importance of receiving help from experts as well as 

conducting practices in the field. Some of the example expressions provided by the prospective 

teachers within the framework of assessment-evaluation are as the following: “We can benefit from the 

experiences of individuals with more experience by bringing them to classroom environments” 

(PTF1), “By benefiting from the teachers with more experience, I can develop my assessments and 

practices” (PTF2), “We can develop the theoretical information we receive in schools by practicing 

them in classroom environments” (PTM3), “To develop assessment skills, we can do this by gaining 

experiences in classroom environments first” (PTM1). 

When the expressions of the prospective teachers regarding cooperation were evaluated, it was 

understood that they emphasized the importance of cooperating with other prospective teachers or 

teachers and receiving help via cooperation within the framework of professional development. Some 

of the example expressions of the prospective teachers are as the following: “At first, we unavoidably 

share information with other friends and teachers while preparing lesson plans. When our peers are 

not necessary on the subject, we cooperate with experienced teachers by consulting them” (PTM2), 

“To develop knowledge and skills about different methods and techniques, we can act more 

comfortably by cooperating” (PTM1), “We cooperate with our friends who are prospective teachers. 

We obtain results that are more efficient. While preparing lessons or teaching subjects, we first 

receive help from our friends” (PTF1). 

The data were collected by the semi-structured interview forms which were conducted with 

the prospective visual arts teachers who learned about the lesson study model and practiced it. The 

findings obtained from the analyses of the data were presented in detail in Table 2 below. 

Table 2. Findings regarding the perceptions of prospective visual arts teachers towards the 

lesson study model 

Theme Codes Perception Frequency (f) 

Contributions of the model in terms of 

professional development 

Provided contributions to personal and professional 

development 

9 

 

Developed my cooperation skills 3 

Developed my skills to cope with difficulties 3 

Contributions of the model in terms of lesson 

plans 

Developed my skills to prepare lesson plans 6 

Developed my skills to implement lesson plans 3 

Contributions of the model in terms of 

methods-techniques 

Developed my knowledge about method-technique  6 

Developed my implementations of method-technique 6 

Contributions of the model in terms of 

assessment-evaluation 

Developed my assessment-evaluation knowledge 8 

Developed my lesson evaluation practices 6 

Contributions of the model in terms of 

cooperation 

I ensured my professional development via 

cooperation 
5 

I learned about my deficiencies via cooperation 4 

 

In Table 2, it can be observed that the prospective teachers emphasized the contributions of 

the lesson study model to professional development. When the expressions of the prospective teachers 

were evaluated in detail, it was understood that they emphasized the significant contributions of the 

model to both their personal development and professional development. Furthermore, the prospective 

teachers, who stated that the cooperation within the model affected their perceptions towards 

cooperation positively, expressed that they gained new knowledge and skills in professional terms via 

cooperation. Some of the example expressions of the prospective teachers are as the following: “I 

think, it is a fine model. At least, by using this model, we can ensure an effective lesson practice of the 

visual arts lesson”. (PTM2), “We can learn from our mistakes and conduct better lesson 

presentations” (PTM4), “This model is a rather efficient one. It shows our deficiencies to us. With 

cooperation, it presents us with opportunities to correct our deficiencies in a more comfortable way” 

(PTF2). 
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From the expressions of the prospective teachers, it was understood that the lesson study 

model contributed to their knowledge in preparing lesson plans and their skills to conduct lesson plans 

positively. The prospective teachers stated that they learned about the important points of preparing 

lesson plans during the implementation process of the model and they recognized their mistakes while 

implementing the plan. Some of the expressions of the prospective teachers within this scope are as 

the following: “I believe that the professional development model provided positive contributions to 

our skills to plan lessons” (PTM1), “I believe that this model has a lot of contributions. How can we 

conduct a lesson most efficiently? Of course, we can do it by planning the lesson. See, this model 

teaches how to conduct lesson planning practically” (PTM2), “Thanks to the professional 

development model, we recognize the mistakes in a short time and we develop our skills on the subject 

by making a new plan right away” (PTM3). 

The prospective teachers, who stated that the lesson study model developed their knowledge 

and skills about teaching method-technique positively, emphasized that they also recognized the 

troubles that can be experienced during the implementation of methods-techniques thanks to the 

model. Some of the example expressions of the prospective teachers within this scope are as the 

following: “While implementing the chosen method and technique in the lesson, certain troubles may 

emerge. In the next implementation, we can recognize our mistakes and choose more accurate 

methods and techniques via cooperation” (PTM3), “We learned about methods and techniques that we 

did not know about or could not remember via cooperation and conducted them in a better way” 

(PTF2), “We can practice how we can implement the methods and techniques during the lesson in a 

more efficient way by exchanging information with our friends” (PTM2). 

When the statements of the prospective teachers were evaluated, it was understood that the 

lesson study model provided positive contributions to their assessment-evaluation knowledge and 

evaluation practices. The prospective teachers, who stated that they observed different examples of 

how a lesson is evaluated in this process, also underlined that they recognized their deficiencies within 

this framework. Some of the example statements of the prospective teachers are as the following: “In 

the lesson process, we theoretically learned about how the evaluation is conducted. Thanks to this 

model, we had a chance to see our deficiencies by conducting more practices” (PTM1), “With the 

lesson study professional development model, I believe it created a positive effect on our process to 

evaluate the lesson. We gained practical experiences” (PTF1), “We observe whether the students 

understood the subject and our deficient sides” (PTF2). 

When the statements of the prospective teachers were evaluated, it was understood that they 

emphasized the positive contributions of the cooperation within the framework of the lesson study 

model. The prospective teachers, who emphasized that the cooperation during the model provided 

contributions to their development, stated that they recognized their professional deficiencies in 

professional aspects via this cooperation. Some of the example statements of the prospective teachers 

within this framework are as the following: “We conducted our presentations by considering different 

ideas. In addition to things that we know, when we considered our friends’ ideas, we recognized our 

deficiencies” (PTM1), “We cooperated with different individuals and we obtained information about 

how we can teach a subject in a better way” (PTM2), “Thanks to the cooperation, I recognized my 

deficient or weak points” (PTM4). 

DISCUSSION, CONCLUSION, RECOMMENDATIONS 

The prospective visual arts teachers, in their statements regarding professional development, 

mentioned topics such as possessing subject matter knowledge, being careful about their approaches to 

students, managing their education process well and ensuring professional development personally. 

The prospective teachers who learned about the lesson study professional development model and 

practiced it emphasized that this model contributed to their personal and professional development, 

cooperation skills and their skills to cope with difficulties The fact that the cooperation environment 

provided by the lesson study model contributed to the sharing of knowledge and skills is regarded as 

the most important factor in obtaining these results. Moreover, it was understood that the cooperation-

based environment in this process provided opportunities for unity for the prospective teachers in 
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terms of overcoming the difficulties within the teaching activities.  It is observed in the literature that 

many studies indicated that the lesson study model contributed to the professional development of 

prospective teachers (Aykan, 2019; Hall, 2014; Juhler, 2016; Lewis, 2009; Tan, 2014).  

From the statements of the prospective visual arts teachers, it is understood that they 

emphasized the importance of knowing the levels of the students, constructivist approach and 

managing the time effectively in addition to the importance of possessing a comprehensive subject 

matter knowledge in preparing lesson plans. It was understood that the prospective teachers who 

learned about the lesson study model and implemented it emphasized that the model developed their 

skills to prepare lesson plans and implement the designed plans. The lesson study model provides an 

opportunity for the prospective teachers to prepare lesson plans cooperatively and observe these plans 

with a critical point of view. The prospective teachers, who attempted to render the lesson plan more 

efficient following the lesson with the implementation and observation, gained opportunities to 

improve their knowledge and skills about lesson plans in this process. When the literature was 

examined, it was observed that many studies obtained findings of the fact that the lesson study model 

contributed to the skills of prospective teachers and teachers to prepare lesson plans and implement 

these plans (Angelini and Alvarez, 2018; Aykan, 2019; Diem and Thathong, 2019; Leavy and 

Hourigan, 2016). 

When the findings of the study were examined, it was understood that the prospective teachers 

conducted practices, received education from experts and conducted research with their effort to 

develop their knowledge about methods-techniques. It was observed that the prospective teachers who 

learned about the lesson study model and implemented it gained opportunities to develop their 

knowledge and practices about methods-techniques thanks to the model. The prospective teachers who 

come together with other prospective teachers and learn about different and novel teaching methods-

techniques also observed the implementation styles of these methods-techniques. This interactive and 

cooperative environment, which was presented by the lesson study model, provides opportunities for 

the prospective teachers to benefit from each other’s experience. It is observed that the literature 

contains studies which stated that the lesson study model contributed to prospective teachers and 

teachers in terms of teaching methods-techniques (Alvine, Judson, Schein and Yoshida, 2007; Aykan, 

2019; Gonzalez and Deal, 2016; Larkin, 2017; Mitchell, 2017). 

Regarding the findings of the study, it was understood that the prospective visual arts teachers 

attempted to develop their knowledge about assessment-evaluation by receiving help from experts and 

conducting practices in their fields. It was understood that the prospective teachers who learned about 

the lesson study and implemented it emphasized that their knowledge and skills about assessment-

evaluation developed positively thanks to the model. It was observed that the prospective teachers who 

implemented the cyclical process of the lesson study model learned different ideas and suggestions 

about assessment-evaluation in this process. Additionally, in this process, the prospective teachers 

who gained opportunities to observe assessment-evaluation practices of other prospective teachers 

learn how to observe their practices critically as well. It is observed that the literature contains studies 

which concluded that the lesson study model contributed to the assessment-evaluation practices of 

prospective teachers and teachers (Akerson, Pongsanon, Rogers, Carter and Galindo, 2017; Aykan, 

2019; Cohan and Honigsfeld, 2007; Mitchell, 2017). 

When the statements of the prospective visual arts teachers were evaluated, it was understood 

that they emphasized that, although not frequently, they worked in cooperation to share their 

professional knowledge and skills and to receive help about certain subjects. From the statements of 

the prospective teachers who learned about the lesson study model and implemented it, it was 

understood that they emphasized that they ensured their professional development and recognized 

their deficiencies thanks to the cooperation in this process. It is thought that the fact that the lesson 

study model is cooperation-based provided opportunities for the prospective teacher who implemented 

the model to develop both their cooperation skills and to improve their professional development. 

When the literature was examined, it was observed that there were studies which concluded that the 

cooperative environment of the lesson study model provided significant achievements to prospective 
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teachers and teachers (Akiba, Murata, Howard ve Wilkinson, 2019; Aykan, 2019; Coenders and 

Verhoef, 2019; Collet and Greiner, 2020). 

Based on the findings obtained in the study, it was understood that the prospective visual arts 

teachers in the study found the lesson study model positive. Accordingly, it is believed that it will be 

beneficial to practice the model within the teaching practice lesson, which is included in the education 

programs of education faculties. Additionally, opportunities for the visual arts teachers to learn about 

the lesson study model and practice it by in-service training activities. Furthermore, environments for 

the prospective visual arts teachers, visual arts teachers and experts to implement the lesson study 

model together can be created. Studies that investigate the contributions of the lesson study model to 

the professional development of visual arts teachers and students’ achievement in visual arts lessons 

can be conducted.  
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Abstract 

Academics are known as individuals designing and conducting scientific research and they are to hold 

problem-solving skills, use scientific methods, carry out research, and publish at a global level. That 

said, they may encounter problems while performing the actions mentioned above due to a lack of 

foreign language proficiency, which interferes with sharing their knowledge with the others in the 

international arena. Taking that into consideration, this study aims to scrutinize the self-efficacy 

beliefs of Turkish academics regarding their oral communication in English. For this purpose, the data 

were collected through e-mails, and a total of 352 academics working in the departments of 

educational sciences participated in the study. Qualitative (document analysis) and quantitative 

research (survey) methods were used together in the study. The scale "A Self-efficacy Instrument for 

Academics’ Oral Communication in a Foreign Language" developed by Özer, Çakır & Uzun (2019), 

was utilized in the quantitative data collection phase. The findings were subjected to descriptive and 

inferential statistics. The findings revealed that the self-efficacy scores of academics with respect to 

their oral communication in English showed no significant difference in terms of their department, 

academic title, academic experience, and age variable. It also turned out that there is a significant 

difference between self-efficacy belief scores and experience abroad, current language exam scores, 

and involvement in academic events abroad. As a result of the document analysis, it was uncovered 

that the number of studies, especially those that examine foreign language use, is limited. It is believed 

that the present study will contribute to the existing literature. 
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INTRODUCTION 

In the era of globalization, as cliché as it may sound though, describing English language 

through the analogy of a key could still be highly valid. English language, having taken up the very 

role of lingua franca long before, acts indeed like the key and the door itself. Individuals around the 

world resort to English language daily to be able to express themselves to others, to communicate with 

each other, to interact with larger groups and simply to catch up with the rest of the world so as to be 

up-to-date (Dinçer & Koç, 2018) and hence to keep their finger on the pulse of what is going around 

and ‘beyond’.  

The situation with Academia 

Today institutions and organizations are getting international at an incredible speed and not 

surprisingly internalization most often equals to the frequent use of and referring to English language. 

Academia is no different. There have been enormous changes ‘in’ and ‘to’ academia since the Plato’s 

academy.  Despite the fact that Classical Latin used to be the common language of scholarship in 

particular in Europe, at present it is witnessed globally that scientiae are being produced and 

disseminated in English language. This has had its own shorter and longer-term impacts on the 

academics and academia as well as yielding a fair number of significant results. Currently academia is 

demanding English language competence along with competency from its main shareholders viz. 

learners and academics.  

At first glance and pragmatically speaking an academic’s possessing the necessary skills and 

knowledge, preferably being capable of academic conventions pertaining to English language is 

beneficial not only for them but also for the parties connected to that individual within the academic 

sphere. Recalling the door and key homologies, it could be expected that such an academic can 

contribute positively to the flow of scientific knowledge that crosses borders and boundaries via 

conveying messages in English language effectively and efficiently. That is to say, in Chomsky’s 

words, that means being equipped with what competence (grammatical knowledge) and performance 

(ability to use the language in actual situation) compel (Llurda, 2000). However, it is also 

acknowledged that surviving in academia is not-that-easy; academia is in fact not a ‘bed of roses’ and 

trying to learn  the essentials of English language to become a proficient user of it doubles (if not 

quadruples) the effect of the pressure of that survival process. What is more, academia entails 

recognition by colleagues from around the world. It is well-known that “academic communities are 

linked together through the various hierarchical, competitive and influential publication channels” 

(Mauranen 2010: 8).  

English language ironically emerges at this point as a barrier and at the same time as a bridge 

on the road to the place where an academic may have their voice heard. In fact, it turns out to be a 

powerful amplifier, a tool such as the Golden Record
1
 that aids in acceptance and appreciation in the 

academic ‘cosmos’ on the condition that one, in that case an academic, can use the language well. 

Here being able to use the target language point to that at least you could initiate and end 

conversations with colleagues of other nationalities ‘when need be’-like during meetings and 

conferences or during more casual/informal moments-and that you can write up your scientific articles 

with ease and conduct your sessions as part of courses in English ‘upon demand’ and thence realize 

the most important jobs of academia e.g. teaching, doing research (Hattie & Marsh, 1996) by sharing 

your views and thoughts on a subject of interest.  

The thing is, accomplishing all these necessitate time, energy, devotion and motivation. 

Moreover, in order to be competent in a foreign language you need to be engaged in a considerable 

number of activities which help you progress as desired yet you most probably feel ready only after 

crossing a specific threshold particularly for speaking skills; the threshold that enables you to carry out 

the aforementioned practices ‘without becoming reserved or feeling shy’ i.e. by getting away from 

                                                           
1
 

In 1977 NASA placed a message aboard Voyager 1 and 2, a kind of time capsule, intended to communicate a story of our world to extraterrestrials.
 

https://voyager.jpl.nasa.gov/golden-record/
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worries and hesitations belonging to your linguistic performance. The reason for this is psycho-social 

parameters already join in once an individual intends to speak prior to the actual act of speaking and 

this continues in a constant manner as one speaks. In spite of the fact that two productive skills in 

English, speaking and writing are already challenging at varying degrees, the former is innately 

spontaneous, which makes things relatively more difficult. It is noted that “feelings of anxiety, 

apprehension and nervousness are commonly expressed by practitioners in speaking the 

second/foreign language.” (Ariola, 2010: 48) and it is pronounced that English use in the academic 

domain is accentuated more in spoken situations as opposed to situations of writing (Ekola, 2016).  

With this in mind it can be underpinned that together with high stakes national exams 

(Yavuzer & Göver, 2012), although success in which is said to be non-correlational with in particular 

oral proficiency (Gür, 2012; Karaman, 2015; Kozallık & Karakaya, 2015; Polat, 2018), and 

international ones that measure academics’ proficiency of English, members of academia are stressed 

out due to the tension of learning a foreign language, which is generally English. On top of everything 

being proficient in academic English requires the user to make use of the terms, meta language and the 

jargon of the discipline both accurately and appropriately and stylistics do matter to a great extent.   

Thusly it could be uttered that there is a close relationship, an interrelated link of symbiotic 

fashion between one’s linguistic performance and their not refraining from involvement in situations 

that impel the use of the language. Nonetheless for this to happen, the individual should first decide on 

using the target language eschewing fear of embarrassment and failure, which causes a form of a 

vicious circle. To put it in a different way, the more a person uses the language, the more they get used 

to it and excel in it (Köksal, 2016). Nevertheless, as has been adduced earlier, there exists arguably a 

‘point’ on the abovementioned threshold, with the likelihood that there is a(nother) threshold of the 

threshold; a micro construct, on which the user decides that they are ready to start and continue to use 

the target language. 

Self-Efficacy and Foreign Language Skills 

The notion of self-efficacy is associated with the groundbreaking theoretical approach of 

Bandura (1986: 391; 2003:12) who defined it as “the judgments people make regarding their ability to 

organise and carry out sets of actions required in order to achieve expected types of performances” and 

also as “the belief of the individual in his ability to organise and carry out the course of action required 

in order to generate the desired results”. It is punctuated that “self-efficacy beliefs determine the 

amount of effort, perseverance and resilience individuals spend on an activity and self-efficacy-beliefs 

can affect an individual’s thought patterns and emotional reactions” (Alawiyah, 2018: 93). As a matter 

of fact self-efficacy beliefs and foreign language skills go hand-in-hand in a great deal of occasions as 

one’s perceptions on their self-efficacy is influential in predicting their performance when practicing 

their English, remarkably speaking (Desmeliza & Septiani, 2018) and not surprisingly there exist 

various studies on self-efficacy and oral communication skills e.g. Dasmo Sundari (2014). 

The case of Turkey 

In compliance with the developments in the world, new policies of internalization of higher 

education in Turkey (YÖK, 2018; 2020) pinpointed the importance of using English language for all 

stakeholders. Recently it is observed that this internalization regimen has gained more importance 

(Bedenlier, 2017; Gür, 2016; Vural-Yılmaz, 2016). To cite an example, Council of Higher Education 

in Turkey announced that in line with the 2018-2022 internationalization action plan and plans for 

mobility, academics are encouraged to attend English language courses abroad and declared 

scholarship opportunities in that regard. In light of these, it could be considered that academics will be 

urged to be (more) competent in English language. 

Educational sciences as an area whose community have always experienced the hardship of 

constituting an integrity of its knowledge base (Ünal & Özsoy, 2008), is in that ‘game’ too. 

Thereupon, it could be articulated that staying alert and being open to novel developments can be 
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possible for educational sciences, which are critical for the future of the area enrooted in Turkey, 

provided that the field members are competent users of English. That being said, being in an age that 

pushes “the theory and practice of modern education to be modified” (Valeeva, Baykova & Kusainov, 

2016) and during times when “foreign language professional communicative competence has become 

the fundamental quality of modern scientist” (Valeeva, Koroleva & Sakhapova, 2015), furthermore in 

a country where English as a foreign language is described as a dead-end through the metaphor of cul-

de-sac (Alagözlü, 2012) seemingly all add up to the potential adversities. To that end it was 

highlighted that “Turkish academics have many needs in terms of academic English skills, and 

increasing and improving the education and trainings in this area is of great importance for 

international academic achievements in Turkey.” (Durmuşoğlu Köse et al, 2019: 733). Arguably this is 

even more valid and true for educational sciences. 

Literature Review 

It is announced that a lesser number of studies are encountered on the relationship between 

speaking skills and speaking skills self-efficacy beliefs (Asakereh & Dehghannezhad, 2015; 

Desmeliza & Septiani, 2018). When the body of research on self-efficacy and speaking skills are 

analyzed it is witnessed that there are studies on the use of podcasts in foreign language education  

(Abdous, Facer & Jyh Yen, 2012; Başaran & Cabaroğlu, 2014), on teachers (Güven & Çakır, 2012), 

on language preparatory classes (Karanfil & Arı, 2016; Yılmaz, 2019), on pragmatic needs (Takkaç-

Tulgar, 2016), on teacher candidates/prospective English language teachers (Külekçi, 2011), on 

academics’ professional needs (Dinçer & Koç, 2018), their motivation (Carreira, 2011; Komarraju & 

Dial, 2014; Bai, Nie & Lee, 2020), their foreign language anxiety and communication apprehension 

(Arslan-Han, 2016), and their use of Web 2.0 in their classes (Chen, 2008; Daşkın, 2017). 

Problem Statement 

In this study, it is intended to inquire into the self-efficacy beliefs of the academics working in 

educational sciences departments of universities in Turkey regarding their oral communication in 

English and the research questions endeavored to be answered are as follows: 

1. What are the self-efficacy scores of the academics regarding their oral communication in 

English?  

2. Do the self-efficacy scores of academics differ respecting variables like age, gender, 

department, academic title, academic experience abroad, language exam score, academic 

experience, and participation in academic events abroad?  

3. To what extent is the self-efficacy instrument for academics' oral communication valid and 

reliable? 

4. What aspects of self-efficacy in English are found to be examined through the studies in 

the literature? 

METHODOLOGY 

Research Design  

This study employed both quantitative and qualitative research methods jointly in order to 

explore the self-efficacy beliefs of academics in Turkey regarding their oral communication skills in 

English. When studies on self-efficacy beliefs in the literature are scrutinized, it is seen that a single 

research method is commonly preferred throughout the research process (Külekçi, 2011; Güven & 

Çakır, 2012; Başaran & Cabaroğlu, 2014) and quantitative research methods (survey, scale, and 

others) appear to be the most prevalent ones. However, although self-efficacy beliefs could be 
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examined through questionnaires and scales, they still need to be supported by an array of qualitative 

methods to enhance the overall quality of the study.  

As a matter of fact qualitative research studies conducted in the field of educational sciences 

are subject to some more criticism on the issues of validity and reliability in comparison to 

quantitative ones (Karasar, 2007; Akturan & Esen, 2008). The effects of subjective processes, 

researcher bias, lack of statistical results, and the difficulty in assuring credibility and justifiability of 

the studies might be considered as the significant motives for this (Krippendorff, 2004; Creswell, 

2007). The literature provides some suggestions on increasing the validity and reliability of a study 

against such criticisms. Among these, are to present the research processes in detail and an objective 

manner, to make the study doable and replicable, and to make use of data triangulation (Marshall & 

Rossman, 2006; Kilcan, 2019). 

In particular, in the international literature, data triangulation is deemed to be a broadly used 

method that has a massive impact on the quality of studies (Fraenkel, Wallen & Hyun, 2011). In that 

case in the current study to eliminate potential weaknesses in revealing the self-efficacy beliefs, the 

relevant literature was adhered to, and the data triangulation was applied. In this regard, a two-stage 

process was implemented. In the first stage, survey research, which is one of the quantitative research 

methods, was referred to, and the opinions of the participants were collected through a scale (Özer, 

Çakır & Uzun, 2019). By reaching a large number of participants in a short time, providing 

researchers with convenience in terms of time, labor and cost, and being measurable through statistical 

applications, the survey method contributes significantly to researchers in terms of both convenience 

and validity, (Canbazoğlu Bilici, 2019; Özsevgeç, 2019).  

In the second stage, a detailed document analysis was carried out to compare and support the 

results obtained from the scale. Document analysis is a method that has been vigorously used in the 

field of educational sciences in recent years (Yılmaz, Gülgün, Çetinkaya & Doğanay, 2018; Özkan, 

2019). It is widely known that document analysis is executed, especially in studies conducted based on 

the qualitative paradigm, and it makes a significant contribution to the researchers in making the 

information encountered more systematic and more understandable (Batdı, 2019). The methods used 

and the steps taken in the present research study are shown in Figure 1. 

 
Figure 1. The Stages in the Study 

Participants  

Since the current study incorporated a pilot study before the actual data collection, the 

research population and the sample of qualitative and quantitative data also differed. In the first stage 

where survey method was used; the population of the research consisted of all the academics in the 

departments of educational sciences in Turkey, and the sample was comprised of 352 academics who 

participated in the study (n=106 for the pilot study: 106, n= 246 for the actual research). The sampling 

of the survey study was determined in two stages (Canbazoğlu Bilici, 2019). In the first phase, which 
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was the piloting stage, purposeful sampling method was made use of, and a group of 106 participants 

(female n = 54, male n = 52) working in the faculty of education was selected (Fraenkel & Wallen, 

2003). This sample was used with a view to finding out the appropriateness and conducting the initial 

analysis of the related scale. 

In the final stage where the actual research data were collected, criterion sampling was chosen 

among the non-random sampling methods so as to augment the impact and representativeness of the 

population (Büyüköztürk, Kılıç-Çakmak, Akgün, Karadeniz & Demirel, 2016). The criterion of this 

sample group was set as "to be a member of" the department of educational sciences, and 246 

academics partook in the study. Performing a confirmatory analysis, this sample was framed 

differently from the sample in the pilot stage, and validity assumptions were also taken into 

consideration (McMillan & Schumacher, 2009; Canbazoğlu Bilici, 2019). It is also noteworthy that 47 

people who graduated from English-major undergraduate departments and 12 participants who 

reported missing data were excluded from the data set. With regard to the qualitative data, the 

document analysis was conveyed. In this vein, the national and international literature was examined, 

and the studies, the subject of which is English self-efficacy, were scrupulously reviewed and 

accommodated in the present study. In Table 1, demographic features for the research sample are 

presented.  

Tablo 1. Descriptive Statistics  

Variables Groups  (f) % 

Gender 

Female 127 51.6 

Male  119 48.4 

Total 246 100 

Department 

Curriculum and Instruction 65 26.4 

Educational Administration 53 21.5 

Measurement and Evaluation in Education 37 15.0 

The Philosophical, Social and Historical Foundations of 

Education 
5 2.0 

Life-long Learning and Adult Education 6 2.4 

Psychological Counseling and Guidance 80 32.5 

Total 246 100 

Academic Title 

Research Assistant. 68 27.6 

Instructor 9 3.7 

Instructor Dr. 18 7.3 

Assistant Professor 74 30.1 

Associate Professor 51 20.7 

Professor 26 10.6 

Total 246 100 

Academic Experience 

Abroad 

0  129 52.4 

0-6 months 52 21.1 

6-12 months 20 8.1 

1-2 years 19 7.7 

3-5 years 17 6.9 

6 years and more 9 3.7 

Total 246 100 

Current Language 

Examination Score  

50-60  9 3.7 

61-70  58 23.6 

71-80  87 35.4 

81-90  67 27.2 

91-100  25 10.2 

Total 246 100 

Academic Experience 

0-5 years 55 22.4 

6-10 years 77 31.3 

11-15 years 39 15.9 

16-20 years 21 8.5 

21-25 years 24 9.8 

26-30 years 20 8.1 

31 years and more  10 4.1 

Total 246 100 
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Age 

25 years and below 8 3.3 

26-35  99 40.2 

36-45  70 28.5 

46-55  56 22.8 

56 years and above 13 5.3 

Total 246 100 

Participation in academic 

events abroad 

0  54 22.0 

0-5  118 48.0 

6-10  39 15.9 

10 and more 35 14.2 

Total 246 100 

            

Data Collection Tools 

The quantitative data for the study was collected through a scale entitled “A Self-Efficacy 

Instrument for Academics' Oral Communication in a Foreign Language” that was developed by Özer, 

Çakır & Uzun (2019). However, since English has been the most common foreign language among the 

members of academia in the educational sciences, the current study dwelled on the participants’ oral 

communication in English language.  The authors were contacted about the use of the scale they 

created, and the necessary permissions were obtained about the re-use of the scale. The scale consists 

of 19 items and a single factor. Whilst each item in the scale is scored in ten categories such as “I 

cannot do it at all / I can do it at a moderate level / I can definitely do it," the scores that can be gained 

from the scale ranges between 0-190 points. 

The qualitative data were collected by the document analysis method. The relevant literature 

was reviewed at the national and international level, and the articles, theses, and periodicals with the 

subject of "English self-efficacy" were searched in both Turkish and English. A comprehensive 

investigation was carried out, drawing attention to the qualifications of the resources reached, such as 

respectability, validity, usability, and impact factors (Özkan, 2019). 

Data Analysis  

The data pertaining to the self-efficacy scale were first subjected to descriptive statistics via 

SPSS 23 program, and the results were provided in the form of a table with the arithmetic mean, 

standard deviation, and standard errors. Thenceforth, demographic variables were analyzed, and 

inferential statistics were generated, and ANOVA analyzes were performed through independent 

samples t-tests. Subsequently, confirmatory factor analysis was executed through LISREL 9.2 

program, and the construct validity was checked.  

The data extracted through document analysis were analyzed by making use of the content 

analysis steps. In this regard, determining research questions, forming the sample and the units of 

analysis, deciding upon the categories to be used, coding, and ultimately checking the validity and 

reliability analyses were among the steps taken (Harris, 2001: 193; Akturan, 2013: 122). It should also 

be pointed out that these operations were carried out by three different field experts, and since some 

cases of conflict were detected, and the coding process was repeated until the agreement was reached.  

Validity  

A currently validated scale was used as a quantitative data collection tool. The content and 

face validity of the relevant scale were re-examined by Lawshe’s (1975) statistical technique by three 

field experts (cross-referencing), and the content validity rates and indices were calculated and 

eventually found to be appropriate (Batdı, 2019). Furthermore, it underwent a confirmatory factor 

analysis both during the pilot study and after the actual data collection, and its construct validity was 

also ensured (Can, 2016). Along with these steps taken within the scope of validity measures, in order 

to provide descriptive validity and interpretive validity, the data in the research process are presented 

in an unbiased, objective, and understated way (Creswell, 2014).  
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For the purpose of achieving the theoretical/internal validity, a great deal of attention was paid 

to match the concepts and categories created by the researchers with the results obtained and to 

support the different methods utilized. The present study also compared the research data to the 

findings in the related literature on generalizability/external validity, obtained generalizable findings, 

and presented these in a consistent way (Çokluk, Şekercioğlu & Büyüköztürk, 2014). 

During the document analysis process, particular attention was paid to assuring criterion 

validity in choosing the documents, cross-referencing, and creating a coding manual in the coding 

phase, and special consideration was given in every stage in this regard. On top of that, the detailed 

transfer of all the processes from the beginning till the end of the research was another measure taken 

for the sake of safeguarding the objectivity (Batdı, 2019; Özkan, 2019). 

Reliability 

The Cronbach Alpha coefficient of the original scale used in the study was found to be .982, 

which is considered as sufficient. However, it is emphasized that when a scale, whose validity and 

reliability provided in the literature, should be re-used, it will be more meaningful to perform 

reliability analysis again and hence enhance the reliability of the scale (Erkuş, 2012; Gül & Sözbilir, 

2015). Thusly, Cronbach Alpha values were re-calculated both in the pilot study and the final stage 

and demonstrated in the findings section.  

In the document analysis phase, some preliminary preparations were made in order to ensure 

high-quality coding before starting the coding and sorting process. These preparations included 

creating a coding manual, training the coders, pretesting, and improving management procedures as a 

means to check whether the coding system is applicable or not (Özkan, 2019). After the completion of 

the preliminary preparations, all the documents reached first were examined, the ones that could be 

used, and those that could not be used were identified and converted into frequency and percentage 

tables. Later, while these documents were coded, they were divided into some sub-codes so that the 

groupings did not cause confusion and remained understandable (Krippendorff, 2004; Saldana, 2010). 

The intercoder agreement was used for coding and extracting the findings obtained. Through 

this process, it was aimed to prevent the occurrence of similar and controversial codes while coding. 

Moreover, the level of consensus and disagreement of the coders was calculated with the help of the 

formula determined by Miles & Huberman (1994), and this rate was found to be 94%.  Since the 

agreement levels of the coders were in ideal ranges, the Cohen Kappa Coefficient was finally 

calculated, and the inter-coder agreement ratio was found to be .85. Afterwards, the analysis of the 

data and the completion of the evaluation were carried out. Besides these steps taken within the scope 

of reliability measures, the other efforts mentioned in the relevant literature and included in this study 

are as follows (Tabachnick & Fidell, 2007; Patton, 2014); Firstly, clear, straightforward, and detailed 

information was provided at each stage.  The data were triangulated, and the subject was thoroughly 

examined with multiple methods and data collection tools. In the document analysis, the planning, 

collection, review, coding, and analysis of the data phases were meticulously implemented. Preferring 

the well-known research methods, conducting systematic reviews, taking the researcher qualifications 

and experiences into account (data collection and coding skills, coordination skills, analytical skills 

and data processing skills), the reliability measures between coders, detailed presentation of 

information and comparing the findings in the literature were amongst the other actions involved in 

the process (Fraenkel & Wallen, 2003; Tavşancıl, 2006; Batdı, 2019). 

FINDINGS AND RESULTS 

The data obtained in the study were examined respectively regarding their order in the 

problem statement. The first research question this study endeavored to answer was:” What are the 

self-efficacy scores of the academics in oral communication in English?” In Table 2, the findings for 

both pilot study and final implementation are displayed. 
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Table 2. The Academics’ Self-Efficacy Scores in Oral Communication in English 

Items 
Pilot Final 

 Std. Error Sd  Std. Error Sd 

Item 1 7.42 .165 2.60 8.48 .138 2.16 

Item 2 8.01 .147 2.26 8.52 .140 2.19 

Item 3 6.59 .178 2.69 7.43 .166 2.60 

Item 4 5.12 .186 3.04 5.60 .177 2.77 

Item 5 5.88 .181 2.86 6.21 .175 2.74 

Item 6 6.10 .174 2.58 6.03 .168 2.64 

Item 7 7.46 .159 2.54 8.35 .138 2.16 

Item 8 6.03 .183 2.64 6.58 .172 2.69 

Item 9 7.01 .169 2.72 6.50 .165 2.59 

Item 10 5.74 .185 3.08 6.01 .176 2.76 

Item 11 5.30 .192 2.82 6.24 .189 2.97 

Item 12 5.89 .183 3.07 6.94 .174 2.74 

Item 13 7.02 .164 2.73 7.18 .162 2.55 

Item 14 6.63 .176 2.33 7.13 .173 2.72 

Item 15 7.04 .162 2.76 6.11 .167 2.63 

Item 16 5.96 .180 2.99 5.55 .196 3.08 

Item 17 6.41 .169 2.57 6.34 .182 2.86 

Item 18 5.19 .190 3.18 5.33 .179 2.81 

Item 19 5.07 .196 3.26 5.40 .181 2.84 

Total 6.30 .184 2.77 6.63 .147 2.31 

p<.05  

 

As can be seen in Table 2, the participants’ scores vary between 5.07 and 8.01 in the pilot 

study with a mean score of 6.30 (SD=2.77). When the final survey results were analyzed, it turned out 

that the participant scores range between 5.33 and 8.52, with a mean of 6.63 (SD=2.31).  

The second research question this study strived to answer was: “Do the self-efficacy scores of 

academicians differ in relation to various variables?” In the vein of the first research question, 

descriptive statistics (arithmetic mean and standard deviation), as well as inferential statistics 

(independent groups t-test and ANOVA), are given together below to answer this question. Table 3 

illustrates the results of the examination of the academics’ self-efficacy scores with regard to various 

variables.  

Table 3. The Academics’ Self-Efficacy Scores in Relation to Different Variables  

Variables  Groups 
Independent Samples t-test 

 Sd Df t p 

Gender 
Female 6.64 2.28 

244 .075 .940 
Male 6.62 2.35 

  ANOVA 

Variables Groups  Sd F p Dif. 

Department 

Curriculum and Instruction 6.50 2.35 

1.493 .193 - 

Educational Administration 6.45 2.33 

Measurement and Evaluation in Education 6.92 2.08 

The Philosophical, Social and Historical 

Foundations of Education 
8.25 .914 

Life-long Learning and Adult Education 4.81 2.68 

Psychological Counseling and Guidance 6.74 2.36 

Academic Title  

Research Assistant 6.41 2.32 

.441 .820 - 

Instructor 6.46 2.10 

Instructor Dr. 6.47 2.78 

Assistant Professor 6.56 2.35 

Associate Professor 6.91 2.06 

Professor 7.01 2.48 

Academic 

Experience 

Abroad 

0 (None)-1 5.46 2.29 

16.526 .000 

2>1 

3>1 

4>1 

5>1 

6>1 

6>2 

0-6 months-2 6.88 1.89 

6-12 months-3 8.06 1.65 

1-2 years-4 8.19 1.30 

3-5 years-5 8.48 1.48 

6 years and more-6 9.29 .899 
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Current 

Language 

Examination 

Score 

50-60-1 4.06 2.58 

15.930 .000 

3>1 

3>2 

4>1 

4>2 

5>1 

5>2 

5>3 

61-70-2 5.40 2.25 

71-80-3 6.53 2.01 

81-90-4 7.52 2.05 

91-100-5 8.35 1.72 

Academic 

Experience 

0-5 years-1 6.52 2.64 

1.225 .294 - 

6-10 years-2 6.91 2.22 

11-15 years-3 6.85 2.03 

16-20 years-4 6.62 1.98 

21-25 years-5 6.75 2.19 

26-30 years-6 5.43 2.53 

31 years and more-7 6.26 2.43 

Age 

25 years and below-1 6.88 2.59 

.384 .820 - 

26-35 years-2 6.74 2.35 

36-45 years-3 6.73 2.19 

46-55 years-4 6.37 2.41 

56 years and above-5 6.23 2.27 

Participation in 

academic events 

abroad 

0-1 5.24 2.40 

18.701 .000 

2>1 

3>1 

4>1 

4>2 

0-5-2 6.43 2.10 

6-10-3 7.68 1.87 

10 and more-4 8.28 1.78 

 

As seen in Table 3, the self-efficacy scores of the academics did not make a significant 

difference in terms of gender variable [t(244) =.075, p>.05] as a result of the independent samples t-test. 

This signals that male and female academics’ English self-efficacy scores are similar and do not alter 

by gender. Referring to the mean scores of academics by gender, it can be unequivocally said that 

female (  = 6.64) and male (  = 6.62) participants had similar levels of self-efficacy.  

As a result of the ANOVA test conducted, it is seen that there was no significant difference 

between academics’ self-efficacy scores and their departments [F(5-240) = 1.493, p>.05]. This finding 

elucidates that the English self-efficacy beliefs of the academics working in different departments are 

alike and do not vary by department. When the mean scores of the academics by their departments are 

looked into, the highest mean score belongs to the department of Philosophical, Social and Historical 

Foundations of Education (  = 8.25), and the lowest mean score is owned by the Department of 

Lifelong Learning and Adult Education ( = 4.81). It can be plainly stated that self-efficacy levels of 

the participants are akin regardless of their departments.   

When another variable, which is academic title, is explored, it is seen that it does not make a 

significant difference [F(5-240) =.441, p>.05] with regard to the self-efficacy scores either. This means 

that even though the academics' titles change, their self-efficacy beliefs in English are resembling. As 

to the mean scores for the academic title, it might be articulated that there occurs a gradual increase, 

and the professors (  = 7.01) have the highest mean among the participants. 

As far as the experience abroad is concerned, it proved that there is a significant difference 

between the academics [F(5-240) = 16.526, p <.05]. When this divergence between the groups was 

analyzed, it was discovered that all groups changed significantly compared to the group with no 

experience abroad, and those who were abroad for six years or more differed from those who stayed 

abroad between 0-6 months. When the mean scores for the experience abroad are considered, it is 

possible to say that there is a regular increase, and the highest mean is possessed by those with an 

experience of 6 years and more (  = 7.01). This shows that as the experience abroad increases, the 

English self-efficacy scores also increase.  

As for the current exam score variable, it appeared that there is a significant difference 

between the self-efficacy scores of academics [F(4-241) = 15.930, p<.05]. The analysis of this variation 

between groups disclosed that the groups with a score of 71 and above (group 3, 4, and 5) differed 

significantly in comparison with the groups with a score of 70 and below (group 1 and 2), and the 
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current exam score made differences between the academics in terms of their self-efficacy beliefs. 

Overall, the mean scores of the current language examination scores also showed an arithmetic 

increase and a significant difference, like other significant variables.  

Considering the academic experience variable [F(6-239) = 1.225, p>.05], it was realized that it 

did not make a significant difference. It can be pointed out that academic experience is not a factor 

affecting English self-efficacy views. The mean scores vary in accordance with the academic 

experience with no systematic increase or decrease. However, it might be underscored that the mean 

score of the academics in the first years happened to be higher. 

In consideration of the age variable, no significant difference was detected [F(4-241)=.384, 

p>.05]. This shows that the age of academics does not yield a significant difference in their English 

self-efficacy beliefs. Looking at mean scores by age, it could be safely said that there occurred a 

regular decrease and a negative correlation between the age of academics and their self-efficacy 

beliefs scores.  

The last variable, which was the number of academic events attended abroad, generated a 

significant difference in the self-efficacy scores of the academics [F(3-242) =18.701, p<.05]. The 

findings unearthed that the groups that went abroad for at least one academic event showed a 

significant difference compared to the groups that did not go at all, and that academics who went 

abroad ten times or more showed a significant difference compared to those who participated between 

0-5 academic events abroad. The scrutiny of the mean scores for this variable unveiled that academics 

who went abroad frequently had higher scores, while academics who went abroad less often ended up 

having a lower level of self-efficacy.  

 The third research question was: "To what extent was the self-efficacy belief scale valid and 

reliable?" The validity and reliability analyses performed within this scope are shown in Table 4.  

Table 4. Validity and Reliability 

  Pilot Study Final/Actual Research 

V
al

id
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y
 

C
o

n
st
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ct

 V
al

id
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y
 

  

Fit Indices Fit Indices 

X2/Df SRMR RMR CFI NFI X2/Df SRMR RMR CFI NFI 

2.91 .06 .07 .92 .94 1.79 .03 .04 .95 .96 

NNFI AGFI GFI p RMSEA NNFI AGFI GFI p RMSEA 

.95 .90 .91 .175 .06 .98 .95 .93 .234 .04 
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C
o
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t 

V
al

id
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Content Validity Index (CVI)= .86 (86%) Content Validity Index (CVI)= .93 (93%) 

Content Validity Ratio (CVR)= .73 – 1.00    Content Validity Ratio (CVR)= .87 – 1.00  

R
el

ia
b

il
it

y
 

In
te

rn
al

 

C
o

n
si

st
en

cy
 Cronbach’s Alpha= .943 Cronbach’s Alpha= .981 

Intercoder Reliability= .88 

(Miles & Huberman, 1994)  

Intercoder Reliability = .94 

(Miles & Huberman, 1994)  

Inter-rater Agreement = .82 

(Cohen Kappa) 

Inter-rater Agreement = .85 

(Cohen Kappa) 

 

Table 4 illustrates that the scale utilized proved a sufficient rate of construct validity both in 

the pilot study and the actual research, and the results of all the fit index values came out to be in 

consonance with the international literature. These results match with the original scale, and its 

validity was proved once again. Regarding the content validity, the ratios vary between .73- 1.00, and 

the content validity index explains the content at a very high rate as 86%. 

When the actual research results are examined, the content validity rates vary between .87- 

1.00, and the content validity index also explains the structure at a very high rate as 93% (Lawshe, 

1975). When the results of the reliability analysis of the study were examined, the Cronbach Alpha 

value, which is the internal consistency coefficient, was found as .943 in the pilot study and .981 in the 

final one. This value was found as .982 in the original of the scale in question. The results showed that 

the internal consistency coefficient of the scale is valid, and it indeed is a reliable scale (George & 

Mallery, 2010). 

For the fourth and last research question, in the document analysis phase, the intercoder 

agreement and disagreement formula developed by Miles & Huberman (1994) was used to ensure 

reliability as mentioned earlier in this manucript. As a result of the analysis, this value was found to be 

.88 in the pilot study and .94 in the final application. In the studies conducted in the field of 

educational sciences, it is oftentimes accentuated that this value can be considered valid if it is .80 and 

above (Erkuş, 2012). Finally, the coefficient of fit between coders, which is a method recurrently used 

in document analysis, was calculated. Also known as Cohen Kappa statistics, this coefficient was 

found to be .82 in the pilot study and .85 in the research. By the same token, for this value, .80 and 

above is an acknowledged range in educational sciences (Özdamar, 2002). The last research question 

addressed in the study is: “What aspects of self-efficacy in English are found to be examined through 

the studies in the literature?”. Table 5 presents the findings for the document analysis.  

Table 5. Results of the Document Analysis  

Theme Category Codes (f) 

R
es

ea
rc

h
 T

o
p

ic
 

Self-efficacy 

beliefs 

Academic self-efficacy (8), learning pronunciation (6), taking foreign language 

exams (5), the impact of academics’ personal (4), the number of social facilities 

(4), foreign language anxiety (3), the communication apprehension (2). 

32 

Attitude 

Actions for learning for a language (5), graduating from a school that provides 

language education (4), pragmatic competence (3), taking foreign language 

exams (2), learning a foreign language through distance education (1).  

15 

Academic success 

Foreign language proficiency (4), overseas experience (3), lecturing in English 

(2), the quality of education before being an academic (2), speed reading skills 

(2), working/studying in a foreign company/school (1). 

14 

Comparison 
The comparison of foreign and Turkish academics (3), comparing foreign 

language development (2), the number of quality publications (1)  
6 

N
u

m
b

er
 o

f 
S

tı
d

ie
s 

b
y
 y

ea
r 

Articles 

National 
2011 2012 2014 2016 2018 2019 2020 

13 
3 1 2 2 2 2 1 

International 
2009 2012 2013 2016 2017 2018 2019 

7 
1 1 1 1 1 1 1 

Theses 

National 

2004 2007 2008 2011 2012 2013 2014 

40 
1 4 1 1 1 1 1 

2015 2016 2017 2018 2019 2020 2016 

3 6 3 6 9 3 6 

International 
2010 2011 2012 2014 2016 2017 2018 

7 
1 1 1 1 1 1 1 
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S
am

p
le

 

Elementary School  5th graders’ language development (1) – communication for 3rd graders (1) 2 

Middle School Academic success (1) – attitude (1) – self-efficacy belief (2) 4 

High School Preparatory school students (5)- Placement test (2) 7 

Pre-Service 

Teachers 

Academic success (7) – learning pronunciation (4)- communication apprehension 

(2) 
13 

Teachers State school (8) – private school (4) – private companies (4) 18 

Academic State university  (15) – foundation university (5) – Other (3) 23 

M
et

h
o
d

s 

Quantitative 

Experimental 

True experimental - 

Quasi-experimental 15 

Weak experimental 9 

Single-subject 7 

Non-

experimental 

Descriptive 8 

Comparative 6 

Survey 6 

Correlational 1 

Qualitative 

Empirical 

Case Study 3 

Critical  2 

Grounded theory 1 

Non-empirical 

Meta-analysis 1 

Review 4 

Document Analysis 2 

Descriptive 2 

Total 67 

 

DISCUSSIONS 

The current study unearthed through the use of the scale by Özer, Çakır & Uzun (2019) that 

no significant relationship exists between academics’ obtained self-efficacy belief scores and gender, 

department, age, academic experience or academic title variable. That having been said, in light of the 

findings, experience abroad variable, available exam score variable and the number of academic 

events attended abroad variable are all found to be positively correlated with the self-efficacy beliefs 

of the participants, who are all educational scientists, in their spoken English. These results, along with 

the reflections out of the document analysis performed, hopefully may cast light on a number of 

speculations and arguments to be made accordingly. Thereupon it is also intended to draw some 

conclusions regarding the implications of this research on the academy in two tracks intersecting at 

certain points i.e. the ones pertinent to the practicum and others that are linked to future studies yet to 

be planned-bearing in mind the limitations of the very study for the latter. 

CONCLUSIONS 

The present study attempted to delve into the self-efficacy beliefs of faculty, who are field 

members of educational sciences working at universities around Turkey, in their speaking skills in 

English. It is accentuated by Durmuşoğlu Köse et al (2016) that there is a gap in the literature in terms 

of research on faculty members’ foreign language competence. Whence this study is believed to 

contribute to the literature in this regard. 

In its inherent structure the study combined plenty of prevailing factors though some of which 

are of underlying nature. That is, alongside the notion of self-efficacy belief in English language 

proficiency, the scale in this study inescapably touches upon concepts like the use of 

jargon/metalanguage, peer pressure, communicating with strangers, planned vs. spontaneous uses of 

the target language, casual vs. academic/formal uses of L2, and possessing field knowledge. Veritably 

Alawiyah (2018) asserted that self-efficacy is in close connection with one’s cognitive, emotional and 

social being and Ariola (2010) underlined the connection between self-confidence and speaking in 

English toward superiors, colleagues and in cases of public speech.  

One striking issue revealed by participant responses is that having some experience abroad 

and also attending academic/scientific events in other countries both affect self-efficacy beliefs in 

speaking skills in English positively. This is in line with the declared findings of some other studies 

such as Arslan Han’s (2016) where the respondents made positive remarks on being abroad and 
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attending conventions with respect to foreign language anxiety and communication apprehension. 

According to the findings the variable of exam score available, as opposed to what Bedenlier (2017), 

Karaman (2015), Polat (2018), Yavuzer and Göver (2012) highlighted beforehand as regards the 

content and construct of the relevant exams, seems to be directly associated with self-efficacy beliefs 

in oral competence in English. This is debatably surprising as the ‘exam’ in the variable points to any 

of the current day national high-stakes exams that academics must sit throughout their careers, none of 

which actually has any speaking component.  

RECOMMENDATIONS 

Prior to moving onto the recommendations to be made given the findings and results of the 

study, it is vital to utter that both psychological and linguistic readiness are key to enhancing self-

efficacy in relation to foreign language speaking skills. Additionally, the role and function of 

universities should be born in mind since coming up with scientific means of coping with the 

challenges of foreign language learning is firstly the responsibility of higher education institutions 

(Yeşilyurt, 2016), in particular considering the innovative steps that have been taken by the authorities 

in recent years for the sake of internationalization. Lastly, it goes without saying that ‘academia is an 

excellent vantage point for exploring developments in the language: it is one of those influential 

domains that have widely adopted English as their common language, and it is one where international 

communication characterises the domain across the board’ (Mauranen, 2010: 21). Therefore it is 

thought that universities in Turkey and more importantly the field of educational sciences can take on 

a leading role in the production and dissemination of scientiae in English. Faculty of educational 

sciences can become role models for the other members of the academy with their desire to learn 

English/better their skills and with their engagement in life-long learning (Kozallık & Karakaya, 

2015). The following are the recommendations for the stakeholders namely the policy makers and 

researchers, which are inclusive, to put it in another way, independent of gender, academic title, 

divisions within educational sciences: 

 Speaking skills courses can be designed and delivered for academics in each university with 

the support of language departments and instructors and/or other universities. These courses 

can target conventions of general English and English for Academic Purposes. Strategies like 

communicative ones can also be given as part of these. Likewise training sessions for 

delivering presentations can be led for academics. It is shared that such initiatives do impact 

self-efficacy in a positive manner (Dinçer & Koç, 2018). 

 Graduate program curricula can be revised, and English courses can be integrated. 

 At macro level and micro level, policies can be reviewed to ensure more academics go abroad 

e.g. to attend conventions, language courses, to teach at universities and to make sure that they 

stay abroad for longer periods of time (during their graduate/post graduate studies). 

 International faculty can be encouraged to give talks regularly and academics from universities 

abroad can be invited for webinars or to teach a course/give seminars and so on. The meetings 

can first take place for smaller groups as meetings with lesser number of people are seen as 

less demanding spoken situations (Ekola, 2016). 

 Departments of educational sciences can host international events for which Turkish 

academics assume active roles. 

 Language laboratories can be set up where speaking skills are fostered. 

 The number of international faculty and students can increase to help create an international 

ethos on the campus, which can be good for facilitating psycho-social constituents of the 

process. 
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 National foreign language exams that academics sit can be altered so that they can have more 

productive skills in the longer run for they are apparently influential at any rate. 

 When it comes to research to take place in the future, longitude studies can be helpful to check 

the progress in individuals’ academic career. Comparative studies can take place as well that 

shed light to the situation with academics who have been abroad for different purposes. Self-

efficacy beliefs in other skills of English can be studied. Self-efficacy scales can be resorted to 

with some open-ended questions and/or interviews incorporated. Since foreign language 

learning experiences, educational background (for instance having been in a language 

preparatory school) are of utmost importance in determining self-efficacy and foreign 

language skills (Mede & Karaırmak, 2017) such demographic information can be tracked 

down through research. To see the bigger picture at universities faculty of other departments 

can take part in similar studies. Last but not the least field studies can be planned where the 

researcher observes any formal and informal situations that necessitate the use of English as 

lingua franca to dwell upon participant attitude. 
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Abstract 

Firstly known as “weblog”, soon shortened as “blog” in 1999, blogs have always been an important 

part of online culture. Since then their static nature has changed, and they have offered new 

opportunities, which in return has started to draw the attention of both educators and researchers 

increasingly. Soon they have assumed a critical place in language learning, specifically in writing 

classes. As a result of their nondecremental role in language learning, this study aimed to investigate 

the effects of using blog in academic writing and determine the attitudes of learners of English as a 

foreign language at tertiary level. The results indicated a considerable increase in the success scores of 

the students who used blogging in academic writing, confirming that blogging improves students’ 

writing skills. In parallel with this finding, students also expressed positive attitudes towards the use of 

blog in their writing activities, which together could imply that students with positive attitudes towards 

blogging are likely to become better writers. 
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INTRODUCTION 

We are living in the age of Information and Communication Technology (ICT), the effects of 

which can be seen in every field. Young generations are already born in these Technologies, and this 

has led to a paradigm shift, from traditional methods to more interactive and autonomous learning by 

the help of rapidly emerging digital technologies. And it is not surprising that English Language 

Teaching (ELT) as a field which has always been open to innovations and first tester of the new 

technologies, has been experiencing this inevitable change. This also requires a continual investigation 

of their use in different circumstances with different learners in education. 

Blogs are popular examples of such technologies that allow users to easily maintain content on 

the Internet by making the most use of digital graphics, video and audio. They are authentic, 

interesting and communicative; they can serve a variety of purposes in a foreign language learning 

classroom (Pinkman, 2005). They can be used as a forum for teachers and students to express their 

opinions, co-produce ideas and share information in order to communicate in an environment of 

English (Campbell, 2003; Hiler, 2002). Since they require no technical knowledge, it is almost is easy 

for everyone to use blogs and become instant publishers on the Internet. Furthermore, they offer 

‘multimodality’ which includes texts, images, audio and video files, and links to the other websites 

and this makes it an ideal tool to be used for all four language skills (writing, speaking, listening and 

reading) in language classes. Despite their potential to be used for all skills, blogs offer their greatest 

potential for writing. 

Blogs and Writing Skill 

Blogs offer many advantages for language learners, especially to develop writing skills. They 

offer writers a free space to express and share their ideas with the Internet community. Hence as 

Richardson (2006) suggested they serve as a constructivist tool for learning where students learn as 

they construct knowledge from ideas and shared information from other student’s Works. Cequena 

(2013) reported that students’ writing skills were enhanced when they used blogs for essay writing 

together with their positive perception on their peers’ constructive feedback on their blog posts. 

Similarly, Akdag and Ozkan (2017) found that the blog is an effective tool for students to improve 

their English writing skills which enhanced the students’ eagerness to write and fostered autonomous 

writing. Nadzrah and Kemboja, (2009) report that students believe that using the blog as a writing tool 

in the class is a good idea which helped them write better and effectively since blogging allowed them 

to be creative although they had limited proficiency in the language. Ward (2004) used a blog in his 

reading/writing class at the university level and found that blogging provides an alternative way to 

teach and assess authentic writing and reading skills and also using blogs might increase student 

interest in their reading and writing. McDowell (2004) suggests that using blogs for educational 

purposes can enhance learning opportunities since they increased interactivity and promoted reflective 

activities among students, who also expressed positive feedback on the use of blogs as learning tools. 

Sun (2010) asserted that blogging might help develop students’ writing skills, increase their 

motivation, and stimulate learner autonomy. Despite all these findings; however, there are also some 

findings such as Blackstone et al. (2007) which state that students who lack self-confidence may be 

hesitant to let others read their thoughts since blogs are open to the public. 

All in all, though blogs are not new, they have evolved a lot since they were first introduced. 

They are still novel, and their contribution to writing skill at an academic level still needs to be 

researched. Thus this study aims to contribute to the growing literature on the use of blogs at an 

academic level, specifically trying to answer the following two questions: 

1. What are the effects of using blog in academic writing? 

2. What are the attitudes of learners of English as a foreign language at tertiary level?  
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METHOD 

In this part of the study, there are explanations about the model of the research, study group, 

data collection and analysis of the data.    

Research Model 

This research aims to determine the effects of using blog in academic writing and the attitudes 

of learners of English as a foreign language at tertiary level. To that end, pretest-posttest control group 

quasi-experimental design was employed. In quasi-experimental design which is described as the best 

research design that explains the cause-effect relationships between the variables, the treatment is 

performed after the pretest and at the final stage, posttest is given to determine the effect on dependent 

variable (Fraenkel, & Wallen, 2011). The research design is given in Table 1. 

Table 1. Research Design View 

Group Pre-Experiment Experimental process Post experimental 

Experimental PreTest (AWS) Traditional environment + Blog PostTest (AWS) 

Control PreTest (AWS) Traditional environment PostTest (AWS) 

AWS:Academic Writing Success  

 

Independent variables: Blog + traditional environment and traditional environment  

Dependent variable: Academic Writing Success 

The experimental group used class blog in addition to traditional method, whereas the control 

group received only traditional learning to compare both methods and see the effects of using blog on 

students’ success. Moreover, an attitude questionnaire has also been distributed to the experimental 

group students to determine their attitudes towards the use of blog in writing classes. It was developed 

by Fageeh (2011).  

Study Group 

The study was carried out on the university English preparatory students. While determining 

the participants’ criterion sampling, which is one of the purposeful sampling methods, was employed 

and great attention was paid to meet the criteria determined for the purpose of the study. Pretests were 

applied to determine the preliminary information of the participants in two branches which were 

determined before the study was iniated and also to check the homogeneity of the distribution. After 

the pretest, it was determined that there was homogeneity (Levene Test F = .363, P> .05) between the 

two branches. In the study, unrelated samples t-test was performed to test whether there was a 

significant difference between the pretest scores of the students in both groups before the experimental 

process. The difference between students' arithmetic mean scores was not found significant (t (36) = 

.258, p> .05). 

Table 2.  Study Group Gender Distribution 

Study groups 

Gender 
Total 

Female Male 

f % f % f % 

Control Group  12 63.15 7 36,84 19 100 

Experimental Group 16 84,21 3 15,78 19 100 

Total 28  10  38  

 

As detailed in Table 2, the study was carried out with a total of 38 students, 16 female and 3 

male students who formed the experimental group, and 12 female and 7 male students who formed the 

control group. The study ended with the participation of all students in the posttest.  

Data Collection  
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In the research, a writing rubric was used to evaluate the paragraphs that the students wrote in 

the pretest-posttest stages, and a questionnaire was used to learn their opinions about the use of blogs 

in writing classes. 3 academicians (1 Prof. and 2 Associate Professors) from the English language 

teaching department and 2 English instructors that are specialized in testing took part in the 

development of the rubric. Depending on the cumulative normal distribution used to test the statistical 

significance of the KGO ratios obtained as a result of the Lawshe technique calculation, the minimum 

value at α = .05 significance level should be .59 for eleven experts (Lawshe, 1975). It has been 

concluded that the experts have reached an excellent consensus (KGO> .99; α = .05) on the suitability 

of the rubric created with a group of 5 experts, KGO = 1 (Lawshe, 1975). The rubric developed in line 

with the data obtained was found to be suitable for measuring the paragraph. The participants in the 

experimental group were also requested to answer a questionnaire related to their perceptions and 

perspectives towards the use of blog in writing classes. The questionnaire was developed by Fageeh 

(2011) by reviewing a variety of sources in a CMC environment. It consists of two factors and total 14 

items. Pretest and posttest applications were done in the classroom environment invigilated by 

teachers.  

In the first stage, both groups were asked to write paragraphs about the same topic as a pretest 

and the writing skills of the students were evaluated by using the developed rubric. Afterwards, both 

groups (control and experiment) received information and training on writing academic paragraphs. A 

class writing blog was created and the students in the experimental group were asked to share their 

written assignments on the class blog during the research. The control group handed in their 

assignments to their teachers in the classroom. After eight weeks, both experimental and control group 

students took posttest and their paragraph writing skills were evaluated. In addition, the attitude of the 

experimental group students towards the use of blog in writing class was examined.  

Data Analysis  

For the pretest and posttest, both groups were asked to write paragraphs on the same subject 

with an interval of 8 weeks, and they were evaluated with the rubric. Since there are two groups which 

are homogeneous and the distribution fulfils the assumption of normality, t-test was used in analyzing 

the data. In order to test the effectiveness of the environments, a 2X2 split-plot pattern was used and 

two-factor variance analysis was performed for mixed measurements to analyze this research question. 

The significance of the difference between the mean scores of the groups was interpreted at the level 

of 0.05 and the SPSS program was used in the analysis of the data.  

FINDINGS 

The findings are presented below according to the order of sub-problems and research 

methodologies.  

Findings for academic paragraph writing success  

A split-plot pattern of 2X2 was used to test the effectiveness of the learning environments in 

which students were learning. In the pattern, the first factor refers to 2 separate experimental 

environments (traditional environment and traditional + blog), and the second factor refers to the 

measurements before and after the experiment (pretest-posttest) (Büyüköztürk, 2004). For the analysis 

of this research question, two-factor variance analysis for mixed measurements was performed. The 

pretest-posttest average scores and standard deviation values of the environments are given in Table 3.  

Table 3. Average and Standard Deviation Values of Learning Environments 

Group 
N 

Pretest Posttest 

 S  S 

Control 19 6.58 2.36 12.00 2.29 

Experiment 19 6.37 2.66 16.47 2.54 
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The results showed that the average success score of the students in the traditional setting was 

6.58 before the experiment, and then increased to 12.00 after the experiment. The average success 

scores of the students in the environment where the blog is used in addition to the traditional 

environment are 6.37 and 16.47, respectively. Accordingly, it can be said that there is an increase in 

the success scores of students who study in both the traditional environment and the environment 

where the blog is used additionally. Two-factor ANOVA results on whether the changes observed in 

the achievements of students in two different environments show a significant difference are given in 

Table 4.  

Table 4. ANOVA Results of the Pretest-Posttest Scores of the Environments 

Source of Variance Sum of Squares sd Mean Square F p 

Between subjects 355.908    37    

    Group (Individual/Group)         86.329   1      86.329 11.550 .002* 

    Error       269.079 36                   7.474   

Within Subjects 1636.500   38    

    Measurement (Pretest-Posttest)     1145.066   1 1145.066 244.338 .000* 

    Group*Measurement        104.224   1               104.224   22.240 .000* 

    Error        168.711 36                   4.686   

   Total     2058.270 119    

P*<.05 

 

The results showed that the success of students studying in two different environments 

significantly differed from pre-experiment to post-experiment, in other words, the common effects of 

repeated measures factors on success were found to be significant (F (1-36) = 22.240, p <.05). This 

finding shows that both learning environments have different effects on increasing students' success. 

The environment in which the blog was used has been found to be more effective in increasing 

students' achievements.  

Findings regarding the use of blogs in the academic paragraph writing process  

In the study, the reliability coefficient, the suitability of the sample size and whether the data 

showed normal distribution were examined. As a result of the analyzes detailed in Table 5, the 

analysis techniques to be applied for the purpose of the study were determined.  

Table 5. Descriptive Statistics 

Variables  
N Ort. Sd max Skewness Kurtosis 

Cronbach 

Alpha 

Blogs and the way I changed my writing 19 36.42 3.64 40 -.341 -.1.819 .908 

Blogs and my attitudes towards learning 

writing 
19 26.47 3.37 30 -1.411 1.927 .863 

*p<.05 

 

As a result of the analysis, the Cronbach Alfa internal consistency coefficient of the 

measurement tool, which measures the levels of students' “Blogs and the way I changed my writing” 

was calculated as .908, and “Blogs and my attitudes towards learning writing” as .863. The 

examination of Cronbach Alpha internal consistency coefficient results indicate that both factors have 

high reliability. The analysis performed to determine whether the measurement tools show normal 

distribution showed that the arithmetic mean, mode and median values were close to each other and 

were within the range of kurtosis-skewness coefficients (± 2.0). In addition to these values, the Q-Q 

graph was also examined and it was observed that the points in the graph were within the boundaries 

evaluated above or close to 45 degrees. In addition to the fact that the values of kurtosis-skewness in 

the range of ± 2.0 in a data set are acceptable criteria for normal distribution (George, & Mallery, 

2003), it was concluded that the measurement tools used in the study showed normal distribution when 

the Q-Q chart data were evaluated. In the study, the relationship between students' "Blogs and the way 

I changed my writing" and "Blogs and my attitudes towards learning writing" was analyzed with 

correlation analysis as well as descriptive statistics. Accordingly, as a result of the analyzes made in 

Table 1, it was determined that the experimental group students' Blogs and the way I changed my 
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writing ”(X = 36.42) and“ Blogs and my attitudes towards learning writing ”(X = 26.47) levels were 

quite high. The relationship between the students' “Blogs and the way I changed my writing” and 

“Blogs and my attitudes towards learning writing” levels was examined with Pearson Product Moment 

Correlation Analysis (r). The results are presented in Table 4. 

Table 6. The Relationship Between “Blogs and the way I Changed my Writing” and “Blogs and 

my Attitudes Towards Learning Writing” 

 N r p  

Blogs and the way I changed my writing 19 .865* .000*  

*p<.05 

 

When Table 6 is examined, a positive, very high and statistically significant relationship was 

found between the students' "Blogs and the way I changed my writing" and "Blogs and my attitudes 

towards learning writing" (r = .865, p <.05).  

DISCUSSION AND CONCLUSION 

This study, which aims to determine the effect of blog usage on success in academic 

paragraph writing process and to determine students' attitudes towards blog usage, is designed in a 

semi-experimental design. The results obtained in the study together with suggestions based on these 

results are presented below.  

An increase in the academic paragraph writing success scores of the students in the pretest and 

posttest in both control group (pretest x̄=6.58, posttest x̄=12.00) and experimental group (pretest 

x̄=6.37, posttest x̄=16.47) was observed, which can be attributed to the practice and training that both 

groups received during the natural flow of their academic English writing course. However, the 

comparison of the posttest scores of the groups shows a considerable increase in the success scores of 

the students in the experimental group which confirm that blogging improves students’ writing skills. 

And which is in line with the other studies that investigated the use of blogs in the foreign language 

classroom to develop writing skills (Campbell, 2003; Şimşek, 2003; Jones, 2006; Kelley, 2008; 

Anderson, 2010, Armstrong, 2010).  

To put it more explicitly, students might have felt more autonomous, which is described by 

Dickinson, (1996) and Little, (1995) as taking the responsibility in setting up one’s own learning 

strategies and should be promoted as an explicit goal of teaching and learning (Little, 1995). The 

notion that the blogs can enhance the learner autonomy is supported by the findings of other 

researches Blood, (2002); Godwin-Jones, (2006); Oravec, (2002). Also, knowing that their paragraphs 

would be seen not only by their teachers but also by their peers must have forced them to have more 

self-control on their writing, led them to be more careful when choosing their words, structures and 

use academic writing style. These are all strongly expressed by the students in their answers they gave 

to the items of the scale. “Writing on the blogs made me more careful about sentence and paragraph 

structure, check word choice and word spelling more carefully and check my grammar more 

carefully”. These findings imply that students with positive attitudes towards blogging are likely to 

become better writers. 

It was determined that the levels of “Blogs and the way I changed my writing” and “Blogs and 

my attitudes towards learning writing” were quite high. The analyzes conducted to determine the 

relationship levels revealed a positive, very high and statistically significant relationship between the 

two factors. This relationship implies that students have developed positive attitudes towards the use 

of blog in academic writing which in return rewarded them with higher writing scores. In other words, 

it can be alleged that students are pleased to improve their writing skill by using blog and benefitting 

from its affordances over the traditional method. They believe that blogging can improve the quality of 

academic writing. They feel comfortable writing on the course blog and blog can motivate them into 

more active, interactive writing. These positive attitudes towards writing are also in accord with other 

studies carried out by positive attitudes towards writing (Fageeh, 2011; Jones, 2006; Lee, 2010; 

Armstrong & Retterer, 2008; Kelley, 2008).   
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Consequently, this study revealed some insightful findings on the use of blogs in language 

learning to improve writing skill of learners of English as a foreign language at tertiary level. Studies 

larger than the sample size of this study, which is a limitation of this study, could be carried out. Also, 

this study merely focused on the use of blogs in academic writing. Further studies that focus on the use 

of blogs with other language skills at different levels could be conducted. 
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Abstract 

Augmented reality is a technology used in almost every stage of our daily life. It has become 

widespread in several fields such as engineering, healthcare, advertising, defense industry, and 

entertainment. The use of augmented reality technology that combines virtual and real environments is 

increasing every day. Augmented reality technology, which allows multiple multimedia materials to 

be used together, is a preferred teaching material in educational environments. This study is a content 

analysis study. Turkish studies that addressed the use of augmented reality applications for educational 

purposes and that were published between 2012 and 2019 were analyzed and descriptive analysis was 

performed according to their distribution by years, a number of authors, research patterns, sample 

sizes, data collection tools, and data analysis methods. For this purpose, the keywords Augmented 

reality, educational practices, education technologies and educational technologies were searched in 

ULAKBİM, YÖK National Thesis Center and Google Academy databases and 106 scientific studies, 

60 thesis and 46 articles published between 2012 and 2019 in Turkish were obtained. Then, these 

studies were examined using the content analysis method. The publication classification form, 

developed by Sözbilir, Kutu, and Yasar (2012) as a data collection tool, was rearranged in line with 

the sub-problems. These sub-problems are research patterns, data analysis methods, data collection 

tools, number of authors, distribution by years and sample sizes. The data were presented with 

descriptive statistics methods such as frequency and percentage, with graphs and tables. As a result it 

was found that the studies in the field of augmented were published mostly in 2019. It was also 

observed that most of the investigated articles had two authors in terms of the number of authors. In 

addition quasi-experimental design, one of the most common quantitative research methods, was 

found to be used as the research design. In terms of sample size, it was seen that a sample size between 

51-100 was used. It was also observed that the most used data collection tool was the achievement 

tests prepared according to the purpose of the research. The analysis of the results section of the 

studies revealed that the t-test, which is one of the the parametric tests, was used most frequently in the 

analysis of the data. The results of this study will reveal the tendency of the studies and identify 

deficiencies in the existing studies and thus will be a guide for future studies. 
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INTRODUCTION 

Countries are competing with each other in terms of technological developments. This 

international competition forces countries to open up new technological opportunities (Şimşek et al., 

2007). After the Industry 4.0 revolution in the digitalized world, new technological developments are 

driving countries into a mandatory transformation. Nine technological developments that have been on 

the rise with digital transformation are the building blocks of Industry 4.0 (BGC, 2019). These 

technologies are big data and analysis, smart robots, simulation, horizontal-vertical software 

integration, internet of things, cybersecurity, cloud services, 3D printers and augmented reality. 

With Industry 4.0, these technologies, which we frequently hear in our daily lives, are used in 

a different number of sectors includimg automotive, entertainment, logistics, education and tourism 

and thus their effects are visible in almost all spheres of life. Furthermore, it is observed that 

innovation has started to prevail in the field of education with the Industry 4.0 transformation 

(Öztemel, 2018). To experience the contribution of technology in education at every stage, current 

technologies should be used effectively. In this sense, the concept of educational technology stands 

out. Educational technology refers to the process of planning, implementing, shaping and developing 

the learning-teacher processes (Alkan, 1997). Educational technology has been influenced by the 

developing and changing learning theories as well as changing technologies over time, and thus 

different trends have emerged within this concept (Kılıç Çakmak et al., 2015). The augmented reality, 

emerged in the 2000s, which can be considered as a new opportunity for our education system, also 

predicted the change in educational technologies. Therefore, one of the new technologies which can 

considered as a different alternative source in education is augmented reality technology (Sayımer and 

Küçüksaraç, 2015).  

Augmented reality is a platform where the real world and the virtual world created by 

computers and programs are combined simultaneously and reach those who use it in the same sensory 

environment (Özarslan, 2011). As a result of the rapid change of mobile devices, augmented reality 

has become a widespread technology used by everyone with devices such as tablets, smartphones in 

daily life. Users can easily use augmented reality applications using their mobile devices and tablets 

and interact with the environment and objects there (Karaoglan Yilmaz and Yılmaz, 2019). 

Augmented reality 

The literature analysis shows that a number of different concepts have been used to define 

augmented reality. However, the most widely used and preferred one seems to be “Augmented 

Reality” (Köroğlu, 2012; Ercan, 2010; Çavdaroğlu, 2013; Abdüsselam & Karal, 2012). Severel 

definitions regarding augmented reality, a concept originally introduced by Tom Caudell, exist in the 

literature. According to Milgram and Kishino (1994), augmented reality is “the real environment in 

which digital media products are used instead of real-world objects”. Similarlyi Azuma (1997) defined 

it as the integration of three-dimensional imaging with real and non-real , stating that augmented 

reality is another dimension of virtual reality, not as a world created entirely in virtual, but as a virtual 

environment built on reality. Virtual reality and augmented reality environments are constantly 

confused due to the perception of virtuality. Milgram and Kishino (1994) revealed the relationship 

between augmented reality and virtual reality in the "Virtual Continuity" chart. 

 

Figure 1: Virtual Continuity Diagram (Milgram and Kishino, 1994) 
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The augmentation in the concept of augmented reality can be decribed as increasing the 

meaning of what people feel with their sensory organs by using computer systems (Grubert and 

Grasset, 2013). As a result, the augmented reality can be defined as the environment where the real 

world and the world created on the virtual computer are enriched with virtual objects and the real 

world is combined with the virtual world (Erbaş and Demirer, 2014). 

Augmented reality in education 

The inclusion of technological tools in education provides new opportunities for individuals to 

be effective in learning and increase the interaction of individuals as well as affecting motivation 

positively by making learning more meaningful more effective (Alsumait and Musawi, 2013; 

Nischelwitzer, Lenz Searle and Holzinger, 2007). Among the new technologies in education, 

augmented reality technology has attracted attention for being one to one in learning, interacting with 

virtual and reality, and increasing attention and motivation (Singhal, Bagga, Goyal, and Saxena, 

2012). 

A majority of the augmented reality practices studies in the literature have reported positive 

results (Billinghurst, Kato and Poupyrev, 2001; Kaufmann, and Papp, 2006; Kerawalla, Luckin, 

Seljeflot and Woolard 2006). Augmented reality provides a realistic simulation opportunity in the 

fields such as astronomy, physics and geography with augmented reality applications (Shelton and 

Hedley, 2002). Since augmented reality technology allows to embody abstract concepts, experimental 

studies with augmented reality technology are likely to focus on natural sciences (physics, chemistry, 

and biology), mathematics and statistics (Özdemir, 2017). 

Environments created with augmented reality applications offer new opportunities to the 

learning environment to obtain the precise information, and this information is understood in the most 

accurate way and is handled in all aspects (Abdüsselam and Karal, 2012). Augmented reality 

environments provide students with an environment suitable for their individual pace and their 

learning experience (Hamilton and Olenewa, 2010). 

It is stated that the augmented reality has a positive effect on the motivation of the new 

generation students, which are called digital natives (Wojciechowski and Cellary, 2013). In addition, it 

is observed that students focused on the subject for a longer period of time in the augmented reality 

environment (Abdüsselam and Karal, 2012). In addition, augmented reality technology enables 

students to take an active role in their learning, as students are involved in one-to-one learning and 

instant feedback is provided through interaction (Bujak et al., 2013; Yuen, Yaoyuneyong and Johnson, 

2011). According to Çakır, Solak, and Tan (2015), the use of augmented reality applications in 

education has important functions in terms of reviving three-dimensional objects or objects that cannot 

be brought to class in the real world and attracting the student to the lesson. Chen (2006) states that 

augmented reality creates environments that are more accepted by blending virtual and real materials 

and supports students' individual learning. As a conclusion, it can be argued that augmented reality 

contributes positively to the learning process of students as well as the factors affecting learning. 

Purpose of the research 

The present study is significance in that it will be an important source for future researchers to 

realize the negative or positive aspects of the previous studies. In addition, it is thought that it will be 

an resource for journal referees and editors as it presents a review of the studies in the field between 

2012-2019. The answers to the following questions were sought in the present study that deals with 

the use of augmented reality applications for educational purposes between 2012-2019; 

1. How is the number of articles distributed among the determined years by year? 

2. How is the number of authors of the research distributed among the determined years? 
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3. Which research designs were widely used between the determined years? 

4. How is the sample size distributed among the determined years? 

5. Which data collection tools have been widely used between the determined years? 

6. Which data analysis methods have been widely used between the determined years? 

Importance of the research 

It is argued that examinining and analyzing certain periods or studies in certain periods in 

order to determine the progress of the field is a common method in literature reviews (Erdem, 2011). It 

is also stated that the literature review has an important role in order to present the comprehensive 

information structures efficiently and to reconstruct the accumulated information (Erdem, 2011). 

Typically, examination and evaluation of the information produced in the field of education at certain 

time intervals presents information about the characteristics of the research as weel as providing 

guidance for future research (Erdem, 2011). In this context, the aim of the present study is to examine 

Turkish studies that addressed the use of augmented reality applications for educational purposes and 

that were published between 2012 and 2019 according to their distribution by years, the number of 

authors, research patterns, sample sizes, data collection tools, data analysis methods, and to perform 

the descriptive analysis. Since, to the best of the researchers, there is not a literature review in this 

field between the determined years, this study is important. 

METHOD 

Descriptive content analysis method was used in this study since the aim of this study was to 

examine augmented reality applications addressing the use for educational purposes in Turkey 

according to their distribution by years, the number of authors, research patterns, sample sizes, data 

collection tools, data analysis methods. According to Cohen, Manion and Marrison (2007), content 

analysis is used to examine the content of written sources, to summarize and specify the information 

determine a suitable theme. Similarly, the purpose of the content analysis is expressed as collecting 

similar properties of the data under a heading within the framework of certain concepts and explaining 

the relations between them (Yıldırım and Şimşek, 2006). 

Scope of the research 

Theses and articles published between 2012 and 2019 were obtained by searching the 

keywords 'augmented reality, education practices, education technologies, education technologies' in 

ULAKBİM, YÖK National Thesis Center and Google Academy databases. As a result, the scope of 

this study consisted of 106 publications including 60 theses and 46 articles published as of December 

2019. These publications were analyzed using content analysis. 

Data collection tool 

The publication classification form, developed by Sözbilir, Kutu, and Yasar (2012) as a data 

collection tool, was rearranged according to the sub-problems of this study. These sub-problems are 

research patterns, data analysis methods, data collection tools, and sample sizes. In this sense; 

Information regarding name, authors, year, title, research design, data collection tools, data analysis 

methods, number of authors and sample sizes of the publications were collected. 
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Data Analysis 

The obtained publications were examined one by one with the content analysis. Then, the data 

were analyzed using the frequency and percentage of the descriptive analysis types with the SPSS 22.0 

program. The results are presented in the findings section in graphs and tables. 

RESULTS 

Data from 106 studies published between 2012-2019 were collected. The data were analyzed 

in the light of the research questions. In this section, the distribution of the number of studies by year, 

the number of authors in the studies, research design methods, sample sizes, and data collection tools 

are presented. 

a.The number of studies by years 

The number of studies dealing with augmented reality applications in education between 2012 

and 2019 are given in Figure 2. 

 
Figure 2. Number of Research by Years 

 

Figure 2 shows that there are 60 thesis studies in total, including master’s and doctoral theses. 

In the process that started with 1 (1,7%) thesis study in 2013, 29 (48,3%) studies were carried out in 

2019. The analysis of articles shows that although the first studies was conducted in 2012, the studies 

intensified between 2016 and 2019. Considering the total number of studies, it can be seen that most 

of the studies 37 (34.9%) were conducted in 2019. The increasing inclusion of the augmented reality 

technology in education in recent years may be the reason for the increase in studies in recent years. 

b.The number of authors by years 

The number of authors in the studies was divided into groups to determine how many 

researchers conducted each study. The distribution of the number of authors is presented in Figure 3. 
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Figure 3. The Number of Authors of the Studies 

 

7 (15.2%) of the articles were single-authored, 23 (50.0%) were two authored, 13 (28.3%) 

were written by three authors, 2 (4.3%) by four authors, and 1 (2.2%) by six authors. The findings 

show that most of the studies were two-authored. 

c.The distribution of the research pattern used in the studies 

The research methods of the examined studies were divided into 5 categories: quantitative, 

qualitative, mixed, methodological research, and design-based research. Among 106 studies, the used 

method was not specified in eight studies. The distribution of the methods is shown in Figure 4. 

 
Figure 4. Research Method Distribution 

 

Figure 4 shows that quantitative (52.6%), mixed (21.6%), qualitative (18.6), design-based 

(5.2%) and methodological (2.1%) research methods were used in the studies, respectively. The 

percentage and frequency of the research patterns are presented in Table 1. 
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Table 1. Research Patterns 

Method Pattern 
Thesis Article Total 

F % F % F % 

QUANTITATIVE 

Experimental 6 10,0 3 8,1 9 9,3 

Comparative Analysis - - 2 5,4 2 2,1 

Scanning - - 6 16,2 6 6,2 

Quasi-Experimental 22 36,6 10 27,0 32 32,9 

Factorial 1 1,7 - - 1 1,0 

Other - - 1 2,7 1 1,0 

QUALITATIVE 

Multiple Polling Model 2 3,3 - - 2 2,6 

Systematic Review - - 1 2,7 1 1,0 

Meta-Analysis 1 1,7 - - 1 1,0 

Case study 1 1,7 1 2,7 2 2,1 

Content Analysis 1 1,7 1 2,7 2 2,1 

Situation (Case Study) 3 5,0 2 5,4 5 5,2 

Phenomenology - - 2 5,4 2 2,1 

Other - - 3 8,1 3 3,1 

MIXED 

Sequential Explanatory 11 18,2 2 5,4 13 13,4 

Embedded 4 6,7 - - 4 4,1 

Sequential Discoverer - - 1 2,7 1 1,0 

Converging Parallel 3 5,0 - - 3 3,1 

METHODOLOGICAL RESEARCH  1 1,7 1 2,7 2 2,1 

DESIGN-BASED RESEARCH  4 6,7 1 2,7 5 5,2 

 Total 60 100,0 37 100,0 97 100,0 

 

Table 1 indicates that quasi-experimental designs (36,7%) were used the most in quantitative 

methods and the sequential explanatory pattern (18,3%) in mixed patterns is used the most in thesis 

studies. When the articles are analyzed, it is seen that quasi-experimental design (27.0%) and scanning 

(16.2%) methods are used the most among the quantitative methods. When the total of the studies are 

analyzed, it is seen that quasi-experimental patterns (32.9%), sequential explanatory patterns (13.4%) 

and experimental patterns (9.3%) are used, respectively. 

d.The sample size distribution 

The studies were divided into certain intervals in terms of sample sizes. The data are shown in 

Figure 5. 

 
Figure 5. Sample Size Used in the Studies 
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An analysis of Figure 5 indicates that 22 (40%) thesis included a simple size of 51-100 

participants. In addition, a sample size of 300 was not used in the examined thesis. On the other hand, 

the investigation of the articles shows that 12 (36.4%) studies used a a simple size of 31-50 

participants. Contrary to thesis, 1 (3%) research article study included more than 300 participants. 

When all studies are analyzed together, it can be seen that most studies are in the range of 51-100 

participants. There are 29 (33%) studies in the 51-100 range. Furthermore, it is seen that the number of 

studies is the lowest in the range of over 300 people. Overall, the sample size was found to be 

minimum of 3 and maximum of 618. 

e.The distribution of data collection tools 

The frequency of use of data collection tools in research is shown in Figure 6. 

 
Figure 6. Data Collection Tools used in the studies 

 

When the data presented in Figure 6 are examined, it was seen that the thesis studies mostly 

used the achievement test (20.9%), attitude scale (16.4%), semi-structured interview form (14.7%) and 

questionnaires (7.9%).  However, In the articles data were collected from the achievement test 

(19.6%), interview (19.6%) and questionnaires (13.7%), respectively. If the thesis and articles are 

examined together, it is seen that the achievement test (20.6%), attitude scale (14.9%) and semi-

structured interview form (14.1%) are the most preferred data collection tools.  

d.Data analysis methods 

To determine the data analysis methods, grouping was made under two titles as quantitative 

and qualitative methods. The distribution of data analysis methods used in the studies is shown in 

Figure 7. 
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Figure 7. Data Analysis Method distribution 

 

7 indicates that quantitative (75.2%) and qualitative (24.8%) data analysis methods are used in 

the studies, respectively. The percentage and frequency values of the data analysis types are presented 

in Table 2. 

Table 2.  Data Analysis Methods Used in Studies 

Data Analysis Method 
Thesis Article Total 

F % F % F % 

QUANTITATIVE 

Descriptive 

Average-Standard 

Deviation 
31 16,1 14 24,6 45 18,0 

Frequency-Percent 3 1,6 5 8,8 8 3,2 

Inferential 

T-Test 37 19,2 10 17,5 47 18,8 

Anova 18 9,3 3 5,3 21 8,4 

Ancova 10 5,2 - - 10 4,0 

Manova 4 2,1 1 1,8 5 2,0 

Wilcoxon Test 8 4,1 1 1,8 9 3,6 

Mann Whitney U Test 10 5,2 2 3,5 12 4,8 

Shapiro-Wilk 10 5,2 1 1,8 11 4,4 

Kruskal Wallis Test 4 2,1 1 1,8 5 2,0 

Other 11 5,7 4 7,0 15 6,0 

QUALITATIVE  

Content Analysis 14 7,3 9 15,8 23 9,2 

Descriptive Analysis 22 11,4 4 7,0 26 10,4 

Codification 8 4,1 2 3,5 10 4,0 

Other 3 1,6 - - 3 1,2 

 Total 193 100,0 57 100,0 250 100,0 

 

It can be seen in Table 2 that the t-test (19.2%) is the most used inferential statistical method 

in the thesis, followed by average-standard deviation (16.1%) and descriptive analysis (11.4%) 

methods, respectively. On the contrary, the average-standard deviation (24.6%) is the most used 

descriptive statistical methods in the articles. This is followed by the t-test (17.8) and content analysis 

(15.8) methods, respectively. When the all of the studies are analyzed, it is seen that the t-test (18.8%), 

average-standard deviation (18.0%) and descriptive analysis (10.4%) methods are mostly used, 

respectively. 

DISCUSSION AND CONCLUSION 

This study is a content analysis study that investigates augmented reality publications 

addressing its educational uses in Turkish context between 2012 and 2019. To do that, descriptive 

analysis is performed according to their distribution by years, a number of authors, research patterns, 
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sample sizes, data collection tools, and data analysis methods. For this purpose, 106 studies published 

between 2012-2019 were included in the content analysis method. 

The findings indicate that most of the research was done in 2018 and 2019, and the least in 

2012 and 2013. Although the number of the studies on augmented reality was only 2 in 2012, a total of 

37 studies were carried out in 2019. Over the years, it is seen that augmented reality technology gains 

value in educational sciences. This is due to the fact that augmented reality is a technology that has 

developed with the Industry 4.0 trend and has gained importance in the integration of education 

recently. In addition, the easier and faster preparation of applications made with augmented reality 

technology, the easy integration of the prepared applications into augmented mobile devices, and their 

availability for all age groups are important factors. 

Regarding the number of the researchers, the studies have two authors (50.0%), three authors 

(28.3%), one author (15.2%), four authors (4.3%) and six authors (2.2%), respectively. 

It is seen that there are a limited number of studies with four or more authors. This finding is 

consisted with those in Doğan and Tok’s study (2018) who found that the number of authors is mostly 

two and three while studies with four and above authors is limited. In the study by Çiftçi and Ersoy 

(2019), it is seen that the number of authors is usually two authors. In another study, Gül and 

Maksüdünov (2019) examined the number of authors and stated that there was mostly one author 

study and that this was followed by two authors. 

The findings of the present study also show that many methods were used in the investigated 

studies. It is seen that quantitative (52.6%), mixed (21.6%) and qualitative (18.6%) research methods 

are used the most. However, quantitative methods were used more than other methods. The reason for 

this finding may be that quantitative method analysis provides the opportunity to present more 

achievable results in less time and with less cost. These results are similar to the results of Yıldız, 

Baydaş, and Göktaş (2019) who alse carried out a content analysis study investigating the studies on 

the ARCS motivation model between 1997-2018. According to the results of content analysis of 

Yıldız, Baydaş, and Göktaş (2019), the most  used method was quantitative method, also the mixed 

and qualitative studies gave close results to each other. In another study, Dilek, Baysan, and Öztürk 

(2018) analyzed the content of the studies on social sciences education and stated that the qualitative 

methods were used the most as a result of the studies examined. As a result of the studies examined, it 

is seen that the purpose of using the augmented reality technology in educational sciences is mostly 

made to examine student achievement, motivation and attitude. In line with these purposes, it is seen 

that quantitative and mixed studies serve their purpose. 

In terms of research methodology, the quasi-experimental pattern (32.9 %) was found to be 

the most used methodolohy in the quantitative studies and case study was the most preferred 

methodoly in the qualitative research. In mixed studies, it is seen that the descriptive pattern (13.4%) 

is used. These findings are in line with the results of Selçuk, Palancı, Kandemir, and Dündar’s study 

(2014) published in the journal of 'Eğitim ve Bilim'. They stated that the experimental and quasi-

experimental designs were the most used ones in quantitative studies; case studies and 

phenomenological patterns were used in qualitative methods; and the descriptive pattern was used the 

most in mixed designs. 

There is a difference in the sample size of the studies. The findings showed that there were 29 

(33%) studies with sample size between 51-100. It is seen that the number of studies with sample of 

300 and above is limited. Moreover, the minimum sample size was found to be 3 and the maximum 

participant number was 618. 

The findings show that there are differences in data collection tools as well. Data collection 

tools vary according to the purpose and method of the research. In quantitative studies, tests and scales 

are preferred as they provide fast data collection. However, the finding of this study showed that the 

achievement test (20.6%), attitude scale (14.9%) and semi-structured interview form (14.1%) were the 

most preferred data collection tools. It can be said that the use of achievement test, questionnaire and 
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scales results mostly from the need to obtain data from large samples (Büyüköztürk, Kılıç Çakmak, 

Akgün, Karadeniz & Demirel, 2009). Similarly, Uygun and Sonmez (2019) stated that the 

achievement test, the questionnaire, and the interview form were the most used data collection tools in 

studies on mobile learning. In a different study, Dönmez and Gündoğdu (2016) examined the studies 

published in the field of Turkish education programs and stated that the achievement test and 

interviews were the most used data collection tools in the studies. 

Considering the distribution of data analysis methods in the study, quantitative (75.2%) and 

qualitative (24.8%) analysis methods were used in the examined studies. For quantitative research 

methods, t-test (18.8%) and the average-standard deviation (18.0%) are the most used ones. Among 

the qualitative data analysis methods, descriptive analysis and content analysis methods were preferred 

the most. These finding are similar to those in the literature. In the content analysis of Yıldız, Baydaş 

and Göktaş (2019), they stated that quantitative data analysis methods are used more than qualitative 

data analysis methods. In addition, they stated that the t-test is mostly used in quantitative data 

analysis methods, and descriptive analysis is used more than content analysis in qualitative data 

analysis methods. As a result of the study conducted by Erdem (2011), it is seen that t-test is preferred 

among quantitative data analysis methods, and descriptive analysis is the most preferred method of 

qualitative analysis. In this context, the reason why t-test and descriptive analysis are mostly used is 

that quantitative studies are intense. 

RECOMMENDATIONS 

As a result of this study investigating the studies dealing with the use of augmented reality 

applications for educational purposes, the following suggestions can be made for future studies:  

 The mixed research method, in which qualitative and quantitative methods are used 

together, can be applied more frequently. 

 The number of studies involving large sample groups can be increased. 

 The number of studies using different data collection tools can be increased. 

 Not only studies in Turkish but also studies in English can be included in the content 

analysis study. 
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Abstract 

The goals of this formative experiment were to help pre-service teachers (PSTs) create children’s 

literature-related original digital stories (DSs) and use these DSs to receive elementary school 

students’ and in-service teachers’ reflections. In this study, the Technological Pedagogical Content 

Knowledge (TPACK) framework was used. In total, 71 PSTs, 544 elementary school students, and 21 

in-service teachers participated in the study. The results revealed that the PSTs wrote original stories 

that were mostly from their own personal experiences, drew illustrations, used their own voices by 

following the prosodic speaking rules, and, finally, created original DSs to convey to the students 

important didactic or informative messages. The digital storytelling creation process improved the 

PSTs’ children’s literature-related TPACK knowledge and practices. In this study, the majority of the 

PSTs tried to create parallel DS, which means that the pictures, texts, and recorded verbal messages 

told the same story for the same setting. In addition, the majority of the students gave viewer/reader-

centered oral responses to the DSs. The results also showed that the PSTs, in-service teachers, and 

students had positive reflections about the DSs. These results confirmed that the goals of this 

formative experiment were achieved. 
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INTRODUCTION 

Storytelling is one of the oldest and most ancient methods of human expression, 

communication, learning, and teaching (Menezes, 2012; Nguyen, Stanley, Stanley, Rank, & Wang, 

2016; Ribeiro, 2017). It is a popular tool in education as people use storytelling to pass knowledge to 

new generations (Smeda, Dakich, & Sharda, 2014), as well as to share information (Maddin, 2012a, 

2012b). Digital technologies allow people to create their stories by combining music, word, sound, and 

still or moving images, and to share these stories with a large audience. Lambert (2013) indicated in 

detail that the Center for Digital Storytelling’s style of creating digital stories involves the use of seven 

key components—self revelatory, personal or first-person voice, lived experience of the author, photos 

rather than moving images, soundtrack, length and design, and intention (pp. 37–38). As Robin 

(2008a) indicated, different terms are used to describe digital storytelling “but, in general , they all 

revolve around the idea of combining the art of telling stories with a variety of multimedia, including 

graphics, audio, video, and Web publishing” (p. 429). Robin (2006) classified the major types of 

digital stories (DSs) as personal narratives, historical documentaries, and stories designed to inform or 

instruct viewers about a particular concept or practice.  

A review of the literature showed that digital storytelling has many benefits for elementary 

school students. For example, digital storytelling helped to improve the writing skills of these students 

(Foley, 2013; Sarıca & Usluel, 2016), and instruction about digital storytelling helped elementary 

school students to develop their stories considering the story elements (Yamaç & Ulusoy, 2016). DSs 

also helped students to develop positive attitudes toward the lessons and listening activities (Ciğerci & 

Gultekin, 2017). 

A review of the literature revealed that pre-service teachers (PSTs) also had positive opinions 

about digital storytelling (Kobayashi, 2012). The PSTs thought that students’ learning can be 

increased with the use of digital storytelling in classrooms (Karakoyun & Yapıcı, 2016), and they 

perceived the digital storytelling development process as motivational, exciting, and fun (Kocaman-

Karoglu, 2016). The PSTs appreciated the pedagogical value of digital storytelling (Shelton, 

Archambault, & Hale, 2017) and stated that they will use digital storytelling-related practices in their 

future careers (e.g., Harriman, 2011; Karakoyun & Yapıcı, 2016). 

Technological Pedagogical Content Knowledge (TPACK) is a useful framework for 

instructors and teachers to acquire the required knowledge to effectively integrate technology into 

their teaching in a specific content area (Schmidt et al., 2009). The main idea of the TPACK 

framework is the complex, transactional, and dynamic relationships, connections, and interactions 

between content, pedagogy, and technology (Koehler & Mishra, 2005a, 2005b, 2009; Koehler, 

Mishra, & Yahya, 2007; Mishra & Koehler, 2006).  

Previous studies showed that DSs improved PSTs’ TPACK knowledge (Kildan & Incikabi, 

2015; Sancar-Tokmak, Surmeli, & Ozgelen, 2014). There is a need for TPACK research in real 

practice settings and in different content areas (Angeli, Valanides, & Christodoulou, 2016). In 

addition, further research in the content-specific efforts regarding TPACK development and more 

TPACK-related studies in elementary teacher education settings are needed (Mouza, 2016). Harriman 

(2011) also pointed out that further studies should relate the PSTs, the TPACK framework, digital 

storytelling, and specific content areas, and teacher education colleges should conduct design-based 

projects using the TPACK framework.  

As a specific content area, there are very few studies concerning teachers’ practices using 

digital storytelling as an instructional approach (e.g., Maddin, 2013) or PSTs’ practices in the design 

and use of DSs in language arts and children’s literature-related areas. The review of the literature 

showed that the use of DSs and digital storytelling in children’s literature improved the PSTs’ 

understanding of content and pedagogy knowledge (Choo, Abdullah, & Nawi, 2017) and pedagogical 

content knowledge (Yee, Abdullah, & Nawi, 2018). In this present study, I aimed to enable the PSTs 

to create original DSs and to use them in their practicum courses with elementary school students in 

the context of children’s literature. I followed the formative experiment and the TPACK framework to 
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design this study. To the best of my knowledge, the literature lacks research that investigates PSTs’ 

skills regarding the design and creation of DSs in the area of children’s literature by following the 

formative experiment and TPACK frameworks, and that explores the use of these DSs in elementary 

school classrooms. 

Formative Experiment 

Reinking and Watkins (1996, 2000) developed the formative experiment framework. The 

formative experiment is closely related to design experiment and design-based research (e.g., Bradley 

& Reinking, 2011a; Reinking & Bradley, 2008; Tracy & Headley, 2013). The formative experiment 

approach can be viewed as a bridge between research and practice in a dynamic and complex 

classroom environment (Bradley & Reinking, 2011b; Reinking & Bradley, 2008). In addition, this 

approach eliminates the limitations of both naturalistic methodologies (e.g., lack of focus on 

determining the enhancing-inhibiting factors of interventions and addressing how teachers manage 

these complexities to achieve specific instructional goals) and experimental methodologies (e.g., lack 

of focus on the dynamic features of classrooms, tightly controlled interventions) (Bradley & Reinking, 

2011b, 2011c; Reinking & Bradley, 2008). Many scholars (e.g., Reinking & Watkins, 2000; Taboada 

& Rutherford, 2011) have used the formative experiment framework in the literacy field.  

The following six questions were used as a framework for designing the formative experiment 

(Reinking & Watkins, 2000). I used these questions to conduct the present formative experiment 

study.  

(1) What is the pedagogical goal of the experiment, and what pedagogical theory establishes 

its value? 

(2) What is an instructional intervention that has potential to achieve the identified 

pedagogical goal? 

(3) As the intervention is implemented, what factors enhance or inhibit its effectiveness  in 

achieving the pedagogical goal? 

(4) How can the intervention and its implementation be modified to achieve more effectively 

the pedagogical goal? 

(5) Has the instructional environment changed as a result of the intervention? 

(6) What unanticipated positive or negative effects does the intervention produce? (p.388) 

THE EDUCATIONAL GOALS OF THE STUDY AND THEIR SIGNIFICANCE 

The first goal of this study was to help the PSTs create original DSs in the area of children’s 

literature and to organize activities using these DSs with elementary school students. A review of the 

literature revealed few studies focusing on DSs created by PSTs about children’s literature or language 

arts (Choo et al., 2017; Yee et al., 2018; Yılmaz, Üstündağ, Güneş, & Çalışkan, 2017). In all these 

studies, the PSTs used passages from primary school textbooks to write their stories. In addition, only 

Yee et al. (2018) and Yılmaz et al. (2017) stated that the DSs produced by the PSTs were used in 

schools as an instructional tool, but there is no indication in these two studies that the authors followed 

the TPACK or formative experiment frameworks. In the present study, instead of the PSTs adapting 

stories from textbooks, I aimed to enable them to write their own original stories and to follow the 

formative experiment approach. This would allow them to see the effectiveness of the intervention 

developed to create the DSs by considering the TPACK framework, as well as to see the usefulness of 

these DSs in elementary school classrooms when they were used as instructional tools. Furthermore, 

the formative experiment approach allowed me to make adaptations to reach a more effective 

intervention and to enhance-inhibit the factors that the participants experienced during the design and 
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creation process and during the use of these DSs in elementary school classrooms. These results can 

make a valuable contribution to the literature and to the knowledge of teachers and instructors.  

Since teachers and students can use digital storytelling as a reflection tool (Yuksel-Arslan, 

Yildirim, & Robin, 2016), the second goal of this study was to receive reflections on the DSs by the 

PSTs, classroom teachers, and elementary school students. Digital storytelling improves the process of 

reflection and gives teachers a chance to question their practices (Clarke, 2017). The literature showed 

that digital storytelling improved students’ reflection skills (Yuksel, Robin, & McNeil, 2011) and 

helped PSTs to be self-reflective (Kocaman-Karoglu, 2016) and to make deep reflections (Long & 

Hall, 2018).   

Ribeiro (2017) indicated that if there is interaction between the authors and audiences, or 

among the audiences, there will be discussion and further reflection. In this study, the PSTs reflected 

on their ideas through their DSs. Then, the audiences (in-service teachers and students) watched these 

DSs and reflected on their thoughts about the stories. It was hoped that the dialogue between the PSTs 

and audiences about these DSs in the authentic classroom environment would give the PSTs a chance 

to see the usefulness and quality of their creations. This process could also improve the PSTs’ and 

elementary school students’ reflection skills. Hopefully, the process and results of this reflection cycle 

will make an important contribution to the literature and provide important ideas to practitioners in the 

development and use of DSs in elementary schools.    

THEORETICAL BASIS FOR INSTRUCTIONAL INTERVENTION 

In this section, I will describe the rationale for this study, which is grounded in the TPACK 

and reflection frameworks.  

The TPACK Framework 

The TPACK framework (Mishra & Koehler, 2006) was built upon Shulman’s (1986, 1987) 

studies, which described pedagogical content knowledge. There are three important kinds of 

knowledge in the TPACK framework—technology, pedagogy, and content. As Mishra and Koehler 

mentioned, there are complex interactions and connections between and among these components. To 

design the intervention of this study, the PSTs’ integration of digital storytelling in the area of 

children’s literature will be investigated by using the following seven components of the TPACK 

framework, which can be summarized as follows (Koehler & Mishra, 2005b, 2009; Mishra & Koehler, 

2006; Schmidt, et al., 2009):  

(1) Content Knowledge is the teachers’ knowledge about a specific content area to learn  or 

teach. 

(2) Pedagogical Knowledge is the teachers’ knowledge about the methods and practices to 

learn or teach. 

(3) Technology Knowledge is the knowledge about low-tech or digital technologies. 

(4) Pedagogical Content Knowledge is the knowledge of pedagogy that teachers can use to 

teach their specific content areas.   

(5) Technological Content Knowledge is the knowledge about the reciprocal relations between 

technology and content.  

(6) Technological Pedagogical Knowledge is the knowledge about various technologies that 

can be used in teaching and how these technologies can change teaching styles. 

(7) Technological Pedagogical Content Knowledge (TPACK) is the knowledge that teachers 

need when they want to integrate technology into their content areas. There are complex and 
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dynamic interactions between content knowledge, pedagogical knowledge, and technology 

knowledge in specific content areas.   

Reflection 

Reflection is one of the key factors in creating and using DSs (Maddin, 2012b). As Lambert 

(2013) stated, “Digital Storytelling is a form of reflective practice” (p. 127). Even though many 

scholars (Dewey, 1933; Schön, 1983, 1987) have made important contributions to the framework of 

reflection, Ulusoy’s (2016) review of the literature revealed that there is a lack of clarity about the 

definition of reflection. In this study, I used Hatton and Smith’s (1995) definition of reflection, which 

is “deliberate thinking about action with a view to its improvement” (p. 40). I found this definition 

suitable to the framework of the formative experiment because making modifications to enhance the 

effectiveness of the intervention is a very important part of formative experiment studies. In addition, 

the PSTs can have a chance to enhance the quality of their DSs and the effectiveness of their teaching 

in the elementary school classrooms by reflecting on students’, in-service teachers’, and their own 

experiences.  

THE INTERVENTION 

Formative experiment researchers can conduct the interventions rooted in the literature or can 

design original interventions (Baumann, Dillon, Shockley, Alvermann, & Reinking, 1996; Reinking & 

Watkins, 2000). The literature about children’s literature and digital storytelling helped me to design 

this intervention. In addition, my past experience as a classroom teacher and my current experience as 

a teacher educator and researcher in a major university in the area of children’s literature assisted me 

in the intervention design.   

I designed the intervention in cooperation with colleagues, teachers, and PSTs in the fall of 

2013. First, semi-structured interviews were conducted with the PSTs to learn their knowledge and 

experiences about digital storytelling and children’s literature-related topics. Second, I developed the 

intervention and received the opinions and suggestions of two in-service teachers and three colleagues 

who had expertise in both instructional technology and children’s literature. Mainly, they offered 

small revisions on the sequence of the intervention sessions. The final intervention was modified to 

meet the needs of the PSTs (see Table 1). The intervention was designed considering the TPACK 

framework and was conducted in the 15-week spring semester of 2014.    

Table 1. Intervention for the PSTs 

TPACK 

Framework 
Workshops & Discussion Topics 

Data Collected 

from the 

Participants 

1. Content 

Knowledge (CK) 

 

Week 1 

1. What is digital storytelling? Types of digital stories (DSs) (Robin, 2006; 

2008a, b).  

2. The seven components found in CDS digital stories (Lambert, 2013, pp. 37–

38).  

3. Robin’s (2008b, p. 223) summarization of the seven elements of digital 

storytelling (point of view, a dramatic question, emotional content, voice, 

soundtrack, economy, and pacing).  

4. Copyright issue  

Week 2 

1. Literary elements (characters, plot, setting, theme, etc.) (Anderson, 2013; 

Glazer, 2000; Lukens, 2007). 

2. The elements of design (line, shape, color, value, etc.) (Kiefer, 1993, 1995, 

2008). 

3. Ohler’s (2008) description of the story elements and story mapping. 

4. Brainstorming about the possible topics of the DSs, the type of storytelling 

(personal narratives, informative, etc.) (Robin, 2008b), and the targeted grade 

level. The PSTs were encouraged to broaden their knowledge about the content 

and topics of the DSs. For example, the PSTs who chose informative DSs 

searched the Internet. In addition, the PSTs who created personal DSs looked 

The baseline data 

from the PSTs, 

including (a) the 

survey, (b) 

interviews with 

the PSTs, and (c) 

reflective 

journals. 
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at their family photograph albums to refresh their memories and to enrich their 

stories.   

Week 3 

1. I adapted Agosto’s (1999) parallel and interdependent storytelling terms for 

picture storybooks to the digital storytelling process to help the PSTs create 

their DSs. Agosto indicated that texts and pictures tell the same story 

simultaneously in parallel storytelling. I adapted this to digital storytelling as 

pictures, texts, and recorded verbal messages tell the same story 

simultaneously for the same setting. Agosto also stated that readers must 

examine both texts and illustrations concurrently to understand the 

interdependent storytelling. I also adapted this sentence as follows: “In 

interdependent digital storytelling, viewers use pictures, texts, and recorded 

verbal messages concurrently to comprehend the settings. If we separately 

examine these different messages, we may not fully comprehend the DSs.” 

2. Principles of making pictures (Bang, 2000). 

3. Rubrics to evaluate DSs (e.g., Barrett, 2005) 

 

 

 

 

 

 

 

 

 

 

 

 

 

2. Pedagogical 

Knowledge (PK) 
Week 4 

1. The use of DSs in a language arts lesson. 

2. How to receive teachers’ and students’ reflections (oral/written responses, 

retelling, etc.) (Hancock, 2008). 

3. Introducing prosody, which is described as the “rhythmic and tonal features 

of speech” (Dowhower, 1991, p.166), and introducing the prosodic speaking 

principles for the PSTs (Ulusoy, Ertem, & Dedeoğlu, 2011). 

Week 5 

1. The length of texts that are included in language arts textbooks in 

elementary schools: The PSTs can use this knowledge to decide the average 

length of their stories for the targeted grade levels. 

2. Discussing the themes and messages of the PSTs’ stories. 

 

 

 

 

 

 

3. Technological 

Knowledge (TK) 

 

Week 6 

Introducing the use of Microsoft Photo Story 3 for Windows software. 

1.Reflective 

journals 

2. Interviews with 

the PSTs to learn 

their expectations 

and needs 

4. Pedagogical Content 

Knowledge (PCK) 

 

Week 7 

1. The discussions were conducted around the following items: (a) 

choosing the types of digital storytelling to convey intended messages, (b) 

deciding on the style of storytelling (parallel, interdependent, or a mix). 

2. The PSTs were encouraged to create initial drafts of their stories and 

storyboards, considering the literary, design, and digital storytelling 

elements and the students’ grade levels.  

Week 8 – Spring Break 

Week 9 

The PSTs came to the workshop with their initial drafts and received their 

peers’ and my reflections on the stories. 

 

 

 

 

 

 

 

5. Technological 

Pedagogical Knowledge 

(TPK) 

 

Week 10 

Before the workshop, the following preparations were made. The PSTs (a) 

edited their stories considering the reflections they received in the previous 

week, (b) recorded their voices by using the prosodic speaking principles, 

and (c) drew pictures and scanned them or took their photographs. 

During the workshop: 

1. The PSTs received their peers’ and my reflections on their 

pictures/photographs and voices (prosodic speaking skills, quality, etc.) 

2. Discussion Topic: Which before, during, and after viewing DSs-related 

activities can be conducted with elementary school students? 

 

The PSTs 

evaluated their 

peers’ and their 

own prosodic 

speaking skills by 

listening to the 

recorded stories. 

6. Technological 

Content Knowledge 

(TCK) 

 

Week 11 

1. Thinking about the harmony of verbal messages, images, texts, and 

music. 

2. The qualities of the recorded voices and images (sound quality, 

resolution, etc.). 

3. Editing the storyboards.  
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7. Technological 

Pedagogical Content 

Knowledge (TPACK) 

 

Between the 12th and 15th Weeks 

1. Music, pictures, and recorded verbal messages were combined using the 

Photo Story software, and the children’s literature-related DSs were 

produced.  

2. The PSTs received their peers’, classroom teachers’, and elementary 

school students’ reflections about the DSs.  

3. The PSTs were encouraged to check the quality of their final DSs by 

using the aforementioned rubrics and to write their reflections about the 

qualities of these DSs.  

4. The PSTs were encouraged to share their DSs on the Internet.   

 

1. Video 

recordings of the 

71 PSTs’ 

activities in the 

elementary 

schools 

2. Interviews with 

the 8 classroom 

teachers and 60 

elementary school 

students to learn 

their opinions 

about the DSs and 

the activities. 

3. Post-

intervention data 

gathered from the 

PSTs: (a) the 

survey, (b) 

interviews with 

the PSTs, and (c) 

reflective 

journals. 

 

 

METHODOLOGY 

Researcher Perspective 

As suggested by the TPACK framework (e.g., Koehler & Mishra, 2005a, 2009), teacher 

education institutions should give their teacher candidates solid content knowledge, content-specific 

pedagogical methods, and deep knowledge about how to integrate technology in specific content 

areas. In this way, the PSTs can see and experience the dynamic interactions of the TPACK 

framework and recognize the opportunity it affords them to improve their future students’ learning 

levels. To do this, the teacher educators should help the PSTs to produce low-tech or digital 

instructional tools and give them realistic goals to reach in field experience classrooms in the use of 

these tools in their instruction. In so doing, the PSTs can see the effectiveness of their products in a 

real classroom environment and receive the teachers’ and students’ reflections on their products. This 

teaching cycle gives the PSTs realistic and first-hand experiences for their future careers. In addition, 

both the teachers and students can benefit from this process. For example, there can be an 

improvement in students’ learning levels, and in-service teachers can have the chance to learn new 

methods. It is hoped that this formative experiment study will offer the PSTs opportunities to create 

children’s literature-related DSs and to use them in their instruction in a real classroom environment.   

In formative experiment studies, researchers can play the double role of researcher and 

instructor (e.g., Duffy, 2001; Garfield, 2000, Ulusoy, 2019). In this study, I was the instructor of the 

PSTs to help them produce their DSs and conduct activities using these DSs in field experience 

classrooms. I also played the role of researcher by gathering data from the students, in-service 

teachers, and PSTs.  

Participants 

The PSTs, classroom teachers, and elementary school students were the participants of the 

study. The PSTs were enrolled in the Turkish Instruction course (n =84) in a major university in the 

city of Ankara. They were informed about the study, and 71 of them (51 female and 20 male) 

voluntarily participated in the study in order to learn theoretical knowledge and to gain practical 

experience in digital storytelling. In the spring of 2014, third-year PSTs (average age: 20.5) were 

registered in this course to learn how to teach literacy-related skills—reading, writing, listening, and 

speaking—to elementary school students. In the same semester, seven or eight PSTs acted as a team 
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and visited various elementary schools for their practicum course. The PSTs visited 21 different 

classrooms in 11 state-sponsored schools and used their children’s literature-related DSs in these 

schools. Twenty-one in-service teachers (18 female and 3 male), who had 11 to 32 years of teaching 

experience, and 544 elementary school students (278 female and 266 male) were also participants in 

the study. I delivered the workshops to the PSTs twice each week in a classroom environment that 

included all the necessary technologies (computer, projector, etc.).    

In Turkey, students between 6 and 10 years old receive a four-year elementary school 

education and all the teachers follow the same curricula (Ulusoy, 2019). The DSs produced by the 

PSTs were used in the Turkish course in the elementary schools because the children’s literature-

related activities—reading, writing, listening, and speaking—were covered in this course. The in-

service teachers and I supervised the PSTs in their implementation of the digital storytelling-related 

activities.    

Procedures 

The PSTs participated in workshops of approximately 70 minutes each (see Table 1 for 

details) during the 15 weeks. In the first week, the baseline data was collected from the PSTs and 

interviews were conducted with them to determine their needs and expectations. During the 

intervention, the PSTs learned how to create their DSs. These DSs were also used to conduct activities 

in the elementary school classrooms in which the PSTs acted as a team and helped each other. Each 

PST shared their DS with the students and conducted the activities. Other PSTs video recorded the 

whole process. First, the students watched the DSs. Then, the PSTs conducted a discussion session to 

receive the students’ reflections on the DSs. Finally, the PSTs received the classroom teachers’ 

reflections and critiques about both the DSs and the activities. Throughout the intervention, the PSTs 

wrote three reflective journal entries. I observed the PSTs’ activities and conducted interviews with 

the classroom teachers and elementary school students. In the 15th week, I collected the post-

intervention data from the participants, including the survey and interviews.   

Data Collection 

Survey. A survey (see Appendix A) was developed to test the PSTs’ knowledge levels and 

skills about digital storytelling and to determine their progress during the intervention. The content 

validity of the survey was achieved by receiving feedback from three experts who were studying both 

children’s literature and instructional technology. I refined and revised two items in which the experts 

detected wording problems. The final survey included 13 questions, and all the PSTs (n =71) answered 

it as a baseline and post-intervention instrument.   

Interviews. Before, during, and after the intervention, semi-structured interviews were 

conducted with all the PSTs (n =71) to learn their perceptions and the modification needs of the 

intervention. The PSTs were asked to evaluate the pros and cons of the workshop sessions, their own 

efforts in the DS production process, the effectiveness of their activities in the elementary school 

classrooms, and the lessons they learned from this experience. In addition, between the 12th and 15th 

weeks, I observed 10 PSTs’ activities in the elementary schools and conducted semi-structured 

interviews with these 10 PSTs, 8 classroom teachers, and 60 elementary school students. As I spent a 

significant amount of time with the PSTs, my role was a participant-as-observer (Gold, 1958) for 

them. In addition, as Gold indicated, my position was an observer-as-participant for the elementary 

school students and the in-service teachers because I only spent a brief amount of time with them. In 

the interviews, the participants were first asked general questions to learn their ideas about the DSs, 

followed by specific questions about the components of DSs (content, voice, images, etc.).  

Reflective journals. At the beginning, in the middle, and at the end of the intervention, the 

PSTs (n =71) wrote three reflective journal entries. They reflected on their needs and expectations 

from the workshops, on the quality of DSs and DS-related activities conducted in the classrooms, and 

on the place of digital storytelling in their future professional careers.   
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The prosodic speaking rubric. The PSTs (n =71) evaluated their peers’ and their own 

recorded voices by using the Prosodic Speaking Rubric. The literature was reviewed (Keskin, Baştuğ, 

& Akyol, 2013; Rasinski, 2004; Ulusoy et al., 2011; Zutell & Rasinski, 1991) to develop the rubric. 

Then, three experts who were studying children’s literature and literacy provided feedback on the 

rubric items. The final rubric contained 10 Likert-type items.   

Oral responses. The students’ oral responses about the DSs were received by adapting and 

using the experiential, aesthetic, cognitive, and interpretive prompts developed by Hancock (2008), as 

follows: 

(1) What message did this DS have for you? (Interpretive) 

(2) If you were (name of a character), what would you do in this situation? (Cognitive) 

(3) How did this DS make you feel? (Aesthetic) 

(4) How did you relate this DS to your own life? (Experiential) (pp. 278–279) 

Data Analysis 

In this study, the data collected from the teachers, PSTs, and students were analyzed 

constantly to judge the effectiveness of the intervention. After the intervention was over, a 

retrospective analysis (Cobb, Confrey, diSessa, Lehrer, & Schauble, 2003) was conducted, and the 

data set was analyzed again to check the accuracy and to increase the trustworthiness of the initial data 

analysis procedure. I used open, axial, and selective coding procedures (Strauss & Corbin, 1998, 

pp.101–161) to analyze the interviews, reflective notes, and surveys (see Appendix B).  

In cross-comparisons, I used the following constant comparative analysis steps created by 

Ulusoy (2019, p.757) by adapting from Boeije’s (2002, p.395) analysis procedure.  

(1) Comparisons within the same data collection method for the same subject (comparing the 

paragraphs or passages within the same PST’s interviews and comparing the same PST’s 

interviews in different time periods, etc.). 

(2) Comparisons between the different subjects within the same data collection method 

(comparing the students’ interviews with each other, etc.). 

(3) Comparing the different data collection methods with each other (comparing the results of 

student interviews, surveys, etc.). 

(3a) Comparing the different baseline data collection methods with each other.  

(3b) Comparing the different post-intervention data collection methods with each other.  

(4) Comparisons between the baseline and post-intervention data. 

The baseline and post-intervention surveys, content analysis of the DSs, and reflective 

journals were presented by using the frequency and percentage scores. The paired-samples t-tests were 

also performed to compare the PSTs’ scores on their own and on their peers’ prosodic speaking skills. 

I analyzed all the PSTs’ (n =71) recorded activity videos to assess the students’ oral responses to the 

DSs and used Wollman-Bonilla and Werchadlo’s (1995, pp. 564–565) categorization to analyze the 

frequencies of their responses. 

A second coder holding a PhD degree in the literacy field independently coded 20% of the 

randomly selected interviews, surveys, activity videos, and reflective journals. Before the analysis, a 

three-hour training session was provided to the coder. As Miles and Huberman (1994, p. 64) stated, 
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intercoder agreement scores higher than 90% demonstrate the reliability of the coding procedure. We 

discussed the differences with the coder and reached intercoder agreement scores of at least 94% for 

the teacher interviews and at most 100% for the reflective journals. These scores showed that the data 

analysis of this study was reliable.   

Rigor 

In this study, I followed Reinking and Bradley’s (2008, pp. 54–61) seven benchmarks to 

ensure the methodological rigor of formative experiments. For example, I collected multiple sources 

of data; used multiple theories; included all of the defining characteristics of formative experiments 

(intervention-centered, theoretical, goal-oriented, etc.); and left adequate time for the research, which 

was 15 weeks.  

IMPLEMENTATIONS AND MODIFICATIONS OF THE INTERVENTION TO 

ACHIEVE THE PEDAGOGICAL GOALS 

In this section, I investigated the third and fourth questions of the formative experiment. In 

addition, pre-and post-test results are compared, and the implementation process of the intervention 

and analysis of the DSs are presented.  

Modifications of the Intervention 

In the first week of the intervention, I conducted a discussion session with the PSTs about 

copyright-related issues. I intended to help them understand the fair use of materials (images, photos, 

etc.) created by other people. During the discussion, nearly all the PSTs (n =69) saw the images 

downloaded from the Internet as a major copyright-related issue. For instance, one female PST 

explained in an interview: 

I thought that I could use some images and pictures from the Internet, but I had many 

questions after gaining knowledge about the copyright and fair use of Internet sources. The 

images downloaded from the Internet may adversely affect the authenticity and originality of 

my DS. 

The majority of the PSTs (n =62) also stated that as the DSs developed in this intervention 

were about children’s literature, it was difficult to find images from the Internet that were well-suited 

to the context and theme of their stories. In addition, the PSTs (n =54) indicated that the continuity of 

the characters—the similarity of the physical properties of the characters in different settings—is very 

important in the DSs developed for children. In one of the interviews, a male PST explained: 

If I use a hand-drawn picture of a character in one setting and use a photo from the Internet to 

represent this character in a different setting, the students cannot follow the character and 

her/his actions. In addition, the students find it ridiculous if the physical properties of the 

characters change. It is very difficult to find pictures or images to depict the settings of my 

DS. I have to create my own images and pictures to give the correct messages and to depict 

the settings effectively. 

As a result of the discussion of the copyright issue, the first modification of the intervention 

was the use of original pictures and images created by the PSTs themselves. We decided that the PSTs 

would draw pictures, or, especially for the landscape settings, they would take their own photos by 

using their smart phones or digital cameras. The analysis of the 71 DSs revealed that the PSTs used 

741 images in total, and 569 of them were hand-drawn pictures created using crayon, pencil, colored 

pencils, markers, or the collage technique (see Appendix C for sample screenshots from the DSs). The 

other images were (n =172) generally the landscape photos that were taken by the PSTs themselves. 

Only one PST did not draw images and only used the photographs he took. These results show that the 

PSTs embraced the modification about using original images for their DSs.   
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After the DSs were created, the PSTs needed to receive opinions on their prosodic speaking 

skills, so the second modification was about leaving time to receive their peers’ assessments of these. 

In weeks 9 and 10, the PSTs read aloud their stories by following the prosody rules and recorded their 

voices. Then, they assessed at least one of their peer’s and their own prosodic reading skills of the 

stories using the Prosodic Speaking Rubric (see Table 2). All the PSTs found this process very useful 

to improve the speaking quality of their DSs. For instance, one PST recorded in her reflective journal, 

“My friends watched my DS and found my speaking speed too fast. Then, I decided to edit my DS. 

Mainly, I decreased my speaking speed. My friends helped me to increase the quality of my DS.”  

The paired-samples t-tests were performed to compare the prosodic speaking scores of the 

DSs produced by the PSTs themselves and by their friends (see Table 2).The results revealed only one 

significant difference between the PSTs’ scoring of their own (M =3.44, SD =0.63) and one of their 

peer’s prosodic speaking (M =3.62, SD =0.57) for the fifth item, which is “speaking by considering the 

punctuation and spelling rules of the text,” t (70) = -2.84, p < .05. When the PSTs’ own (M =34.10, SD 

=4.15) and their peer’s (M =34.45, SD =4.38) total prosodic reading scores were compared, the results 

revealed that there was no significant difference, t (70) = -.77, p > .05.  Considering the maximum 

possible score of the rubric, which is 40, the PSTs assessed their own and their peers’ prosodic 

speaking skills as very high. The interviews with the PSTs revealed similar results, and the PSTs 

evaluated their own and their peers’ prosodic speaking skills as very good.    

Table 2. The PSTs’ Paired Samples t-Test Scores on the Prosodic Speaking Rubric  

 

Items 

My own prosodic 

speaking 

My peer’s 

prosodic speaking 
  

 M SD M SD t p 

1. Producing appropriate stress and intonation 

patterns while speaking 
3.38 0.66 3.39 0.69 -.16 .871 

2. Using a clear and understandable voice 3.61 0.55 3.49 0.73 1.11 .270 

3. Adjusting the speed of one’s speech to the 

meaning of the text 
3.30 0.70 3.39 0.75 -.88 .382 

4. Reflecting on the emotional state of the 

characters (joy, enthusiasm, etc.) 
3.32 0.82 3.24 0.76 .77 .442 

5. Speaking by considering the punctuation and 

spelling rules of the text 
3.44 0.63 3.62 0.57 -2.84 .006 

6. Speaking with appropriate pronunciation and 

accents 
3.39 0.67 3.38 0.80 .13 .890 

7. Controlling the volume of one’s voice while 

speaking 
3.44 0.69 3.54 0.58 -1.22 .226 

8. Producing error-free speech 3.46 0.71 3.51 0.71 -.55 .581 

9. Projecting self-confidence by one’s tone of voice  3.49 0.61 3.52 0.63 -.36 .718 

10. Reading the stories with a rhythm like natural 

talking 
3.27 0.70 3.37 0.72 -1.18 .239 

Total 34.10 4.15 34.45 4.38 -.77 .442 

Note: A five-point Likert scale was used: 0 = Never, 1=Rarely, 2= Sometimes, 3= Often, 4= Always N=71. df 

=70. Maximum possible score is 40.  

 

These two modifications motivated the PSTs in the development of their DSs. The idea of 

creating fully original stories and images, using their own DSs to conduct activities in authentic 

classroom settings, and receiving students’ and teachers’ critiques on these products motivated the 

PSTs and helped them to stay on task and to increase the quality of their DSs. These modifications 

also helped me to achieve the educational goals of this formative experiment. For example, the first 

and second goals—helping the PSTs to create DSs and to conduct activities in the elementary schools, 

and receiving the students’ and teachers’ reactions to these products—were achieved. The results 

showed that none of the PSTs left the intervention. At the end of the study, all 71 PSTs were able to 

create original DSs and to use them as educational tools in the elementary school classrooms.  

Comparing the Baseline and Post-Assessment Data 

Baseline data. The baseline survey, interviews, and reflective journals revealed that none of 

the PSTs had theoretical knowledge and practical experience in digital storytelling. For example, they 
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could not answer the DS-related questions of the survey. As the PSTs had already taken the courses 

Children’s Literature and Emergent Literacy, they had basic knowledge about the story elements, 

quality indicators of the stories, and prosody, but they had very limited knowledge and experience 

about the artistic elements of the stories. The PSTs stated that they had minimal authoring experience 

for elementary school students, but they did not have any teaching experience using these written 

products as instructional tools. The PSTs also did not have any theoretical knowledge about the types 

of oral responses.  

Post-assessment data. The post-assessment survey, interviews, and reflective journals 

revealed that the PSTs increased their TPACK knowledge and experience.  

Content knowledge. In individual interviews, most of the PSTs (n =69) stated that they 

improved their content knowledge, such as the story and artistic elements and types of DSs. The PSTs 

also had a chance to use the story elements in creating an original story. For instance, one female PST 

said in an interview: 

I already had prior knowledge about the story elements from my previous course in Children’s 

Literature, but this intervention gave me a chance to improve my theoretical knowledge about 

the stories. I had a chance to use this theoretical knowledge in creating an original DS. This 

intervention allowed me to build a bridge between theory and practice. 

Table 3 reveals that the average length of the DSs, 3.85 minutes, is consistent with the time 

periods indicated in the literature. As Robin (e.g., 2008a, 2016) stated, most of the DSs are between 2 

and 10 minutes. As seen in Table 3, the PSTs’ average length of time to conduct the digital storytelling 

activities in the elementary school classrooms is 16.75 minutes.  

Table 3. The Length of the DSs and PSTs’ Activities 

Length n Min. Max. M SD 

The length of the DSs in minutes 71 1.17 11.00 3.85 1.71 

The length of the PSTs’ classroom activities in minutes 71 4.11 41.14 16.75 7.16 

 

The analysis of the DSs revealed that the most frequent characters were children (n = 49), 

animals (n =33), mothers (n =25), fathers (n =11), and friends (n =7). The most frequent animal 

characters were dogs (n =5), birds (n =5), and fishes (n =4). The analysis of the DSs showed that 22 

DSs (30.99%) included three main characters, 48 DSs (67.61%) included two main characters, and one 

DS (1.41%) included only one main character. These results show that the PSTs tried to use the 

theoretical knowledge learned from the workshops on their DSs. For example, as indicated by Lynch-

Brown, Tomlinson, and Short (2014), the majority of the PSTs included one or two main characters in 

their stories, and they most frequently chose the characters that were similar in age and physical 

appearance to the target audience of the DSs, which were children aged 6–10, or they chose 

personified animals for their DSs.   

In addition, “a theme is more easily understood if it is stated in a complete sentence” 

(Anderson, 2013, p.39). Table 4 reveals the themes of the DSs as complete sentences. The table shows 

that the PSTs most frequently chose themes about listening to the advice of their parents (n =12) and 

treating animals well (n =10). The PSTs stated that these themes were inspired by their own life 

experiences (n =45), from the picturebooks they had read before (n =10), and from the experiences of 

their friends (n =9) and relatives (n =7). 

Table 4. The Themes of the DSs 

Themes n 

1. We should listen very carefully to the advice of our parents. 12 

2. We should treat animals well. 10 

3. We should help people when they need our help.  8 

4. As students, we must meet our responsibilities. 3 

5. We should take good care of our teeth. 3 

6. Balanced and adequate nutrition is important for our health. 3 
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Note. Frequencies below 3 were not included in the table. 

 

The analysis of the DSs showed that 25 (35.21%) had on-screen written texts, whereas 46 

(64.79%) did not. Half of the PSTs (n =23) who were creating the DSs for second and third graders 

used on-screen written messages. These PSTs indicated in individual interviews that written messages 

can improve the students’ comprehension of the DSs. The other PSTs (n =46) indicated that the 

students’ listening skills were enough for them to understand the messages, and the on-screen written 

texts might distract their attention or hinder their joy of watching the DSs.   

The PSTs were asked to state their choice of storytelling style—parallel or interdependent 

(Agosto, 1999). The majority of the PSTs (n =57, 80.28%) stated that they tried to improve the 

students’ comprehension by creating parallel DSs, in which the pictures, texts, and recorded verbal 

messages tell the same story simultaneously for the same setting. The other PSTs (n =14, 19.72%) 

who used the interdependent storytelling style indicated that readers have to consider all kinds of 

messages (textual, pictorial, or verbal) concurrently to comprehend the settings, because if the students 

separately examine pictures, texts, and recorded verbal messages, there is a chance they may not fully 

understand the DSs. The PSTs also stated that they wanted to develop the students’ inference skills by 

using the interdependent storytelling style. Twelve out of 14 PSTs created their interdependent DSs 

for third and fourth graders. For instance, one female PST said in an interview: 

My target audiences were fourth graders. The parallel storytelling style would be very simple 

for them...I used the interdependent storytelling style so that these students could make 

inferences and bring together pictures and sounds to extract meaning. My aim was to improve 

their comprehension skills. 

The PSTs used colored pencils (n =41), pencils (n =32), real photos (n =29), markers (n =19), 

crayons (n =17), and the collage technique (n =9) to create the illustrations. Nearly half of the PSTs (n 

=35, 49.30%) stated that they wanted to illustrate important settings, 22 (30.99%) wanted to illustrate 

all settings, and 14 (19.72%) preferred to illustrate settings with speech dialogues. The PSTs stated 

that the illustrations helped them to portray the characters’ gestures, facial expressions, and emotions, 

such as joy and sadness (n =64), and that the illustrations helped the students to visualize the different 

settings in their minds (n =55). The PSTs also indicated that the illustrations helped to improve the 

students’ comprehension of the DSs (n =52) and to relate to the similar feelings of the characters (n 

=29).  

The PSTs were asked to consider the rubrics (e.g., Barrett, 2005), to evaluate the DSs, and to 

grade them. When the arithmetic mean was calculated, it was observed that they gave themselves 

96.61 out of 100. Drawing pictures (n =35) and writing stories (n =10) appropriate to the students’ 

grade levels were the two most frequently stated content and pedagogical knowledge-related 

difficulties that the PSTs experienced during the digital storytelling creation process.   

Pedagogical knowledge. In the reflective journals, the PSTs stated that, during the 

intervention, they gained important pedagogical knowledge and experience. For example, they learned 

how to use the principles of prosodic speaking (n =71), how to conduct activities using the DSs in 

authentic classroom environments (n =68), how to assess students’ oral responses (n =65), and how to 

create literary stories suitable to the comprehension levels of the students (n =48). One PST recorded 

the following entry in her journal: 

The intervention topics helped me to improve my theoretical knowledge, but I developed my 

real pedagogical knowledge by using my own DS in the elementary school  classrooms. I 

learned a lot from the classroom teacher’s and the students’ reactions to my  DS. I also 

learned important pedagogical experiences and inferences for my future career.  For example, 

I learned that combining voice, pictures, and written messages in a movie-like story increases 

students’ motivation, interests, and achievements. 



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

© 2020 INASED 

378 

The interview results (n =71) and reflective journals (n =70) revealed that the PSTs saw the 

DSs as very useful and efficient pedagogical tools that can be used to improve students’ 

comprehension in an enjoyable way. The PSTs (n =68) stated that during the activities, most of the 

students could talk about the literary elements (plot, characters, etc.), retell the DS content in the right 

sequence, participate in discussions, and comprehend the themes and main ideas of the DSs. The 

reflective journals written at the end of the intervention revealed that the PSTs (n =71) saw learning 

how to create effective DSs as the most important contribution of this intervention. They felt confident 

in their skills to create DSs and to conduct effective activities using the DSs in classroom 

environments. All the PSTs (n =71) stated that the digital storytelling creation process was an 

enjoyable and fun experience for them and that they will use DSs in their future classrooms. 

Technology knowledge. In the individual interviews, all the PSTs stated that the intervention 

helped them to increase their technological knowledge. None of the PSTs had prior experience in 

creating DSs. During the intervention, they learned how to use the Microsoft Photo Story 3 for 

Windows software to create DSs and how to create storyboards. In addition, the PSTs put their 

theoretical knowledge into practice creating their DSs, and they realized the importance of quality 

voice recordings and of creating attractive images. In one of the interviews, a male PST said: 

By participating in the workshops and by creating a DS, I could increase my  technological 

knowledge and experience. For instance, I learned how quality pictures  made a difference and 

how good and poor quality microphones affected the sound quality  of my DS...I will use 

Photo Story software in my future teaching career. 

Classroom Teachers’ and Students’ Perceptions of and Reactions to the DSs and 

Activities 

The reflective journals revealed that the PSTs received comments from the 21 teachers. For 

instance, as positive comments, the classroom teachers found that the PSTs’ prosodic speaking skills 

were very efficient (n =19) and that the DSs used in their classrooms were excellent instructive tools 

to develop students’ content and aesthetic skills (n =19). In addition, the in-service teachers thought 

that the illustrations were impressive and beautifully drawn (n =17), that the DSs were very useful to 

develop students’ empathy skills (n =10), and that the themes of the DSs were suitable to the students’ 

grade levels (n =9). As for negative comments, the in-service teachers thought that the speaking 

speeds of the PSTs were too fast (n =2) and that the durations of the DSs were too long (n =2). The 

PSTs’ reflective journals (n =71) showed that all the in-service teachers liked to watch the DSs, and 

they asked the PSTs many questions about the production phases of the DSs. All the interviewed in-

service teachers (n =8) also found the digital storytelling-related activities as very useful for the 

students. For example, one in-service teacher said in an interview: 

I watched two PSTs’ DSs and found them very useful and instructive. The story, illustrations, 

sound, and movie-like products attracted the students’ attention. They watched them with a 

high concentration. The students were very eager to participate in the discussions.  

During the activities, the PSTs asked the students whether they liked the DSs or not. The 

analysis of the PSTs’ journals and video records revealed that most of the students (n =523, 96.14%) 

liked to watch the DSs. They liked the stories (n =478), illustrations (n =462) and the PSTs’ prosodic 

speaking skills (n =436). Nearly half of the  PSTs (n =34) stated that the students felt very special 

when the PSTs said the DSs were created for them and that they asked the PSTs many questions about 

how to create the DSs, how to create the illustrations, how to record voices, and which software to use. 

Most of the students (n =492) asked these questions to learn how to create their own DSs. For 

instance, one fourth grader stated in an interview, “I really liked to watch the DS. I especially liked the 

hand-drawn animal characters... I would like to create a DS about spaceships. The most difficult part is 

to draw pictures, but I can easily draw spaceships.”   
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The students’ oral responses during the activities were analyzed using Wollman-Bonilla and 

Werchadlo’s (1995, pp. 564–565) reader-centered and text-centered categories (see Table 5). 

Wollman-Bonilla and Werchadlo developed their classification to analyze students’ responses to 

books. In the current study, because the students watched the DSs and, at the same time, read the 

written on-screen messages, if the DSs had any, I renamed Wollman-Bonilla and Werchadlo’s reader-

centered responses category as the viewer/reader-centered responses and renamed the text-centered 

responses category as the DS-centered responses. The analysis of the video records of the PSTs’ 

activities revealed that the majority of the students gave viewer/reader-centered oral responses 

(76.52%), meaning that the students made explicit connections between their personal experiences and 

the DSs. The most frequently given viewer/reader-centered response type related to experience 

(37.43%), which implies that the students made connections between the events depicted in the DSs 

and their similar and different experiences. In addition, questions (13.54%) were the most frequent 

DS-centered responses. This means that the students had questions about the characters, themes, or 

illustrations (see Table 5).   

Table 5. The Students’Oral Responses to the DSs 

Responses to the DSs n % 

DS-centered responses 170 23.48 

    Retelling 25 3.45 

    Understanding characters 40 5.52 

    Question 98 13.54 

    Prediction 7 0.97 

Viewer/reader-centered responses 554 76.52 

    Personal reaction 180 24.86 

    Relating to experience 271 37.43 

    Self in story 103 14.23 

Total 724 100 

   

CHANGES IN THE INSTRUCTIONAL ENVIRONMENT 

The reflective journals and the video records revealed that 19 PSTs changed the seating 

arrangement of the classrooms. In the individual interviews, the PSTs stated that the U-shaped 

classrooms improved the communication between the students because they could see both the DSs 

and their friends’ oral and nonverbal reactions easily.   

UNANTICIPATED EFFECTS OF THE INTERVENTION 

The analysis of the reflective journals revealed that nearly all the PSTs (n =70) expressed their 

appreciation of participating in the workshops and learning how to create a DS, which may be 

considered an expected result. However, the elementary school students’ and in-service teachers’ 

questions to the PSTs and to me, and their efforts to create their own DSs were the unanticipated 

effects of the intervention. As Laughlin and Winkley (2007) indicated, the teachers and students had a 

story to tell, and they thought that the DSs were a suitable medium with which to organize and share 

their messages. Individual interviews with the PSTs revealed that, even though it was not an intended 

aim of this study, many elementary school students (n =49) learned from the PSTs how to use 

Microsoft Photo Story 3 for Windows and to create their own personal DSs. In addition, four in-

service teachers requested help from the PSTs to conduct digital storytelling projects with their 

students.  

DISCUSSION 

The results showed that the educational goals of this study were achieved. First, all the PSTs 

participated in the workshops and created original DSs in the area of children’s literature. They wrote 

their own stories, used their own voices, and drew their own illustrations or used their own photos to 

make the DSs original. The PSTs evaluated the digital storytelling creation process as an enjoyable 

experience and were eager to use the DSs in their future classrooms, which is congruent with the 

literature (e.g., Karakoyun & Yapıcı, 2016; Kobayashi, 2012; Shelton et al., 2017). The results also 
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showed that the students and the teachers liked to watch the DSs. This result is consistent with the 

previous studies because it is well-documented in the literature that students and in-service teachers 

have positive opinions about digital storytelling (e.g., Smeda et al., 2014; Yılmaz et al., 2017) and that 

the DSs provide fun for both the PSTs and students (e.g., Demirer & Baki, 2018; Kocaman-Karoglu, 

2016; Yee et al., 2018). The results of this study revealed that the students could comprehend the main 

ideas, talk about the literary elements (characters, plot, etc.), and participate in the discussions. Parallel 

to this result, the in-service teachers also found the DSs very useful and instructive tools. Many 

scholars (e.g., Dogan & Robin, 2008; McLellan, 2006; Morgan, 2014) have also stated that educators 

and teachers can use digital storytelling in different content areas and that these tools are valuable to 

teach students 21st century skills, which Robin (2008b) listed as digital, global, technology, visual, 

and information literacy.  

Second, as planned, the DSs were used as a tool to receive PSTs’, students’, and teachers’ 

reflections. Previous studies showed that digital storytelling could be used as a reflection tool by 

teachers, students, and PSTs (e.g., Demirer & Baki, 2018; Yuksel-Arslan et al., 2016). In this study, 

during the production phase of the DSs, the PSTs reflected on their ideas and thoughts about their own 

and their peers’ DSs. The dialogue among the PSTs helped them to stay on task and to increase the 

quality of their DSs. It is interesting to note that the PSTs combined Robin’s (2006) two different 

storytelling styles—personal narratives and stories that inform or instruct—in their DSs. They most 

frequently narrated their own experiences or the key events of their own lives in their DSs in order to 

give the students important didactic or informative messages, such as listening to the advice of their 

parents and treating animals well. The students were very eager to watch the DSs and to talk about 

them. The majority of the students also gave viewer/reader-centered responses to the DSs, which 

meant the students responded to the PSTs’ sharing of their personal experiences and stories by making 

connections with their own lives and experiences. The results confirmed that, as Ribeiro (2017) 

indicated, the interaction between the PSTs as the authors and creators of the DSs and the students as 

the audience, or the interaction among the students about the DSs, fostered the discussions and 

reflections. It can therefore be concluded that the DSs helped the PSTs to build a bridge between their 

own and the students’ personal experiences and interpretations of the events depicted in the DSs.   

The previous studies (Harriman, 2011; Kildan & Incikabi, 2015) showed that the digital 

storytelling creation process can help PSTs enhance their TPACK knowledge. Similarly, the 

intervention of this formative experiment helped the PSTs to increase not only their TPACK 

knowledge but also their practices. The PSTs used the children’s literature-related TPACK knowledge 

in practice. For example, as indicated by the scholars studying in the area of the children’s literature 

(e.g., Lynch-Brown et al., 2014; Russell, 2005), the PSTs most frequently chose child characters that 

were similar to the target audience or animal characters to arouse the students’ interest in the DSs. In 

addition, they generally followed the time limits of the DSs indicated by the scholars (e.g., Robin, 

2008a), created the storyboards, and used the suggested software to generate the DSs.  

As mentioned previously, Agosto (1999) named the storytelling styles as parallel and 

interdependent. In this study, the majority of the PSTs chose parallel storytelling. The results also 

showed that 14 PSTs selected interdependent storytelling, and 12 of them created their DSs for the 

third and fourth grades. These PSTs expected these younger students to interpret the pictorial, textual, 

and verbal messages to make meaning. It can thus be concluded that the PSTs took into consideration 

the students’ grade levels and cognitive potentials while planning the combination of pictures, texts, 

and verbal messages for the settings of the DSs.   

A review of the literature did not reveal any research studies that used the TPACK and 

formative experiment frameworks to create DSs and used these products in authentic classroom 

environments. The results of this study therefore make important contributions to the practitioners and 

to the literature. First, the results extend the literature by providing important empirical evidence about 

the PSTs’ knowledge and practices in creating DSs in the area of children’s literature. For example, 

this study revealed the PSTs’ preferred storytelling style and their efforts to create original DSs. 

Second, the formative experiment approach allowed me to present the modifications of the 

intervention. These modifications and the intervention topics can provide important and useful hints 
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for teacher educators to enable their PSTs to create original DSs in the areas of children's literature and 

language arts. Finally, the theoretical framework of this study can give scholars important ideas for 

developing digital storytelling-related interventions in other content areas.  

LIMITATIONS 

In this study, the in-service teachers and students did not participate in the workshops and only 

watched the final products. The future formative experiments should include them as designers of the 

DSs.   

CONCLUSION 

This study helped the PSTs to increase their TPACK knowledge and practices. The PSTs told 

their own original stories with their own prosodic voices and mostly hand-drawn illustrations and 

conveyed to the students didactic and informative messages with these children’s literature-related 

DSs. Even though the PSTs experienced some difficulties in the different phases of the digital 

storytelling creation process, such as writing the stories and drawing the illustrations, considering the 

students’ grade levels, the idea of creating original DSs for the students gave the PSTs motivation and 

encouragement to do their best. In the end, the students and teachers had very positive reflections on 

and responses to these original DSs. As teacher educators, we should help PSTs tell their stories by 

creating original DSs and encourage them to share these valuable products with students and teachers 

in authentic classroom environments.    
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APPENDIX A  

SURVEY 

1. What is digital storytelling? Please explain. 

2. Please list the types of DSs. 

3. Please list the literary and artistic elements of the stories. 

4. How do you judge the quality of stories created for the students? Please explain. 

5. Do you have the ability to write stories for elementary school students? 

6. Do you have the ability to draw pictures? 

7. What are parallel and interdependent storytelling?  

8. How can the qualities of the DSs be evaluated? Please explain. 

9. How can teachers assess students’ comprehension levels of the stories? 

10. How and for what purpose do teachers assess students’ retellings, reflections, and 

responses? 

11. What is prosody? Please explain. 

12. Have you ever used the software Microsoft Photo Story 3 for Windows? * 

13. Have you ever created a DS? If your answer is yes, please explain how and for what 

purpose you created it.* 

12. Do you think that you have the ability to create a quality DS? ** 

13. Do you have an intention to teach the digital storytelling creation process to your future 

students? ** 

 To avoid repetition:  

*These questions were not included in the post-survey. 

**These questions were not included in the baseline survey. 
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APPENDIX B 

Table 1. An Example of a Coding Table 

Codes Baseline 

Survey 

 

Interviews 

with the 

PSTs 

Interviews 

with the In-

service 

Teachers 

Interviews 

with the 

Students 

PSTs’ 

Reflective 

Journals 

Researcher’s 

Observation 

Notes 

Post 

Intervention 

Survey 

The 

continuity 

of the 

characters 

       

Creating 

original 

pictures and 

images 

       

PSTs’ own 

prosodic 

speaking 

skills  

       

Their peers’ 

prosodic 

speaking 

skills 

       

 

 

 

Discussions / Modifications – Selective Code 

  

 

 

The copyright issue – Axial  Code  Prosodic speaking skills – Axial Code 

 

 

The continuity of 

the characters –

Open Code                         

 Creating original 

pictures and images –

Open Code    

 PSTs’ own 

prosodic speaking 

skills – Open Code 

 Their peers’ prosodic 

speaking skills – Open 

Code           
 

Fig 1. An Example of a Coding Diagram 
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APPENDIX C 

Sample screenshots from the digital stories 

 
 

1) The name of the DS is The Little Birdie (Minik Kuş). A 

female PST used colored pencils to create the drawings. 

The DS included typed texts. 

 
 

2) The name of the DS is Aleyna’s Dream (Aleyna’nın 

Rüyası). A female PST used markers and crayons to 

draw the pictures. In addition, she used a collage 

technique and glued the materials onto the pages. 

 
 

3) The name of the DS is Water Buffalos (Mandalar). A 

male PST used a pencil to draw the pictures. 

 

 
 

4) The name of the DS is If We Are Determined 

(Azimli Olursak). A female PST used a pencil to draw 

the pictures. 

 
 

5) The name of the DS is A Herd Without a Shepherd 

(Çobansız Sürü). A female PST used a collage technique 

to create the illustrations. 

 
 

6) The name of the DS is Emre’s Homework 

(Emre’nin Ödevi). A male PST used a pencil and 

crayons to draw the pictures. The DS included 

handwritten texts. 
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