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Abstract 

This study was conducted to investigate the problematic behaviors of preschool students studying in 

public and private schools according to certain variables. The research was carried out with 300 

students and their parents in private and public kindergartens. A demographic information form 

prepared by the researcher was used to collect the data. The Preschool and Kindergarten Behavior 

Scale was used. Pearson Correlation Analysis was used to analyze the data obtained for behavioral 

problems and social skills, univariate t-test for the significance of the difference between the scale 

scores of the groups by one-way analysis of variance, and the result was a significant negative 

relationship between problem behaviors and social skills. Significant differences were observed 

between students’ age, number of siblings, birth order, media usage, private or state education, their 

parent’s marital status, their family’s level of education and economic status, size of family, and 

students’ behavior problems and social skills sub-dimensions. However, no significant difference was 

observed regarding the gender of the children. 
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INTRODUCTION 

The self-acceptance of an individual in society depends on the healthy communication they 

establish. Social skills are the bridge in establishing this communication. The ability of an individual 

to adapt and be social and interact with friends and environment are indicators of social skills and 

social development (Çubukçu & Gültekin, 2006: 155-156). Full social development means a conscious 

adult. For conscious adulthood, preschool education, socialization, help, and communication skills 

throughout the life of the individual will be carried to his or her life (Yalçın, 2010). It is also useful if 

the family is supported in the school, and if this harmony is not achieved, there may be difficulties in 

internalizing appropriate behaviors (Temizdemir, 2018). 

Problematic behavior is when difficulties experienced by children begin to attract attention. 

What is crucial here is whether the child undergoes a normal developmental process in the family 

environment. The first environment within which children to gain social skills is the family. 

Experiences in the early years are the basis of gains in the following years. Children learn by doing, 

through experiences in life, and healthy communication with the family; the education they receive 

will shape their future lives and social interaction in a significant way. As the second social 

environment, schools contribute to the development of children in addition to aiding the formation of a 

safe and peaceful environment and values within the family (Çağdaş & Seçer, 2002; Özbey, 2010). 

It is the school and teachers of the school, which are the second environment within which 

active learning takes place. Fully equipped and trained teachers are needed to make a positive impact 

on the child in the classroom. Because of teachers who shape and direct children, teachers must be 

prepared for the problem behaviors they may face and form a strategy. Childhood is essential for 

children, and the aim of the family and the teacher is to help them develop conscious behaviors to 

learn and to build self-esteem, compassion, respect, and tolerance in their relationships with others 

(Νικολάος & Κόνζολαρ, 2009; cited in Secher, 2014). The school, which is the systematic process of 

education, is one of the most important social institutions that individuals encounter after family 

(Özkan, 2008: 1). Schools aim to ensure that students develop in every way and to train successful and 

happy individuals. The first step taken by children in school life is preschool education  Preschool 

education is a process of learning that provides rich stimuli appropriate to children’s cognitive, mental, 

social, and self-care characteristics and directs all their development. Considering that teachers can 

inspire children in preschool education institutions and are their role models, teachers have an 

essential duty and responsibility in this critical period (Aral, Kandır & Yarar, 2000). 

In preschool years, children need to gain acceptance in society, as are adults, exhibit positive 

behaviors while communicating, obey the rules in the classroom, be sensitive to their friends, express 

their feelings with ease, and control themselves. Individuals with successful social behaviors do not 

have difficulty communicating and can work cooperatively; they tend to be happy and calm. At the 

same time, they can protect themselves from negativity, are sensitive to the rights of others, and are 

easily accepted in society. Having social skills enables this (Ceylan & Özyürek, 2014). When children 

first enter the school environment, they realize that this new environment is different and that it has 

rules to be followed. In this period, children learn to protect themselves, to share, to protect their 

rights, and not to harm others physically and emotionally while building their knowledge.” (Yavuzer, 

2006). 

From infancy, children develop their social skills when communicating with parents. Their 

social skills continue to develop as they interact within their social environment. As soon as a child 

steps into school life, social development accelerates. As a contribution to social development, school 

life enables the child to learn the required social rules, such as love, respect, benevolence, and 

sensitivity. The family must meet the essential needs (love, respect, support) in raising a healthy 

individual, and the healthy relationship between the child and the family is necessary for the child to 

develop his/her communication skills (Tarkoçin & Tuzcuoğlu, 2014). The second environment, 
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namely the school, provides essential values to the child, socializes, demonstrates cooperation with the 

family and the environment, and therefore is of great importance (Olcay, 2008). 

The efforts of the family during cooperation with the school is to accept being a parent. This 

acknowledgment enables parents to carry out this duty. All caregivers who are willing to become 

parents are more conscious and sensitive to all problems (Özdemir, 2012). Children who have 

developed social skills are individuals compatible with their parents, avoid quarrels, are excellent 

communicators, can act individually, are accepted by their friends, and do not rely on others to make 

decisions (Özyürek, Begde, & Yavuz, 2014). Children who fail to develop social skills have difficulty 

in peer communication, can be aggressive, reluctant, unable to adapt, confrontational toward elders, 

often look sad and restless and introverted, and have a timid attitude (Birch & Ladd, 1977). Any 

behavior that hinders or prevents the education of the child or others around the child is defined as 

unwanted behavior. It includes any unwanted behavior that harms the child and his environment 

(Armağan, 2010). 

The behavioral management dimension of classroom management makes the teacher 

responsible for paying close attention to the student to replace problem behaviors with positive 

behaviors. The type of student behavior needs to be continually addressed in the context of classroom 

management. Correct identification of unwanted practices in the classroom and the elimination of 

behaviors with appropriate methods and techniques are essential in terms of education and training 

(Kılıçoğlu, 2015). To identify negative student behaviors encountered in the classroom and to 

determine the causes of them and find solutions requires first contacting the family and determining 

the real causes of the problems. Teachers’ classroom management differs as while some adopt class 

management by intervening when problems arise, others utilize approaches to prevent problems. Also, 

the philosophy adopted by the teacher and students’ perceptions indicate the effectiveness of the 

teacher in classroom management (Gündoğdu, 2013). As preschool education is the first stage of a 

child’s school life in terms of children and the basis for future school levels, it is crucial to determine 

the variables that affect problematic behaviors that preschool students can display and the social skills 

they are expected to have. 

This study investigates several variables that affect the problematic behaviors of preschool 

students in public and private schools. 

This research seeks answers to the following questions for this fundamental purpose: 

1. Is there a significant difference in the problematic behaviors of preschool students 

according to variables such as type of institution, gender, living with the elders, togetherness of 

parents, age, number of siblings, and economic status of the family? 

2. Are there any significant differences in the social skill levels of preschool students 

according to variables such as type of institution, gender, living with the elders, togetherness of 

parents, age, number of siblings, and economic status of the family? 

3. Is there a relationship between problem behavior and social skill levels of preschool 

students? 

METHOD 

This study uses a relational survey model, a method of quantitative research methods, to 

examine the problematic behaviors of preschool students in public and private schools according to 

several variables. Survey models aim to describe a situation that has existed in the past or present. The 

general survey model is a survey arrangement looking at the whole or a group, a sample, or a sample 

taken from the universe to make a general judgment on multiple elements. The relational survey model 
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is a research model for determining the existence and degree of change between two and more 

variables together (Karasar, 2010, p.77-81). 

Study sample  

The population of this study, conducted as a quantitative research design, is composed of 300 

children aged between 4-6 years in kindergarten and private kindergartens affiliated to primary schools 

in the district of Çekmeköy in Istanbul and Çekmeköy and their parents in the 2018-2019 academic 

year. The study uses a simple random sampling method. Participation in the study was voluntary. 

Table 1. Demographic information about the participants 

 Variables f % 

Institutions 
Public 138 46,2 

Private 161 53,8 

Age 

3 years 21 7,0 

4 years 84 28,1 

5 years 92 30,8 

6 years 102 34,1 

Gender 
Girl 150 50,2 

Boy 149 49,8 

Number of Siblings 

1 sibling 86 28,8 

2 siblings 142 47,5 

3 siblings 71 23,7 

Are there family elders at home? 
Yes 107 35,8 

No 188 62,9 

Economic Level of the Family 

Low 29 9,7 

Medium 179 59,9 

High 91 30,4 

Are the parents together? 
Yes 239 79,9 

No 60 20,1 

 Total 299 100.0 

 

Three hundred children between 3-6 years participated in this study. 46.2 percent of these 

children are educated in state and 53.8 percent in private institutions. Also, 50.2 percent are girls, and 

49.8 percent are boys. 28.8 percent are single children, 47.5 percent are one of two siblings, and 23.7 

percent are one of three siblings. The mother of 11.7 percent of children is educated to primary school 

level, 11.4 percent to secondary school level, 40.5 percent to high school level, and 36.5 percent 

received a university education. 35.8 percent of the children have a family older than their parents. 9.7 

percent of the families of children receive a low income, 59.9 percent middle, and 30.4 percent receive 

a high income. 

Data Collection Tools 

The Kindergarten and Preschool Behavior Scale (PKBS-2) developed by Merrel and adapted 

to Turkish by Fazlıoğlu et al. (2011) and the demographic information questionnaire prepared by the 

researcher were used. 

Personal Information Form 

After the academic advisor examined the questionnaire, it was prepared and used by the 

researcher. In the survey, questions were asked about the child’s age group, gender, number of 
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siblings, the number of children in the family and child’s birth order, the education level of the family, 

whether family elders live with the child, the frequency of using tablets and watching television, the 

economic status of the parents, and the living status of the parents. 

Preschool and Kindergarten Behavior Scale 

Preschool and Kindergarten Behavior Scale consists of two scales: Social Skills and 

Problematic Behavior. The social skills scale (34 items) consists of three factors: Social Cooperation, 

Social Interaction, and Social Independence. The problematic behavior scale (42 items) consists of two 

elements: Outward Orientation Problem and Inward Orientation Problem. The scale was developed by 

Merrell. The validity and reliability study of the Preschool and Kindergarten Behavior Scale (PKBS-2) 

used in this study was conducted by Fazlıoğlu et al. (2011). The Cronbach’s alpha reliability 

coefficients were calculated whole scale, and its sub-dimensions were higher than .70. 

Social Skills Scale (SSS) 

The scale includes 34 questions that assess the social skills of children aged between 3-6 

years. It consists of three dimensions: social cooperation, social interaction, and social independence. 

1. Social cooperation dimension (SC): Collaboration with the child’s friends and environment 

consists of 12 items, including adaptation, self-control, and the ability to follow instructions given by 

adults. 

2. Social interaction dimension (SIt): This includes items that involve interaction with friends, 

making friends, and acquiring friendship, and some items aimed at the child’s interaction with adults. 

It consists of 11 questions. 

3. Social independence dimension (SId): In general, these items cover social independence 

among friends, while some items cover independence from adults. It consists of 11 questions. 

The Cronbach Alpha reliability coefficient for the whole Social Skills Scale was .95, .91 for 

the first factor (Sc), .87 for the second factor (SIt), and .85 for the third factor (SId). 

Problematic Behavior Scale (PBS): 

There are 42 items in the problematic behavior scale. The scale, which consists of two sub-

factors, is divided into Outward Orientation Problem and Inward Orientation Problem. 

Outward Orientation Problem (OOP): There are 27 items in this dimension. It refers to the 

general expression of aggressive and inconsiderate over-acting behavior. Moreover, the individual 

harms other people. 

Inward Orientation Problem (IOP): This consists of 15 items. It is made up of questions 

regarding inner feelings such as fear, anxiety, and shyness. Moreover, the individual harms himself. 

 The Cronbach’s alpha reliability coefficient for the whole scale was .96, while it was found to 

be .96 for the first factor (OOP) and .89 for the (IOP). 

Data Analysis 

The study used a t-test, one-way ANOVA, and Pearson correlation coefficient analyses. Also, 

simple linear regression analysis was conducted between problem behaviors and social skill level. 
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RESULTS 

Problem behavior and social skill levels of the child were analyzed in line with gender, age, 

number of siblings, number of siblings of the family, birth order, family education status, whether the 

child lived with family elders, the frequency of using tablets and watching television, and the living 

condition of the parents. The following findings were yielded. 

Table 2. Descriptive statistics of the scores obtained from the problematic behavior scale 

 N Min. Max. Mean Sd Variance 

Outward Orientation Problem 299  .26 2.63 1.2489   .60190   .362 

Inward Orientation Problem 299  .33 2.60 1.3175   .55197   .305 

Problem Behaviors Total 299  .31 2.62 1.2734   .56342   .317 

 

The mean score of the scale of the problematic behavior of the children participating in the 

study from the externalizing dimension was 1.25, the average of the scores from the internalizing size 

was 1.32, and the mean score of the problem behaviors scale was 1.27. 

The skewness and kurtosis values of the social skills scale were -.321 and -.167; the skewness 

and kurtosis values of the Problem Behaviors Scale were .224 and -1.064, respectively. Therefore, 

independent samples t-test and one-way ANOVA were used. 

Table 3. t-test results to compare students’ problem behaviors by the type of institution 

 Institution N Mean Sd t p 

Outward Orientation Problem Public 138 .9461 .48328 
-9.090 .001 

Private 161 1.5084 .57262 

Inward Orientation Problem Public 138 .9758 .43114 
-12.081 .001 

Private 161 1.6104 .47043 

Problematic Behaviors Total Public 138 .9567 .43795 
-10.526 .001 

Private 161 1.5448 .51611 

 

There is a significant difference between the children in private and public schools in terms of 

externalizing, internalizing, and subscale scores of the scale of problem behaviors (p <.01). In three 

dimensions, the scores of children in private schools were higher than those of public schools. 

Table 4. t-test results to compare problem behaviors by gender 

 Gender N Mean Sd t p 

Outward Orientation Problem 
Girls 150 1.2440 .66849 

-.141 .888 
Boys 149 1.2538 .52869 

Inward Orientation Problem 
Girls 150 1.3667 .55449 

1.549 .122 
Boys 149 1.2680 .54682 

Problematic Behaviors Total 
Girls 150 1.2878 .60626 

.443 .658 
Boys 149 1.2589 .51838 

 

There was no significant difference between boys and girls in terms of the externalizing and 

internalizing sub-dimensions of the scale of problem behaviors and the scores obtained from the whole 

scale (p> .05). 

Table 5. t-test results to compare problem behaviors according to family elders living together 

with the child 
 A family elder living together 

with the child 
N Mean sd t p 

Outward Orientation 

Problem 

Yes 109 1.3908 .60064 3.245 .001 

No 190 1.1582 .58687   

Inward Orientation 

Problem 

Yes 109 1.5022 .48398 4.638 .000 

No 190 1.2028 .55875   

Problem Behaviors Total Yes 109 1.4306 .54054 3.852 .000 

No 190 1.1741 .55487   



International Journal of Progressive Education, Volume 17 Number 2, 2021 

© 2021 INASED 

7 

There is a significant difference between the children with and without family elders living at 

home in terms of outward-oriented, inward-directed sub-dimensions of the problem behavior scale and 

the scores obtained from the whole scale (p <.01). The average of those who say yes in all three 

dimensions is higher than those who say no. 

Table 6.: t-test results to compare problem behaviors according to parents’ association 
 Are parents together? N Mean df t p 

Outward Orientation Problem 
Yes 239 1,2027 ,61511 

-2,674 .008 
No 60 1,4327 ,51045 

Inward Orientation Problem 
Yes 239 1,2798 ,57352 

-2,377 .018 
No 60 1,4678 ,42811 

Problematic Behaviors Total 
Yes 239 1,2302 ,57778 

-2,670 .008 
No 60 1,4452 ,46814 

 

There was a significant difference between children with and without parents regarding the 

outward-oriented and inward-directed sub-dimensions of the problematic behavior scale and the 

scale’s scores (p <.05). In three dimensions, the scores of children whose parents did not live together 

were higher than those who lived together. 

Table 7. One-Way ANOVA test results to compare problematic behaviors by age 
  Age N Mean sd F p Post-Hoc Test 

Outward Orientation Problem 

 

A-3 years-old 21 1.6896 .51219 

5.224 .002 

A>B 

A>C 

A>D 

B-4 years-old 84 1.2222 .53666 

C-5 years-old 92 1.2903 .58559 

D-6 years-old 102 1.1427 .64607 

Total 299 1.2489 .60190 

Inward Orientation Problem 

A-3 years-old 21 1.6921 .36300 

5.848 .001 

A>B 

A>C 

A>D 

B>D 

B-4 years-old 84 1.3968 .46164 

C-5 years-old 92 1.2978 .56805 

D-6 years-old 102 1.1928 .59709 

Total 299 1.3175 .55197 

Problematic Behaviors Total A-3 years-old 21 1.6905 .44588 

5.484 .001 

A>B 

A>C 

A>D 

B-4 years-old 84 1.2846 .47716 

C-5 years-old 92 1.2930 .56249 

D-6 years-old 102 1.1606 .61286 

Total 299 1.2734 .56342 

 

There was a significant difference between the three, four, five, and six-year-old children in 

terms of scores obtained from the outward orientation subscale of the problem behavior scale (p <.01). 

According to the post hoc test to determine the causes of the difference, the average score of three-

year-old children was higher than the average score of four, five, and lower-aged children (p <.01). 

There was a significant difference between the three, four, five, and six-year-old children in terms of 

scores taken from the internalizing subscale of the problem behavior scale (p <.01). According to the 

post hoc test to determine the causes of the difference, the average score of three-year-old children was 

higher than the average score of four, five, and lower-aged children (p <.01). In addition, the average 

score of four-year-old children was higher than the average score of lower-age children (p <.01). 

There was a significant difference between the three, four, five, and six-year-old children regarding the 

problem behavior scale (p <.01). According to the post hoc test to determine the causes of the 

difference, the average score of three-year-old children was higher than the average score of four, five, 

and lower-aged children (p <.01). 

  



International Journal of Progressive Education, Volume 17 Number 2, 2021  

© 2021 INASED 

8 

Table 8. One-Way ANOVA test results to compare problem behaviors by the number of siblings 

 

 

Number of Siblings  N Mean Sd F p Post-Hoc Test 

 

Outward Orientation 

Problem 

A-1 sibling 86 1.3820 .61806 

5.909 .003 

A>B 

C>B B-2 siblings 142 1.1265 .55070 

C-3 siblings 71 1.3323 .63902 

Total 299 1.2489 .60190 

 

Inward Orientation 

Problem 

A-1 sibling 86 1.4488 .55169 

8.101 .001 

A>B 

C>B B-2 siblings 142 1.1859 .53066 

C-3 siblings 71 1.4216 .54122 

Total 299 1.3175 .55197 

 

Problematic Behaviors 

Total 

A-1 sibling 86 1.4059 .57052 

7.112 .001 

A>B 

C>B B-2 siblings 142 1.1477 .51753 

C-3 siblings 71 1.3642 .59557 

Total 299 1.2734 .56342 

 

There was a significant difference between single children, those of two siblings, and those of 

three siblings in terms of the scores obtained from the outward orientation subscale of the problem 

behavior scale (p <.05). According to the post hoc test to determine the causes of the difference, the 

mean scores of the children of two siblings were lower than those of one and three siblings (p <.05). 

There was a significant difference between single children, those of two siblings, and those of 

three siblings in terms of scores taken from the internalizing subscale of the problem behavior scale (p 

<.01). According to the post hoc test to determine the causes of the difference, the mean scores of the 

children of two siblings were lower than those of one and three siblings (p <.01). 

There was a significant difference between the children of one child, two siblings, and three 

siblings in terms of the scores obtained from the scale of problem behaviors (p <.01). According to the 

post hoc test to determine the causes of the difference, the mean scores of the children of two siblings 

were lower than those of one and those of three siblings (p <.01). 

Table 9. One-Way ANOVA test results to compare problem behaviors by economic status 

   Economic Status N Mean Sd F p Post-Hoc Test 

Outward Orientation 

Problem 

A-Low 29 .9400 .47938 

85.623 .000 
A>B 

A>C 

B-Moderate 179 1.0199 .49931 

C-High 91 1.7977 .44198 

Total 299 1.2489 .60190 

Inward Orientation 

Problem 

A-Low 29 1.0184 .45036 

112.213 .000 
A>B 

A>C 

B-Moderate 179 1.0883 .44405 

C-High 91 1.8637 .34739 

Total 299 1.3175 .55197 

Problematic Behaviors 

Total  

A-Low 29 .9680 .44799 

105.726 .000 
A>B 

A>C 

B-Moderate 179 1.0443 .44665 

C-High 91 1.8213 .39511 

Total 299 1.2734 .56342 

 

There is a significant difference between children with low, medium, and high economic 

status in terms of scores taken from the outward orientation subscale of the problem behavior scale (p 

<.01). According to the post hoc test to determine the reasons for the difference, the mean scores of 

children with low economic status were lower than those with moderate and high scores (p <.01). 

There is a significant difference between children with low, medium, and high economic 

status in terms of scores taken from the internalizing subscale of the problem behavior scale (p <.01). 
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According to the post hoc test to determine the reasons for the difference, the mean scores of children 

with low economic status were lower than those with moderate and high scores (p <.01). 

There is a significant difference between children with low, medium, and high economic 

status in terms of the scores obtained from the scale of problem behaviors (p <.01). According to the 

post hoc test to determine the reasons for the difference, the mean scores of children with low 

economic status were lower than those with moderate and high scores (p <.01). 

FINDINGS ON SOCIAL SKILL LEVELS 

Table 10. Descriptive Statistics Related to the Scores Obtained from Social Skills Scale 

 N Min. Max. Mean Sd Variance 

Social Cooperation 299 .75 3.00 2.1062 .45943 .211 

Social Interaction 299 .64 3.00 2.1417 .51983 .270 

Social Independence 299 .45 3.00 2.1104 .46104 .213 

Social Skill Total 299 .62 3.00 2.1190 .43996 .194 

 

The average score of the social skills scale of the children participating in the study from the 

social cooperation dimension was 2.11, the average score of the social interaction dimension was 2.14, 

the average score of the social independence scale was 2.11, and the mean score of the social skills 

scale was 2.12. 

Table 13.  t-test results to compare the level of social skills according to institution studied  

 Institution N Mean sd t p 

Social Cooperation Public 138 2.2579 .50803 
5.542 .001 

Private 161 1.9762 .36780 

Social Interaction Public 138 2.3307 .50812 
6.173 .001 

Private 161 1.9797 .47434 

Social Independence Public 138 2.1957 .45804 
3.001 .003 

Private 161 2.0373 .45232 

Social Skill Total Public 138 2.2613 .45063 
5.418 .001 

Private 161 1.9971 .39269 

 

There is a significant difference between the children in the private and public preschool 

education institutions in terms of social cooperation, social interaction, social independence subscales, 

and scores obtained from the whole scale (p <.01). In all four dimensions, the average of public school 

students is higher than that of private schools. 

Table 14.  t-test results to compare the level of social skills by gender 

 Gender N Mean sd t p 

Social Cooperation Girl 150 2.1333 .44726 
1.025 .306 

Boy 149 2.0789 .47128 

Social Interaction Girl 150 2.1612 .48394 
.651 .515 

Boy 149 2.1220 .55457 

Social Independence Girl 150 2.1085 .43563 
-.071 .944 

Boy 149 2.1123 .48675 

Social Skill Total Girl 150 2.1343 .41159 
.602 .547 

Boy 149 2.1036 .46767 

 

There was no significant difference between girls and boys in terms of social cooperation, 

social interaction, social independence sub-dimensions of the social skill behaviors scale, and the 

whole scale (p> .05). 
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Table 15. t-test results to compare the level of social skills according to family elders 

 Is there a family elder living? 

Together with him/her? 

N Mean Sd t p 

Social Cooperation 
Yes 107 2.0078 .45262 

-2.757 .006 
No 188 2.1605 .45996 

Social Interaction 
Yes 107 1.9941 .53027 

-3.653 .001 
No 188 2.2205 .50120 

Social Independence 
Yes 107 2.0263 .45831 

-2.382 .018 
No 188 2.1591 .46141 

Social Skills Total 
Yes 107 2.0093 .44405 

-3.223 .001 
No 188 2.1794 .43111 

 

There is a significant difference between children with and without family elders in terms of 

social cooperation, social interaction, social independence sub-dimensions of the social skill behaviors 

scale, and the scores obtained from the whole scale (p <.05). The average of those who say no in all 

four dimensions is higher than those who say yes. 

Table 15. t-test results to compare social skill level according to parents’ association 

 Do parents live together? N Mean sd t p 

Social Cooperation Yes 239 2.1468 .47089 
3.094 .002 

No 60 1.9444 .37194 

Social Interaction Yes 239 2.1997 .51391 
3.944 .001 

No 60 1.9106 .48119 

Social Independence 

 

Yes 239 2.1411 .45892 
2.319 .021 

No 60 1.9879 .45268 

Social Skills Total Yes 239 2.1621 .44259 
3.438 .001 

No 60 1.9475 .38737 

 

There was a significant difference between children with and without parents regarding social 

cooperation, social interaction, social independence subscales, and scores obtained from the whole 

scale (p <.05). The average of those who say yes in all four dimensions is higher than those who say 

no. 

Table 16. One-Way ANOVA test results to compare social skill level by age 

 Age N Mean sd F p Post-Hoc Test 

Social Cooperation A-3 age 21 1.7500 .39176 

9.979 .001 

A<B 

A<C 

A<D 

B<D 

C<D 

B-4 age 84 2.0218 .36246 

C-5 age 92 2.0906 .48350 

D-6 age 102 2.2631 .46520 

Total 299 2.1062 .45943 

Social Interaction A-3 age 21 1.6364 .43693 

13.336 .001 

A<B 

A<C 

A<D 

B<D 

C<D 

B<C 

B-4 age 84 2.0249 .45077 

C-5 age 92 2.1729 .56509 

D-6 age 102 2.3137 .45780 

Total 299 2.1417 .51983 

Social Independence A-3 age 21 1.9957 .41309 

7.666 .001 

A<B 

A<C 

A<D 

B<D 

C<D 

B<C 

B-4 age 84 1.9545 .44008 

C-5 age 92 2.1136 .51894 

D-6 age 102 2.2594 .38237 

Total 299 2.1104 .46104 
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Social Skill Total A-3 age 21 1.7927 .36552 

11.404 .001 

A<B 

A<C 

A<D 

B<D 

C<D 

B-4 age 84 2.0011 .37934 

C-5 age 92 2.1247 .48021 

D-6 age 102 2.2783 .39908 

Total 299 2.1190 .43996 

 

There was a significant difference between the three, four, five, and six-year-old children in 

terms of the scores obtained from the social cooperation subscale of the social skill scale (p <.01). 

According to the post hoc test to determine the causes of the difference, the mean scores of the six-

year-olds were higher than those of the three, four, and five-year-olds (p <.01). The mean scores of the 

five-year-olds were also higher than those of the three, and four-year-olds (p <.01). 

There was a significant difference between the three, four, five, and six-year-old children in 

terms of the scores obtained from the social interaction subscale of the social skill scale (p <.05). 

According to the post hoc test to determine the causes of the difference, the mean scores of the six-

year-olds were higher than those of the three, four, and five-year-olds (p <.01). The mean scores of the 

four and five-year-olds were also higher than those of the three-year-olds were (p <.01). Finally, the 

mean score of the four-year-olds was higher than the three-year-olds (p <.01). 

There was a significant difference between the three, four, five, and six-year-old children in 

terms of the scores obtained from the social independence subscale of the social skill scale (p <.01). 

According to the post hoc test to determine the causes of the difference, the mean scores of the six-

year-olds were higher than those of the three, four, and five-year-olds (p <.01). The mean scores of the 

four and five-year-olds were also higher than those of the three-year-olds were (p <.01). Finally, the 

mean score of the four-year-olds was higher than the three-year-olds (p <.01). 

There was a significant difference between the three, four, five, and six-year-old children in 

terms of the scores obtained from the total social skill scale (p <.01). According to the post hoc test to 

determine the causes of the difference, the mean scores of the six-year-olds were higher than those of 

the three, four, and five-year-olds (p <.01). The mean scores of the five-year-olds were also higher 

than those of three, and four-year-olds (p <.01). 

Table 17. One-Way ANOVA test results to compare social skill level by the number of siblings 

 Number of siblings N Mean sd F p 

Social Cooperation A-1 sibling 86 2.1153 .41895 

.132 .877 
B-2 siblings 142 2.0921 .50194 

C-3 siblings 71 2.1232 .42090 

Total 299 2.1062 .45943 

Social Interaction A-1 sibling 86 2.1279 .52314 

.558 .573 
B-2 siblings 142 2.1216 .51901 

C-3 siblings 71 2.1985 .52072 

Total 299 2.1417 .51983 

Social Independence A-1 sibling 86 2.0973 .46476 

.727 .484 
B-2 siblings 142 2.0896 .47281 

C-3 siblings 71 2.1677 .43344 

Total 299 2.1104 .46104 

Social Skill Total A-1 sibling 86 2.1135 .40607 

.464 .629 
B-2 siblings 142 2.1009 .46865 

C-3 siblings 71 2.1620 .42287 

Total 299 2.1190 .43996 
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There was no significant difference in the scores obtained from the social cooperation subscale 

of the social skill scale between children of one child, two siblings, and three siblings (p> .05). There 

was no significant difference in the scores obtained from the social interaction sub-dimension of the 

social skill scale between single children, those of two siblings, and those of three siblings (p> .05). 

There was no significant difference between the children of one child, two siblings, and three siblings 

in terms of the scores obtained from the social independence subscale of the social skill scale (p> .05). 

There was no significant difference between single children, those of two siblings, and those of three 

siblings in terms of scores obtained from the whole social skill scale (p> .05). 

Table 18. One-Way ANOVA test results to compare social skills level by the economic status of 

families 

 Economic Status N Mean sd F p Post-Hoc Test 

Social 

Cooperation 

A-Low 29 2.0230 .76987 

14.124 .001 
B>A 

B>C 

B-Medium 179 2.2146 .43935 

C-High 91 1.9194 .26801 

Total 299 2.1062 .45943 

Social Interaction 

A- Low 29 1.9937 .75707 

25.830 .001 
B>A 

B>C 

B- Medium 179 2.3032 .48229 

C- High 91 1.8711 .35132 

Total 299 2.1417 .51983 

Social 

Independence 

A- Low 29 1.8777 .58829 

18.308 .001 
B>A 

B>C 

B- Medium 179 2.2346 .45289 

C- High 91 1.9401 .33614 

Total 299 2.1104 .46104 

Social Skill Total 

A- Low 29 1.9665 .68458 

22.771 .001 
B>A 

B>C 

B- Medium 179 2.2498 .41128 

C- High 91 1.9105 .27402 

Total 299 2.1190 .43996 

 

There is a significant difference between the children with low, medium, and high economic 

status in terms of social cooperation sub-dimension of social skill behaviors scale (p <.01) higher than 

the lower and higher ones (p <.01). 

There is a significant difference between the children with low, medium, and high economic 

status in terms of the scores obtained from the social interaction sub-dimension of the social skill 

behaviors scale (p <.01). According to the post hoc test to determine the reasons for the difference, the 

mean scores of those with moderate economic status were higher than those with low and high scores 

(p <.01). 

There is a significant difference between the children with economic status low, medium, and 

high in terms of the scores obtained from the social independence subscale of the social skill behaviors 

scale (p <.01). According to the post hoc test to determine the reasons for the difference, the mean 

scores of those with moderate economic status were higher than those with low and high scores (p 

<.05). 

There is a significant difference between children with low, medium, and high economic 

status in terms of the social skill behaviors scale (p <.01). According to the post hoc test to determine 

the reasons for the difference, the mean scores of those with moderate economic status were higher 

than those with low and high scores (p <.01). 
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Relationship between Problematic Behavior and Social Skills 

Table 19. Pearson correlation test to determine the relationship between problem behavior and 

social skills 

 1 2 3 4 5 6 

1-Outward Orientation Problem 

 

r       

p       

N       

2-Inward Orientation Problem 

 
r .845**      

p .000      

N 299      

3-Total of Problem Behaviors 

 
r .982** .930**     

p .000 .000     

N 299 299     

4-Social Cooperation 

 
r -.484** -.425** -.481**    

p .000 .000 .000    

N 299 299 299    

5-Social Interaction r -.414** -.449** -.441** .781**   

p .000 .000 .000 .000   

N 299 299 299 299   

6- Social Independence 

r -.266** -.355** -.306** .710** .793**  

p .000 .000 .000 .000 .000  

N 299 299 299 299 299  

7- Social Skills Total 

r -.426** -.449** -.450** .908** .939** .904** 

p .000 .000 .000 .000 .000 .000 

N 299 299 299 299 299 299 

**. Correlation is significant at the .01 level. 

 

Negative scores among social cooperation (r = -.481), social interaction (r = -.441), social 

independence (r = -.306) and social skill total (r = -.450) were obtained from the whole scale of 

problem behaviors. There is a moderate significant relationship in the direction (p <.01). For social 

cooperation (r = -.484). social interaction (r = -.414). social independence (r = -.266). and social skill 

total (r = -.426) ). there is a negative relationship between the middle level (p <.01). For social 

cooperation (r = -.425). social interaction (r = -.449). social independence (r = -.355) and social skill 

total (r = -.449) ). there is a negative relationship between the middle level (p <.01). 

Table 20.  The result of simple linear regression analysis to predict problem behaviors by social 

skills 

 R R2 F p B t p 

Social Skills .450 .200 75.342 .000 -.450 -8.680 .001 

 

Simple linear regression analysis was performed to predict problem behaviors according to 

social skills. Social skill level is a significant predictor of problem behavior (F (1.297) = 75.342, p 

<.01). Social skill predicts 20 percent of the variance in problem behavior. 

According to the results of the internal reliability analysis conducted with Cronbach alpha, the 

reliability coefficient of the Social Skills Scale was found to be .955, and the reliability coefficient of 

the Problem Behavior Scale was .932. 

DISCUSSION AND CONCLUSION 

The problem behavior levels of three-year-old children were significantly higher than that of 

the four and five-year-old children. Similar to this result. Akduman, Günindi, and Türkoğlu (2015) 
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show significant differences in the age factor between children’s problematic behavior and their social 

skill levels. This result indicates that the age and development of practices are related. 

The results of the study showed significant differences when the family members living with 

children at home were examined statistically. Children who live with family elders have higher mean 

scores in problem behavior and social skills. In his study. Secher (2014) found that children living in 

crowded families with more family members than children living in small families exhibited fewer 

problems and more social skills behaviors. 

When the marital status of the children’s parents was examined, there was a significant 

difference in the mean scores of social skills and problem behavior scale. The ‘yes’ answer given by 

the people living with their families was higher than the ‘no’ answer given by the children of divorced 

families. This finding was found to have a high level of problematic behavior and social skills. 

Examining the results, children living with their parents do not display problematic behavior with 

higher social skills levels. There may be two reasons for this conclusion. First, children living 

separately from parents may experience different emotional problems. A child may engage in 

unwanted behavior to communicate or draw attention. The second reason is that children can gain 

different experiences from two parents who can be taken as an example (Acun Kapıkıran, Ivrendi, & 

Adak, 2006). 

Significant differences were found when the social skills behavior levels of the children were 

examined in terms of the number of siblings. The mean score of having two siblings in problematic 

behavior levels was low among single children and those of three siblings. In support of the finding, 

Çetinkaya’s (2004) research shows that the number of siblings may have an impact on children and 

frustration in children without siblings, perhaps because no one is important except for their own will, 

sharing, and unhelpfulness, and susceptibility can be observed. 

When the preschool students were examined by the institutions they were educated at, there 

were significant differences in their social skills and problematic behavior levels. The results of the 

analysis of the problematic behavior scale show that the level of problematic behavior was higher 

among children attending private schools than children in public schools. According to the scores 

obtained from the social skills scale, big data were collected from children in public schools and 

private schools. 

The most striking part of the study is the comparison of the scores obtained from problematic 

behavior and social skills scales. A significant relationship was found following the analysis. As 

children’s social skills (social cooperation. social interaction. social commitment) increase, 

problematic behaviors (outward orientation. inward orientation) decrease. In line with this research. 

Secher (2014) found a negative relationship between social skills and problem behavior. As the social 

level of the children increases, the problematic behaviors will decrease. While there are no behavioral 

problems in children who have high social communication with their friends in social environments 

and playgrounds, more problematic behaviors are observed in children who are afraid to communicate 

and cannot socialize. 
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Abstract 

This study aims to develop a valid and reliable scale that shows the secondary school mathematics 

teachers’ evaluations of mathematics homework. A literature review was conducted, and a pool of 41 

articles have been prepared for this purpose. Five expert academicians in the field of mathematics 

education were consulted for the content, construct, and appearance validity of the prepared items. 

According to the opinions of the field experts, the number of items was reduced from 41 to 38 and 

applied to 492 mathematics teachers in total. The answers of 20 mathematics teachers were removed 

from the scope of this study since the answers were either incomplete or coded incorrectly. Therefore, 

scale forms collected from 472 mathematics teachers were included in this study. This form data was 

split, Exploratory Factor Analysis (EFA) and Confirmatory Factor Analysis (CFA) were done. The 

construct validity was analyzed via EFA. The scale is a five-factor scale of the five-point Likert scale, 

which explains the 64.643% of the total variance with 21 items according to EFA results. The 

reliability of the scale was tested with Cronbach’s Alpha coefficient, and the coefficient was calculated 

as 0.737. The subscales of the scale are titled “Parent Relationship”, “Motivation”, “Control and 

Evaluation”, “Time” and “Source Use” respectively. CFA was carried out for the scale, and it was 

concluded that the fit indices are either acceptable or perfect. As a result, a reliable and valid “Teacher 

Approaches for Mathematics Homework Scale” has been added to the literature. 
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INTRODUCTION 

Education is a multidimensional and comprehensive process in terms of place and time and 

continues throughout an individual’s life sometimes inside and sometimes outside of school. 

(Beydogan & Sahin, 2000). Education does not only take place at school. The time that is outside of 

school hours should be planned effectively. Therefore, one of the extracurricular education techniques 

is homework. Learning activities, which are given by teachers to students either in the form of reading 

and writing, or problem-solving, and that are done either alone or with the help of the family, are 

called homework (Oguzkan, 1989; Turkoglu, Karakus, & Iflazoglu, 2007). In addition, homework was 

described as tasks given by teachers to students to be performed out of school hours. Homework is 

effective in creating better time management, problem-solving skills in real life and solving problems 

more independently (Cooper, 1989). Homework is also used for preparing students for exams by 

following the students’ progress and evaluating them. Moreover, homework is used as a leveling 

evaluation as a supervised evaluation of final exams, or as grading homework and performance exams 

(Morgan & O’Reilly, 1999). Kumar (2006), highlights that homework has the potential to reveal the 

weak and strong aspects of the students for teachers. It has been stated that there is a relationship 

between the extra effort and time spent on homework by students and high motivation and 

responsibility; and less effort and time spent on homework by students and low motivation and 

responsibility (Flunger, Trautwein, Nagengast, Ludtke, Niggli, & Schnyder, 2017). The aim of 

homework should be identified correctly so that the homework will have a positive effect (Warton, 

1997). Homework also contributes to the students building study habits and taking responsibility for 

their own learning as well as contributing to students’ success (Cooper & Valentine, 2001). The 

indifference of children, which is the main cause of many problems experienced by students, teachers 

and parents, has been attributed to the lack of understanding of academic responsibility and the lack of 

awareness of doing homework (Warton, 2001). 

Teachers and families have a crucial role in completing homework. Since homework is a 

process, the involvement of parents in this process enables them to share some of the responsibilities 

of the teacher and acquire information on the state and level of the student. The role of the parents 

within this process is to check their child’s homework, encourage them about doing homework, 

provide the necessary equipment and a suitable environment and help while solving problems 

(Gumuseli, 2004). Therefore, the evaluation process is considered as important as assigning 

homework. Given the fact that homework is a control mechanism, control by the teachers also become 

prominent. If a given homework is not checked and evaluated, it has no educational value. Therefore, 

homework should be given according to the students’ level and should be checked (Cooper, 1989). If a 

given homework is not checked and evaluated, it leads students to copy and to weasel. This negative 

situation, combined with the teacher's failure to review and evaluate the homework, causes the 

students not to do and hate the given homework (Aytuna, 1998). When students know that the 

homework is not checked and evaluated, they find the homework pointless and boring. Therefore, it is 

more appropriate not to do homework that will not be evaluated (Binbasıoglu, 1994a; Binbasıoglu, 

1994b). Teachers play an essential role in determining the purpose of the homework, designing, and 

following up the implementation (Kaplan, 2018). Homework follow-up includes giving verbal or 

written feedback on the homework and discussing student responses in class (Cooper, 1989). 

According to TIMSS 2011 implementation results for Turkish sampling, in the field of 

mathematics, the more homework is given, the less successful the students are (Arıkan, 2017). In 

retrospect, various results have been achieved from the studies regarding homework. While some 

studies concluded that homework enhances academic success, some concluded that homework does 

not improve academic success. In addition, there is an inverse correlation between the time allocated 

for homework and academic success, and there are studies showing that the least effect is seen in 

mathematics courses (Cooper, 1989). On the other hand, studies are showing that the homework 

frequency in mathematics courses have a positive effect on mathematical success (Trautwein, Koller, 

Schmitz, & Baumert, 2002). When the related literature in the field is analyzed, it is understood that 

currently, there is not a scale that can put forward the opinions of teachers, especially on homework 
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given in secondary school mathematics courses. A limited number of studies have been found in our 

country on the relation between homework and especially mathematics courses. Referring to studies 

on homework assignment in Turkey, the studies focus on various branches such as elementary school 

teachers (Iflazoglu & Hizmetci, 2006), the primary school first stage (Ozer & Ocal, 2013), Turkish 

(Gedik & Orhan, 2013), Chemistry (Sarıgoz, 2011; Yucel, 2004), Science and Technology (Benli & 

Sarikaya, 2011; Aladag & Dogu, 2009). 

  The main reason for the lack of research in the mathematics field is the lack of a scaling tool 

on homework evaluation (Ozcan & Erktin, 2014). It is necessary to have valid and reliable scales 

developed to evaluate the teachers' views while evaluating. When the literature was analyzed in 

Turkey only two scaling studies on the homework given in mathematics courses were found. These 

studies are “Mathematics Homework Behavior Scale: Reliability and Validity Scale” (Ozcan & Erktin, 

2014) and “A Project Evaluation Score Development Study Related to Mathematics Course” (Bal, 

2012). Mathematics Homework Behavior Scale is a scaling study focused on students and parents. 

Mathematics course project evaluation score is developed for mathematics projects. However, one of 

the crucial shortcomings in this field is the lack of studies about the attitudes and behaviors on 

homework, the identification of the homework, checking and evaluation styles, strategies, methods of 

assigning homework, use of reference books, communication strategies with parents of the teachers, 

who are at the coalface and the main players rather than parents and students. As a result, this study 

aims to develop a Mathematics Homework Evaluation Scale (MHES) aimed at secondary school 

mathematics teachers to eliminate the shortcomings stated above.  

METHOD 

Research Model 

A descriptive survey model was preferred since the data were collected from a large group 

consisting of 472 mathematics teachers, and a scale development study was conducted. The survey 

model is the preferred research model in studies that require extensive participation sampling (Cohen, 

Manion, & Morrison, 2007). Therefore, the study aims to develop a reliable and valid evaluation tool 

aimed at identifying the evaluation of secondary school mathematics teachers on homework.  

Study Participants 

It has been stated that in scale development studies, the number of the samplings should be at 

least five times the number of items in a scale to carry out a factor analysis (Bryman & Cramer, 1999; 

Tavsancıl, 2002). Since there are 38 items in the draft scale of the research, special attention was paid 

to keep the study sampling larger than 190. Accordingly, the study group of the research consists of 

492 mathematics teachers working in all secondary schools of Elazıg and Malatya province. The scale 

form was applied in a meeting where all these mathematics teachers were together during the 2019-

2020 academic year. Six mathematics teachers could not attend the meeting, so the form was applied 

to 492 mathematics teachers who were present. However, the answers given by 20 mathematics 

teachers were either lacking or incorrect; therefore, they were excluded from the study, and the 

remaining data regarding 472 scaling forms were analyzed. This form data was split, EFA and CFA 

were done. 

Scale Development Process 

This study aims to develop an evaluation scale aimed at identifying the teachers’ homework 

evaluation. First, an item pool of 41 items was developed within this process. Accordingly, the 

construct and extent validity of the scale was tested. After the construct and extent validity test, the 

application phase started. Following the application phase, validity was calculated, and the scale was 

finalized in accordance with the CFA. Details regarding these phases can be found below.  
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1. Item pool phase: First, a literature scan on the topic was conducted. Since a scale that 

could measure the desired situation was not found in the literature, new and original scale items were 

started to be prepared. In total, 58 items that are suitable for sub-problems assessing different 

objectives were developed, but items that do not directly measure the objective and based on the 

advice of three linguist experts, the items that focus on the same concepts were deleted. As a result, an 

item pool of 41 items was developed.   

2. Content validity determination: Referring to expert opinions is one of the methods 

frequently used in determining the content validity that expresses the quantitative and qualitative 

adequacy of the items used for the properties to be measured (Buyukozturk, 2007). Five expert 

academicians in the field of mathematics education were consulted for the content validity of the scale. 

The Lawshe method (1975) was preferred. Minimum 5, a maximum of 40 expert opinions is required 

for the Lawshe method. Each item’s expert opinions are rated as “the item evaluates the targeted 

construct”, “the item is related to the construct but unnecessary”, “the item does not evaluate the 

targeted construct”. For each item, the content validity ratio is calculated via the formula below; 

CVR=
                                       

                               
 -1 

After the expert opinion was taken, three questions with a minimum CVR value of less than 

0.99 were removed from the scale, and draft scale form of five-point Likert type was prepared for 34 

positive four negative total 38 items consisted of “I totally disagree (1)”, “I disagree (2)”, “I partially 

agree (3) "I agree" (4) "and" I totally agree "(5)". In addition, the relevant literature and MoNE (2018) 

curriculum were taken into consideration to ensure the content validity. 

3. Application Phase: The draft scale form prepared by the researchers was first reproduced, 

and then it was aimed to make the conditions related to the application process suitable. The scale 

form was applied to the research sample in 2019-2020 academic year, after a meeting in which 

mathematics teachers were together. The sample forms were distributed to the mathematics teachers 

on a voluntary basis. All the teachers present in the meeting room agreed to participate in the research, 

voluntarily.  General information on the scale was given, and mathematics teachers’ questions were 

answered after the forms were handed out. There was not a time restraint in the application phase, and 

the application process took approximately 40 minutes. In addition, teachers’ pen needs, if any, were 

met by researchers, and the application process was completed without any problems.  

4. Determination of construct validity: In the research, the results were converted to z scores 

to obtain univariate normality, and z-values outside the ±3.29 (p<0.001) range were accepted as 

extreme values by Field (2009) and Tabachnick and Fidell (2013). This analysis was determined that 

there was no univariate extreme value in the data set and the EFA process was started. In order to 

determine the factor structure of the scale, firstly EFA was performed. EFA was carried out on the data 

obtained to determine the construct validity of the draft scale. EFA is an analysis technique that aims 

to group the items that measure the same construct or quality among the items determined by the 

researchers and to explain these meaningful groups (factors) (Bryman & Cramer, 1999; Buyukozturk, 

2007; Karagoz & Kosterelioglu, 2008). In this context, the study tried to find out the factors reflected 

by the items in the draft scale using EFA. Varimax rotation method, analysis results of principal 

components, eigenvalue line chart, common factor variance values of the items, Bartlett Sphericity test 

and Kaiser–Meyer-Olkin (KMO) were preferred in this process.  

5. Reliability Identification: Whether the scale is reliable is one of the main problems related 

to the scale used in educational research (Reid, 2006). The first requirement of a scale is to be 

reliable.  Cronbach-Alpha's reliability coefficient was calculated to determine the reliability of the 

scale due to the developed scale being the five-point Likert scale. Cronbach-Alpha reliability 

coefficient value is a measure of the consistency between the test scores of the scale. If this value is 

over 0.70, it is considered sufficient for test reliability (Buyukozturk, 2007). 
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6. CFA: CFA studies were included in the last phase of the research.  There are different 

goodness of fit indexes and statistical functions of these indices used in evaluating model fit. 

According to Joreskog and Sorbom (2001) Root Mean Square Error of Approximation (RMSEA), 

Square Root Mean Score Residual (SRMSR), Goodness of Fit Index (GFI), Adjusted Goodness of Fit 

Index (AGFI), Normed Fit Index (NFI), Comparative of Fit Index (CFI), Relative of Fit Index (RFI) 

are the most commonly used among the suggested indices. For this reason, each one of these indices 

were calculated while carrying out CFA. 

7. Finalizing the Scale: The items that should be removed from the scale were removed, 

factor constructs were determined, reliability controls were carried out among with content and 

construct validity of the scale, and the five-factor scale consisting of 21 items was finalized according 

to the framework findings obtained in the study (See Appendix 1).  

Data Analysis 

SPSS package software program was used for the analysis of the data. In the data analysis 

process, firstly, the suitability of the factor analysis was examined. Bartlett test and KMO test that 

checks the sampling adequacy was used in this context. Within a research, if KMO value is 

1.00≤KMO≤0.9, then it is perfect, if the value is 0.90<KMO≤0.80, then it is good; if the value is 

0.80<KMO≤0.70, then it is medium; if the value is 0.70<KMO≤0.60, then it is weak; and if the value 

is 0.60<KMO, then it is bad (Buyukozturk, 2007). Field (2009) stated that the lower limit for KMO 

value should be 0.50, data sets cannot be factored if KMO≤0.50. In addition, the Bartlett globality test 

is another test used for factor analysis. Factor analysis can be carried out if the Bartlett test is 

statistically significant. Bartlett test is a chi-squared statistic and the fact that the chi-squared value 

obtained by the Bartlett test results is less than 0.05 means that the data show a multivariate normal 

distribution. In this case, it is accepted that the data are suitable for factor analysis (Tatlıdil, 2002). 

Varimax rotation method was used during the factor analysis process in the study. It is stated that it is 

a good criterion for the selection in factor analysis made with this technique if the load value of the 

items in the factor where the items are located is 0.45 or higher so that the items that do not measure 

the same structure will be sorted out (Buyukozturk, 2007). In addition, CFA was carried out to verify 

the factor construct of the scale. CFA, in addition to the EFA, is used to test the verification of a factor 

construct that was priory determined by the researcher. It is assumed that more than one implicit 

variable, thought to be constructed by scale items, is explained by another implicit variable, and the 

suitability of this assumption is tested in such studies. (Simsek, 2006). 

FINDINGS 

While obtaining data in the study, the EFA was conducted in three phases as evaluating the 

suitability of the data for factor analysis, evaluating the construct validity of the draft scale and 

evaluating the reliability of the draft scale. In addition, CFA was also carried out. First, Bartlett test 

values and CVR values were calculated to see whether the data are suitable for factor analysis. CVR 

and Bartlett Test results of the scale were given in Table 1.  

Table 1. Evaluating the suitability of the data for factor analysis  

KMO 0,748 

Bartlett Test Results  

Chi-squared value (x2)  2966,698 

Degree of freedom (sd) 703 

Statistical value (p)  0,000 

 

When Table 1 is examined, it can be seen that the KMO value for the draft scale was 

calculated as 0.748. The data showed significant difference (x
2
=2966,698; P<0,05) according to 
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Bartlett Test results. KMO value must be calculated higher than 0.50 and Bartlett Test has to result as 

significant to carry out factor analysis (Buyukozturk, 2007). Carrying out factor analysis is thought as 

suitable according to the results obtained. In factor analysis, firstly, the skewness and sharpness 

coefficients of the items, the item-total score correlations, the correlation matrix values of the items, 

and factor loadings were examined, and overlapping items that are loaded on more than one factor 

(Items 4, 11, 14, 16, 17, 19, 22, 24, 27, 30, 32, 33, 34, 35, 36, 37, 38) were removed from the scale. 

The varimax rotation method and principal components factor extraction method were used for this 

process. First, the number of total variances was determined to identify the construct validity of the 

scale. Kalaycı (2010) states that factor analysis can be carried out again by removing the items that 

have a variance value below 0.50, from the analysis. On the other hand, Pallant (2001) states that the 

item correlation above 0.40 is strong and should not be removed from the analysis (Buyukozturk, 

2007). For this reason, it was paid attention to the fact that the factor load values to be above 0.50 for 

each item to show one factor, and items that are below 0.50 were removed from the scale. Since the 

load values were multi-dimensional, they were examined through Rotated Component Matrix. In 

addition, by determining how much of the variance was explained by the item via the Communalities 

table, the items that were below 0.50 were removed from the scale. It was seen that the load values of 

21 items change between 0.535 and 0.860.  It was also seen that the remaining twenty-one items, after 

the factor analysis, were grouped under five factors. The explained variance values regarding the scale 

were given in Table 2.  

Table 2. Explained Variance Values  

Determined Factor Eigenvalue Variance Value explained by the Factor 

  Variance % Cumulative Variance % 

1 3,581 17,054 17,054 

2 2,980 14,193 31,247 

3 2,778 13,231 44,478 

4 2,169 10,330 54,808 

5 2,065 9,835 64,643 

 

As it is seen in table 2, five factors explain 64,643% of the total variance. The variance ratio 

explained by the factors are at an acceptable level (Buyukozturk, 2007). After this process, to identify 

the components of the scale; identifying the number of factors, identifying factor variables, and 

naming the factors phases were carried out, respectively.  Two criteria were used to determine the 

number of factors that can most effectively show the relationship between the items. The first one of 

these criteria is to evaluate the eigenvalue and a line chart (Buyukozturk, 2007; Karagoz & 

Kosterelioglu, 2008). The factor point with high acceleration rapid declines in the data analysis chart 

gives the number of factors (Buyukozturk, 2007). The line chart obtained for the scale consisting of 21 

items can be seen in Figure 1.   

 
Figure 1. Line Chart 
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When this chart is examined, it can be seen that there are accelerated declines between the first 

six factors and there are routine declines between the seventh and the subsequent factors. Therefore, it 

was decided that the scale to have five factors since a horizontal course was identified in the sixth and 

the subsequent factors. In addition, one of the most frequently used criteria to determine factor 

variables the varimax rotation method was used. The rotated component matrix was examined for this, 

and obtained findings are presented in Table 3.  

Table 3. Rotated Component Matrix 

Item Component 

 Factor 1 Factor 2 Factor 3 Factor 4 Factor 5 

Item 9 ,814     

Item 6 ,772     

Item 8 ,652     

Item 31 ,648     

Item 2  ,860    

Item 1  ,759    

Item 3  ,725    

Item 5  ,696    

Item 25   ,817   

Item 23   ,612   

Item 26   ,570   

Item 18   ,535   

Item 15    ,834  

Item 21    ,695  

Item 20    ,687  

Item 7    ,858  

Item 10    ,764  

Item 29     ,807 

Item 28     ,787 

Item 12     ,798 

Item 13     ,704 

  

Considering the items that they comprise of, the five factors obtained after the rotated 

component matrix was created, were named as follows: 

Factor 1: Parent Relationship 

Factor 2: Motivation 

Factor 3: Control and Evaluation 

Factor 4: Time 

Factor 5: Resource Use  

There are different ways to identify the reliability of a scale. One of them is the Cronbach-

Alpha value, which is the internal consistency coefficient. The internal consistency coefficient shows 

the compatibility between the items that make up the scale. It is expected that the Cronbach-Alpha 

coefficient of a scale to be over 0.70 (De-Vellis, 2012). In addition, the values that are over 0.80 are 

accepted as highly reliable (Kalaycı, 2010). The Cronbach-Alpha value of the developed draft scale 

consisting of 38 items was calculated as 0.842. Also, the Cronbach-Alpha reliability coefficient of the 

final scale consisting of 21 items was calculated as 0.737 as a result of the analysis. When the 

reliability coefficients of sub-dimensions of the scale are examined, it can be seen that the sub-

dimensions of Parent Relationship (α=0.750), Motivation (α=0.793), Homework Check and 

Evaluation (α=0.710), Time (α=0,734), and Use of Reference Books (α=0,720) are reliable.  Lastly, 



International Journal of Progressive Education, Volume 17 Number 2, 2021  

© 2021 INASED 

24 

the factor construct of the developed scale was tested with CFA. Findings regarding CFA results are 

presented in Table 4.  

Table 4. CFA results of the scale  

 Good Fit Acceptable Fit Scale Value 

RMSEA 0,00<RMSEA<0,05 0,05<RMSEA<0,10 0,035 

SRMSR 0,00<SRMSR<0,05 0,05<SRMSR<0,10 0,044 

GFI 0,95<GFI<1,00 0,90<GFI<0,95 0,910 

AGFI 0,90<AGFI<1,00 0,85<AGFI<0,90 0,870 

NFI 0,95<NFI<1,00 0,90<NFI<0,95 0,960 

CFI 0,95<CFI<1,00 0,90<CFI<0,95 0,920 

RFI 0,90<RFI<1,00 0,85<RFI<0,90 0,880 

x
2
=231,710, df=235, x

2
/df=0,986, p=0,000 

 

When the data in Table 4 is examined, it can be seen that the chi-squared statistic was 

calculated as x
2
=231,710, P<0,01. RMSEA equals to 0.035, SRMSR equals to 0.044, GFI equals to 

0.910, AGFI equals to 0.870, NFI equals to 0.960, CFI equals to 0.920, and RFI equals to 0.880. When 

these values are examined, it can be seen that the fit indices show either a good fit or an acceptable fit. 

Therefore, it is possible to say that the five-factor scale construct is verified.  

RESULTS, DISCUSSION, AND RECOMMENDATIONS 

This study aims to develop a valid and reliable scale that shows the secondary school 

mathematics teachers’ evaluations of mathematics homework. A descriptive survey model was used 

due to the scale development study in the research. The study participants are all the 492 mathematics 

teachers in secondary schools within Elazıg and Malatya province. The scale form was applied in a 

meeting where all these mathematics teachers were together during the 2019-2020 academic year 

seminar semester. Six mathematics teachers could not attend the meeting, and the form was applied to 

492 mathematics teachers who were present. However, the answers in 20 mathematics teachers’ forms 

were either lacking or incorrect; therefore, they were excluded from the study and the remaining data 

regarding 472 scaling forms were analyzed. This form data was split, EFA and CFA were done. 

First, an item pool consisting of 41 items was developed within the scale development 

process. Accordingly, the construct and extent validity of the scale was tested. After testing the 

validity of the construct and the extent, the application phase started. Validity calculations were done 

after the application, and the scale was finalized in accordance with the CFA. First, the factor analysis 

suitability of the scale was assessed in the data analysis process. In this regard, KMO and Bartlett Test 

that test the adequacy of the sampling were used. Varimax rotation method was used in the factor 

analysis process. While obtaining data in the study the EFA was conducted in three phases as 

evaluating the suitability of the data for factor analysis, evaluating the construct validity of the draft 

scale and evaluating the reliability of the draft scale. In addition, CFA was also carried out. First, the 

KMO coefficient and Bartlett’s Test values were calculated to find out whether the data are suitable 

for factor analysis. It was determined that the KMO value is enough for the draft scale. The data 

showed a significant difference according to the Bartlett Test results. KMO value has to be calculated 

higher than 0.50, and Bartlett Test has to result as significant to carry out factor analysis 

(Buyukozturk, 2007). Carrying out factor analysis is thought as suitable according to the results 

obtained.  

In factor analysis, firstly, the skewness and sharpness coefficients of the items, the item-total 

score correlations, the correlation matrix values of the items, and factor loadings were examined, and 

overlapping items that are loaded on more than one factor were removed from the scale. The varimax 

rotation method and principal components factor extraction method were used for this process. The 

total variance in the scale was identified to determine the construct validity of the scale. Kalaycı 

(2010) states that factor analysis can be carried out again by removing the items that have a variance 
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value below 0.50, from the analysis. On the other hand, Pallant (2001) states that the item correlation 

above 0.40 is strong and should not be removed from the analysis (Buyukozturk, 2007). For this 

reason, it was paid attention to the fact that the factor load values to be above 0.50 for each item to 

show one factor, and items that are below 0.50 were removed from the scale. Since the load values 

were multi-dimensional, they were examined through Rotated Component Matrix. In addition, by 

determining how much of the variance was explained by the item via the Communalities table, the 

items that were below 0.50 were removed from the scale. It was seen that the remaining twenty-one 

items, after the factor analysis, were grouped under five factors and the variance ratio explained by the 

factors are acceptable (Buyukozturk, 2007). After this process, to identify the components of the scale; 

identifying the number of factors, identifying factor variables, and naming the factors phases were 

carried out, respectively.   

Two criteria were used to determine the number of factors that can most effectively show the 

relationship between the items. The first one of these criteria is eigenvalue and evaluation of a line 

chart (Buyukozturk, 2007; Karagoz & Kosterelioglu, 2008). The factor point with high acceleration 

rapid declines in the data analysis chart gives the number of factors (Buyukozturk, 2007). When the 

factor chart of the scale was evaluated, it can be seen that there are accelerated declines between the 

first six factors and there are routine declines between the seventh and the subsequent factors. 

Therefore, it was decided the scale to have five factors since a horizontal course was identified in the 

sixth and the subsequent factors. In addition, one of the most frequently used criteria to determine 

factor variables the varimax rotation method was used. After the Rotated components matrix was 

created, considering the items that they consist of, the obtained five factors were named as “Parent 

Relationship”, “Motivation”, “Control and Evaluation”, “Time”, and “Resource Use”. When the 

Cronbach Alpha reliability coefficient of the draft and final scales are evaluated, it can be seen that the 

reliability value is enough. In addition, the sub-dimensions of the final scale are also reliable.  Lastly, 

the factor construct of the developed scale was tested with CFA. It can be seen that fit indexes are 

either acceptable or show a good fit when the CFA value results are evaluated. Therefore, it can be 

said that the scale construct of five factors is confirmed. Only two scaling studies on the homework 

given in mathematics courses were found within the country when the literature was analyzed. In other 

words, a scale development study is needed in this field. These studies are “Mathematics Homework 

Behavior Scale: Reliability and Validity Scale” (Ozcan & Erktin, 2014) and “A Project Evaluation 

Score Development Study Related to Mathematics Course” (Bal, 2012). Mathematics homework 

behavior scale is a scaling study aimed at students and parents. Mathematics course project evaluation 

score by Bal (2012) is developed for mathematics projects. The following recommendations were 

made within the framework of the findings obtained in the study, to the researchers who wish to study 

in this field in the future: 

1. Secondary school teachers’ mathematics homework evaluations can be analyzed through 

different sample groups with the developed MHES.  

2. Homework evaluation scales can be developed for primary or secondary school 

mathematics teachers using the developed MHES. Thus, homework evaluations of these sample 

groups can be analyzed.  

3. Pre-service mathematics teachers' homework evaluations can be researched with the 

developed MHES.   

4. New homework evaluation scales for different subject matter teachers can be developed 

using the items in the developed MHES. Thus, homework evaluations of these sample groups can be 

analyzed.  

5. Using this scale, "Parent Relationship", "Motivation", "Control and Evaluation", "Time" 

and "Source Use" can be evaluated with the studies to be done on teachers. 
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Appendix 1. Final MHES Scale  

This scale study was prepared to contribute to mathematics education with your opinions. The 

results will not be shared by third parties and will be kept confidential. It is important for us that you 

answer the questions sincerely so that we can contribute to science. Thank you for your answers.  
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1. I give homework by taking into account when parents say, “Please give much homework.”.  ① ② ③ ④ ⑤ 

2. I enable parents to pay attention to their children and understand a teacher’s position at 

school by giving much homework.   
① ② ③ ④ ⑤ 

3. I want the students to spend time with their families and be happy together by giving many 

homework.  
① ② ③ ④ ⑤ 

4. I have the parents to follow-up on the homework.  ① ② ③ ④ ⑤ 

5. I change the way I give homework based on each subject.  ① ② ③ ④ ⑤ 

6. I include different practices to make the homework appeal more to the students.  ① ② ③ ④ ⑤ 

7. I motivate the students to do homework. ① ② ③ ④ ⑤ 

8. I provide reinforcements aimed at enhancing the students’ homework performance and 

productivity. 
① ② ③ ④ ⑤ 

9. I solve the questions that the students have answered incorrectly on the board after I check 

the homework.  
① ② ③ ④ ⑤ 

10. I evaluate and mark students after each homework.  ① ② ③ ④ ⑤ 

11. I use the participation in the course activity section in the e-school website to mark 

homework.   
① ② ③ ④ ⑤ 

12. I evaluate homework by a graded score key.  ① ② ③ ④ ⑤ 

13. There is not enough time to check student homework.  ① ② ③ ④ ⑤ 

14. I have enough time to check the homework.  ① ② ③ ④ ⑤ 

15.  ① ② ③ ④ ⑤ 

16. Giving too much homework indeed limits the communication time between the parents and 

the children.  
① ② ③ ④ ⑤ 

17. I believe that homework limits the time that will be spent on social activities within the 

family.  
① ② ③ ④ ⑤ 

18. The course book is not enough to give homework.  ① ② ③ ④ ⑤ 

19. I think that it is beneficial to have students buy reference books to help them while doing 

homework.  
① ② ③ ④ ⑤ 

20. I usually give homeworks that require individual use of references.  ① ② ③ ④ ⑤ 

21. I let the student choose the reference for homework.  ① ② ③ ④ ⑤ 
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Instructional Explanations of Class Teachers and Primary School Mathematics 

Teachers about Division  
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Abstract 

This study is a qualitative research which was conducted in order to reveal the instructional 

explanations of class teachers and primary school mathematics teachers working in state schools about 

division. A semi-structured interview form with three open-ended questions about division, prepared 

for this purpose, was examined by the experts. The semi-structured interview form inluded three 

questions asking the teachers to solve the long division operations of 3385: 13 = ?, 1238: 12 =? and 

102102: 12 =? using the mathematical table of digits with a descriptive language as if they were telling 

the primary school students the solutions. While the first two questions were suitable with the 5
th
 grade 

learning outcomes, the third question was suitable with a high level learning outcome. The main 

purpose of asking the 3
rd

 question was to evaluate the instructional explanation of the teachers in a 

problem of different difficulty. The study group consisted of 34 teachers, 16 of whom were primary 

school mathematics teachers and 18 of whom were class teachers, working at central primary schools 

in a province located in Eastern Anatolia region of Turkey. The content analysis of the data showed 

that not all of the teachers could interpret the operation of division regarding the concept of digit 

accurately, and their division was result and reasoning oriented. However, it was found that few 

teachers made generalizations in a similar way. It was also seen that teachers who were at problem-

solving level according to Kinach’s (2002b) comprehension level framework could not make sense of 

the logic underlying the division. In addition, the reason why zero (0) was moved to the quotient and 

when the divisor sought in remaining number should be completed by the teachers could not be 

clarified because they did not know the logic of the division. 

Keywords: Mathematical Knowledge, Instructional Explanations, Operation of Division, Maths 

Teachers, Class Teachers 
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INTRODUCTION 

Changes in the field of science and technology require individuals to fulfill certain 

expectations. Some of these expectations are being able to generate information, to use the generated 

information functionally, to solve problems, to think critically, to have various communication skills, 

to empathize and to be beneficial. Accordingly, it is expected that the curriculum should take 

individual differences into account, help students gain some value and skills, elaborate learnings 

outcomes and explanations with a spiral approach at different subject-class levels and include intended 

learning outcomes rather than transferring information from the curriculum (MEB, 2018). 

Mathematical knowledge is divided into two categories, conceptual knowledge and 

operational knowledge, by mathematics educators. The basic point in conceptual knowledge is 

meaning. It depends on explanation and association of different information by individuals using their 

knowledge. Operational information consists mostly of transactional and memorized information. It is 

also based on rules, symbols, and operations used to answer mathematical questions. While there is no 

obligation to understand the logical reason in operational knowledge, the existence of conceptual 

information makes sense of operational knowledge. This meaning depends on how much it is 

supported with conceptual knowledge. Understanding is the level of associating prior knowledge with 

new and different knowledge. An associated understanding can increase memorial skills and make it 

easier to remember information. In this way, learning can be facilitated and an individual’s attitudes 

and beliefs can develop in a positive way (Olkun & Toluk Uçar, 2009). 

It was observed that although pre-service teachers know the rules and methods for 

mathematics teaching after completing undergraduate education, their conceptual knowledge and 

instructional explanations did not develop (Toluk Uçar, 2011). Mathematics teachers are expected to 

have a quality content knowledge, domain-specific pedagogical knowledge and knowledge of 

students’ cognitive development (Shulman, 1986; Ball, 1990a; Carpenter, Fennema & Franke, 1996; 

Ma, 1999). The conceptual and operational knowledge level of a teacher has an indicative effect on 

students' misconceptions, prejudices and understanding. A good instructional explanation in this 

direction can keep students away from memorization and lead them to a process-based on structuring 

and interpretation rather than a rule and action-oriented memorization process. However, if the 

instructional explanations of a teacher remain at the operational knowledge level, it may influence the 

students negatively (Toluk Uçar, 2011).  

In recent years, investigating academic knowledge of the teacher has gained importance as it 

has been understood that the teacher's professional knowledge is important in learning-teaching 

process (Yesildere and Akkoc, 2010; Bütün & Baki, 2019). Shulman (1986) sorted teacher’s 

knowledge into three parts as subject matter knowledge, general pedagogical knowledge and 

curriculum knowledge. While subject matter knowledge is what the teacher has learned theoretically, 

general pedagogical knowledge is based on the pedagogical part of the knowledge that deals with way 

of teaching a subject. Curriculum knowedge, on the other hand, is an educational plan pre-determined 

by the Ministry of National Education (2005) and includes the subject-related limitations depending 

on the children’s level of developmental and readiness. While the teacher's subject matter knowledge 

mainly has academic style, the basis of general pedagogical knowledge includes the knowledge the 

teacher should have in order to teach a subject. This knowledge involves all activities that the teacher 

conducts considering the teaching principles in order to interpret and present a subject appropriate for 

the students’ level. For providing this, the teacher should know analogies, forms of presentation, 

examples and materials (Newsome, 1999). According to Fennema and Franke (1992), a mathematics 

teacher's subject matter knowledge helps him/her to establish a relationship between mathematical 

concepts and daily life practices. The teacher's general pedagogical knowledge skills are directly 

correlational with the subject matter knowledge. Uşak (2005) defined subject matter knowledge as the 

teacher's basic knowledge of subject, concept and content. Pedagogical content knowledge provides 

teachers disciplined thinking skills as well as allowing them to reconstruct students' thoughts and 

actions using their own cognitive knowledge (Monte-Sano, 2011; Staley, 2004). It was stated that 
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there is a close relationship between subject matter knowledge and pedagogical content knowledge, 

and the teacher should have both to teach a subject (Türnüklü, 2005; Eroğlu & Tanışlı, 2015). 

Considering that the pre-service teachers’ pedagogical content knowledge is related to their 

knowledge of mathematics teaching, it can be said that this knowledge reveals the teacher's content 

knowledge. Thus, teachers’ instructional explanations reflect their conceptual knowledge (Toluk Uçar, 

2011). 

The presentation way of a subject is the most important step of mathematics teaching 

knowledge. The way of presentation should be appropriate to the students’ cognitive levels, and 

subjects should be handled in parallel with their affective (interest, attitude, etc.) domains. Teachers 

ought to take the students’ levels apart from their cognitive and affective characteristics into 

consideration while explaining a mathematical concept. In addition, using a clear and comprehensible 

language in instructional explanations may enable the course to be taught more efficiently 

(Charalambos, Hill & Ball, 2011).  

Division is the most difficult and complex operation to be taught and learnt in terms of 

semantic structures (Anghileri, 1989; Kouba, 1989) and conceptual understanding (Steffe, 1988). 

There are various reasons for regarding it as a complex operation such as considering it only as the 

opposite of multiplication (Kaasila, Pehkonen, & Hellinen, 2010), interpreting it only as equal sharing 

(Bryant, 1997) and its containing abstract meanings such as measurement, ratio, multiplicative 

comparison (Ambrose, Baek, & Carpenter, 2003). While obtaining conceptual knowledge during the 

operation of division, it is necessary to associate between the divisor and the division concepts as well 

as to share the whole equally (Bryant, 1997). Division has two different meanings as partitive division 

and measurement division (Fischbein, Deri, Nello, & Merino, 1985). While partitive division is used 

when the number of groups is known but the number of objects / individuals in each group is not 

known, the grouping (measurement) is applied when the number of individuals / objects in each group 

is unknown (Fischbein et al., 1985; as cited by Sitrava, Özel, Işık, 2020). It is crucial for students to 

realize the association between the number of groups and the objects / individuals in the groups and to 

distinguish these concepts in terms of making sense of the operation of division. The children’s 

modelling the operation of division unconsciously during preschool period has led curiosity about 

whether the educators use it consciously. As a result of the studies conducted in this context, it was 

seen that the pre-service teachers’ knowledge about division was operational, and they did not have 

the conceptual knowledge underlying the operation of division (Baki, 2013; Ball, 1990b; Tekin-

Sitrava, 2018). 

Silver (1986) stated that the most common problem faced by students regarding the operation 

of division was that they were not taught how to associate conceptual and operational knowledge. 

Incorrect instructional explanations may lead to incomplete or incorrect information for children. 

Furthermore, it is a known fact that students have difficulties in understanding because mathematics 

has an abstract structure (Çiltaş & Işık, 2002). 

In this study, the understanding levels proposed by Kinach (2002b) were taken as a basis to 

examine the teachers’ instructional explanations. In this framework, 5 levels of understanding which 

are content, concept, problem-solving, inquiry and epistemic were taken into consideration. At content 

level, the statements remain superficial while the individual tries to explain the existing rules and 

procedures with meaningless expressions. At concept level, the individual is competent in explaining 

the concepts, features and using different meanings. At epistemic level, the individual can provide 

logical expressions underlying his definitions. At problem-solving level, the individual is successful in 

deductive inference, mathematical modeling and analytical strategies such as generating results. 

Finally, at inquiry level, the individual is capable of posing a different problem or creating new 

knowledge. 
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The purpose of the study 

The aim of the study was to examine the current instructional explanations of the class 

teachers and primary school mathematics teachers regarding the operation of division. This study was 

carried out to reveal the instructional explanations of primary school mathematics and class teachers 

through instructional theory and approaches, the students’ level of understanding the rationale behind 

the operation of division and division itself. 

The findings of the study included the importance of revising and reorganizing the current 

mathematics curriculum of the Ministry of National Education, the activities about this subject and the 

courses such as mathematics teaching, mathematics curriculum, field education and practice-oriented 

teaching practices taught in education faculties. 

METHOD 

Research Design 

In this study, the instructional explanations of the class and mathematics teachers regarding 

the operation of division were examined thoroughly, and a qualitative research approach was 

employed. Creswell (1998) stated that the qualitative research approach involves questioning and 

interpreting social life and individual problems through unique methods. According to Yıldırım and 

Şimşek (2011), the qualitative research approach provides an in-depth and detailed analysis of the 

sample. In addition, case study was taken as the basis for the research. Case study allows the 

researcher to focus on a single phenomenon, person, community or institution and tries to reveal 

certain interactions of important dimensions (Berg and Lune, 2019). McMillian and Schumacher 

(2010) expressed that a case study is used to examine a situation, event or relationship between states 

and process with a limited number of samples. According to Çepni (2012), the most important feature 

distinguishing case study from other research methods is that it is the most common method employed 

to understand the various issues of education with questions of what, how and why. Within the scope 

of this research, it was aimed to examine the teachers’ instructional explanations regarding the 

operation of division more elaborately thanks to the limited number of teachers. 

Participants 

The sample consisted of 16 primary school mathematics and 18 class teachers working at a 

provincial-central school in the Eastern Anatolia Region of Turkey. The study group included class 

teachers and primary school mathematics teachers to provide the diversity of the data, the chance to 

obtain rich data and examination of various instructional explanations available. Descriptive analysis 

was conducted, and the primary school mathematics teachers (MN) and class teachers (CN) were 

given codes (N being the element of natural numbers) for ensuring confidentiality. The codes of class 

teachers were C3, C4, C5, C6, C7, C8, C9, C10, C11, C12, C16, C20, C21, C22, C23, C28, C29, C32; 

primary school mathematics teachers’ codes were M1, M2, M13, M14, M15, M17, M18, M19, M24, 

M25, M26, M27, M30, M31, M33, M34. 

Data Collection Tool     

A semi-structured interview form was used as the data collection tool. The form includes 3 

open-ended questions. Three academic staffs were asked to express their opinions on these questions. 

Furthermore, the interview form was directed to 5 different teachers excluded in the study group. In 

the semi-structured interview form, the teachers were expected to solve the long division operations of 

“3385: 13 = ?, 1238: 12 =? and 102102: 12 =?” using the digit table in a descriptive language as if 

they were telling the solutions to primary school students. 
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Data Analysis 

Descriptive analysis was used for analyzing the data obtained. Yıldırım and Şimşek (2011) 

stated that descriptive analysis is conducted by arranging the data according to the categories and 

codes determined by the researcher. The data analysis was grounded on the levels of understanding 

proposed by Kinach (2002b). The teachers’ instructional explanations were coded through the content 

analysis. For ensuring validity of the study, the data were re-coded by a different expert and compared 

with the previous codes. The different codes emerging were rearranged at a common point by getting 

the experts’ and researchers’ opinions. Within the scope of the research, instructional explanations and 

results of division given by teachers were evaluated under the categories of unanswered, incorrect and 

correct by the researchers and experts. The instructional explanations of the teachers responding the 

interview form were interpreted via content analysis and impact of content knowledge on instructional 

explanations was examined. Firstly, it was questioned whether the teachers’ answers for the operation 

of division were correct or not. Then, it was searched whether they benefitted from appropriate 

instructional explanations using the digit system of the operation of division. In order to support the 

findings, some of the teachers’ answers were quoted exactly. 

Teachers were expected to make a similar explanation to the explanations given below by 

using the digit values fro the numbers of division. 

Model 1: Divide 3385 to 13 in a descriptive language as if you were telling the solution to the 

primary school students. 

 Firstly, how many thousands are formed when it is divided into groups of 13, each of 

which is 3 thousand? 

 Zero thousand. Then zero is written to the thousands digit in the quotient. 

 For the hundreds digit, we have 30 hundreds. There becomes 33 hundreds with the 3 

hundreds in the hundreds digit of the dividend. How many hundreds appear for each group 

when 33 hundreds are divided into groups of 13? 

 There appear 2 hundreds. We write 2 in the hundreds digit in the division. Seven hundreds 

are left. Now we can move on to the tens digit for the dividend. There are 70 tens in the 

seven hundreds. By adding 8 tens of the dividend number the result becomes 78 tens. 

 When we divide 78 tens into groups of 13, how many tens are formed? 

 The answer is 6 tens. Then we write six on the digit of tens in the quotient. Tens are 

completely finished. 

 How many ones are formed when we divide 5 ones of the divident into groups of 13? 

 0 (zero) ones is left. We write 0 in the ones digit of the quotient. Thus, the result of the long 

division is found as 260. 

Model 2: Divide 1238 to 12 in a descriptive language as if you were telling the solution to the 

primary school students. 

 When we divide 1 thousand into groups of 12, how many thousands are obtained? 

 Zero thousand. Therefore, 0 is written to the thousands digits in the quotient. 
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 Let's move on to the hundreds digit. 1 thousand is 10 hundreds. It becomes 12 hundreds 

with 2 hundreds in the hundreds digit. When we divide 12 hundreds into groups of 12, how 

many hundreds will appear? 

 There will be 1 hundred. 1 is written to the hundreds digit in the quotient. No hundreds are 

left. 

 We can move to tens digit of the dividend. How many tens are formed when we divide 3 

tens into groups of 12? 

 0 tens are formed. We write 0 on the tens digit of the quotient. 

 Now we can move on to ones digit. 3 tens are 30 ones. A total of 38 ones are obtained with 

8 units in the ones digit of the dividend. When we divide the 38 ones into 12 groups, how 

many ones are formed? 

 The answer is 3 ones. We write 3 on the ones digit of the number in the quotient. Thus, we 

find the result of the long division as 103. 

Model 3: Divide 102102 to 12 in a descriptive language as if you were telling the solution to 

the primary school students. 

 When we divide 1 hundred thousand into groups of 12, how many groups of hundred 

thousands are formed? 

 0 group is formed. Then, we write 0 on the hundred thousands digit in the quotient. 

 One hundred thousands is 10 ten thousands. There are none on ten thousands digit of the 

dividend. When we divide 10 ten thousands into groups of 12, how many groups of ten 

thousands are formed? 

 0 group is formed. Then, we write 0 on the ten thousands digit of the quotient. 

 As we have finished ten thousands digit, we can move on to thousands digit. 10 ten 

thousands are 100 thousands. 102 thousands are obtained with 2 thousands in the digit. 

How many thousands are formed when we divide 102 thousands into groups of 12? 

 8 thousands are formed. We write 8 to the thousands digit of the quotient. Six thousands 

are left. 

 Six thousands are 60 hundreds. Sixty-one hundreds are obtained with one hundred in the 

digit. How many hundreds of 12 are there in 61 hundreds? 

 There are five hundreds. We write 5 on the hundreds digit of the quotient. Only one 

hundred is left. 

 1 hundred is 10 tens. There is 0 in the tens digit of the dividend. There are no numbers to 

add to 10 tens. How many tens are formed when we divide 10 tens into groups of 12? 

 Zero tens. We write 0 on the tens digit of the quotient. Then, we can move on to the ones 

digit. 

 10 tens are 100 ones. 102 units are formed with 2 ones in the ones digit. How many ones 

are formed when we divide 102 ones into groups of 12? 
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 8 units. We write 8 on the ones digit of the quotient and finish the long division. So we find 

the quotient as 8508 and the remainder as 6. 

FINDINGS 

In this section, teachers’ answers to three different questions of division were classified as 

unanswered, incorrect and correct, and their explanations about the operation of division were 

examined according to the levels of understanding proposed by Kinach (2002b). 

Table 1. Analysis of the answers given to the first question of division. 

Code Unanswered Incorrect 

Answer 

Correct Answer f 

*Non-operational instructional 

explanation 

C9, C10, 

C12 

  3 

*Lack of knowledge  C32  1 

*Operational error  C16, M18  2 

*Generalization-attributing a 

different meaning 

  M2, C6, C7, M15, M19, C22, M25, M30, 

M34 

9 

*Way of crosschecking   C8, C28 2 

*Higher-order knowledge   M13, M26 2 

*Inadequate instructional 

explanation 

  M1, C3, C4, C5, C11, M14, M17, C21, C20, 

C23, M24, M27, C29, M31, M33 

15 

 

When table 1 was examined, it was seen that 28 of 34 teachers merely found the correct result 

of the first question since their instructional explanations were inadequate, they attributed different 

meaning through generalization, they solved through higher-order process or crosschecking. In 

addition, it was understood that 3 teachers’ answers were incorrect because of operational errors and 

lack of knowledge, and 3 teachers skipped this question without any explanations or left it 

unanswered. 

There were no teachers at the epistemic, inquiry or concept levels, but there were teachers at 

content and problem-solving levels according to Kinach’s (2002b) levels of understanding. Teachers 

at content level tried to explain the operation of division through meaningless expressions apart from 

being superficial in terms of procedures and rules. On the other hand, it was found that the teachers at 

problem-solving level used special problem-solving techniques such as deductive thinking and 

crosschecking, and analytical strategies in the form of mathematical modeling such as double arrow 

sign. Additionally, it was understood that no instructional explanations within reflected logical 

explanation and rationale underlying operation of division within the scope of the research. 

The instructional explanations of the teachers making some inferences and generalizations 

without mentioning the causality of the concepts underlying operation of division are given below. It 

can be said that these teachers were at problem-solving level according to the levels of understanding 

proposed by Kinach (2002b). 

The instructional explanations given below were inadequate and illustrated the 

teachers’ correct answers as a result of their different rules or generalizations.            

 

Figure 1. M2’s operation of division. 
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M2: By starting from the left of the dividend, we write the multiples of 13 to form a pattern to 

see how many times it is in it. That’s how we do it. As it is the last remainder, we add zero to the 

quotient. 

C6: The largest digit of the number 3385 is 3 in thousands digit and it is said that there will be 

3 thousands, specifying that the figure, first to start from 1000s. Since there are no 13 in 3, we look at 

the figure to the right of the thousands of digits. We ask whether there is 13 in 33 and write 2 to the 

quotient and multiply. We write 26 under the multiplication result – 33, and the remainder becomes 7. 

We say the next digit is the tens. We got 8, so we have got 78, now we're gonna find how many 13 

there are in 78. When we find 6 with rhythmic counting, we write it to the quotient and multiply. Then 

we find 0 by subtracting 78 from 78. There is no 13 in 0, and the last remaining digit is 5. 13 is not in 

5 again. As a result, we add zero to the quotient since we cannot find the number that divides twice 

and finish the division.                

 

Figure 2. M15’s operation of division. 

M15: When dividing 3385 into 13, we first look at how many 13 are in 33 because the divisor 

includes 2 digits. When we count 13 each, we see that there are two 13 in 33. Then, we multiply 2 by 

13 and write the result - 26 below 33. We subtract 26 from 33. Then we take 8 down from the top next 

to the remaining 7 and obtain 78. We find how many 13 there are in 78. Again, we count 13 each and 

find that there are six 13. We write 6 to the quotient. We multiply 6 by 13 and write it under 78. We 

find 78-78 = 0. We take 5 down and see if there is 13 in it.  Since there is no 13 in it, we write zero to 

the quotient. The remainder is 5, and quotient is 260. We look at whether there are 13 for each 

number we take down, but if you don't have a divisor in it, we shouldn’t forget to add zero to the 

quotient.  

 

Figure 3. M19’s operation of division. 

M19: During operation of division, firstly, it is checked whether there is a divisor in the first 

digit on left side of the dividend. If there is none, then the next digit on its right is taken and re-

examined. If it includes divisor, number of divisors in it is written to the quotient. How many 13 are 

there in 33; that is, how many groups are there if we write 33 in 13 groups? The number is written to 

the quotient. Then the number written to the quotient is multiplied by divisor, and written to the left of 

dividend. Subtraction is done by ignoring the right side. Then, the unoperated numbers in the dividend 

are taken down, and the result is achieved by redoing the operational steps in the same way. If zero is 

the result of subtraction and if the number taken down is less than the divisor, a zero is added to the 

right of the quotient for each digit in the remainder.   
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Figure 4. C21’s operation of division. 

C21: Firstly, operation of division is a process of sharing out. It is the short way of 

substraction. If we distribute from a bigger part to several people at a time, it becomes less. It is 

necessary to know rhythmic counting and multiplication tables well to be able to divide. The division 

is always started from the largest digits. Since there is no 13 in 3, 13 is searched in 33 because the 

number 3 is less than 13, so the next digit is added. After operation of substraction, the remaining 

numbers are taken down one by one and division continues. Since there is no 13 in the last number 

taken down, the remainder is smaller than the divisor. Thus, division cannot be continued, and 

division is finished by writing 0 to the quotient.         

 

Figure 5. M34’s operation of division. 

M34: We start division from the leftmost digit. If the leftmost value is not divided by divisor, 

the division is performed by passing to the digit on the right.  In the first operation, there is no 13 in 3, 

so we move 1 digit to the right and ask how many 13 there are in 33. Once we find it, we multiply it by 

the divisor and write it under the dividend and subtract them. The other numbers of the dividend are 

taken down. This is continued. Even if the remainder is 0, we take it down because there are 

unoperated numbers left in the dividend. Since there is no 13 in 5, we add a zero to the quotient as if it 

had digit value. 

In the first question, two teachers found incorrect results because of the operational error. The 

following instructional description is an example. 

C16: Unlike other operations, in division we start from the left. We see that the leftmost 

number is 3, and we ask if there is 13 in 3? No. We ask for 33 now. Is there 13 in 33? Yes. Having 

written 2 to quotient, we multiply 2 by 13. It is 26. 33-26 = 7. So we solved it accurately because the 

remainder can never be equal to or greater than the divisor. Now, 8 is taken down. What’s our new 

number? It is 78. There are also five 13 in 78. 13 times 5= 65. We write it under 78 and substract it. 

The result is eight. 

The following instructional explanations were considered unanswered and inadequate. 

C9: I bring an apple to the class and ask “what would we do if we had 4 apples and wanted to 

share this with your friends?”. That's how I start the lesson. Normally, we would share one by one, but 

knowing division makes it easier. I show how to divide an apple into 4. I give a few more examples 
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and open the relevant videos from the EBA (Education Information Network) or schoolistic so that 

they can see and perceive them visually. I help them understand and concretize case studies in the 

classroom. 

C12: Initially, I start operation of division by dividing 2-digit numbers with some objects. 

Students realize that sharing is a division. Then I explain operation of division. I explain them that 

division should be started from the largest digit value. I ask if there is 13 in 3. After receiving the 

answer “no”, I ask how many 13 there are in 33? and get their answer. After the answer is received, 

the number in quotient is multiplied by 13 and subtraction is conducted. If there is no 13 in remainder, 

the other number is taken down. After finding the number of 13 in the number, the same operations are 

reimplemented. Operation goes like this until the remainder becomes less than the divisor. The 

students are told that the remainder has to be smaller than the divisor to finish the division. If not, the 

operation should be repeated. 

The instructional explanation below was considered as incorrect due to the teacher's lack of 

knowledge.  

 

Figure 6. C32’s operation of division. 

C32: Is there 13 in 3? No. As you can see, there is no 13 in 3 because 3 is smaller than 13. 

We're checking if there's 13 in 33 because there's not in 3. There exists in 33 because it is greater than 

13. In order to find out how many 13 there are in 33, we do operations of 1 times 13= 13; 2 times 13= 

26; 3 times 13 = 39. Since 39 is greater than 33, we understand that there are two 13 in 33. 2 times 

13= 26. 33-26= 7. Now we're taking 8 down. There are six 13 in 78. 6 times 13= 78. 78-78= 0. We're 

taking five down. We cannot continue divison as 5 is smaller than 13. This is a long division 

operation. 

The following instructional explanation was regarded inadequate, and it included control 

through crosschecking. 

 

Figure 7. C28’s operation of division. 
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C28: We ask if there is 13 in 3, which is the first digit of the division?. Then we look for 13 in 

33. We try to find a number close to 33 by multiplying numbers by the divisor 13. We find the number 

2. Then the number 13 is multiplied with 2, and 26 is written under 33. It is subtracted. The remainder 

is 7. Then the next numbers are taken down from left to right. Firstly 8 is taken down. We obtain 78 

with the number 8 next to 7. In 78, the number of 13 is searched. We ask by which number we multiply 

13 to find 78 or around 78?  We find the number 6 by trial. 6 times 13= 78. 78-78 = 0. The next 

number to be taken down is 5. Is there 13 in 5? When the answer “no” is received, “no” is replaced 

with 0, multiplied and subtracted. After finishing the division, the divisor and quotient are multiplied 

to crosscheck. 

The instructional explanation below was insufficient and contained higher-order knowledge.         

 

Figure 8. M13’s operation of division. 

M13: We determine whether or not the divided number is in the divisor. We divide the 

numbers that can be divided by using the divisor. If the number in the last digit of the divisor does not 

include as many as the number of divisors, we add a zero to the quotient, and we add a zero to the 

rightmost of the number. Then, we finish the operation. 

The following instructional explanations were inadequate. 

 
Figure 9. M30’s operation of division. 

M30: Division is a process of repetitive subtraction. When dividing large numbers, a method 

other than this is required. Repeated division is performed starting from the last digit. 
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Figure 10. C3’s operation of division. 

C3: Dear children, now we’ll solve an example of long division of a 4-digit number to a 2-

digit number. When dividing, let's remember that there are dividend, divisor, quotient and remainders. 

We start division with the digit with the largest digit value in the dividend. The most important thing to 

consider in operation of division is that we should know multiplication well and take the numbers 

downwards correctly.     

 

Figure 11. M14’s operation of division. 

M14: Since 3 is a number smaller than 13, there cannot be 13 in 3. There are two 13 in 33. 13 

times 2= 26, 33-26 = 7. Since there is no 13 in 7, we take 8 down. There are six 13 in 78. 13 times 6= 

78. We'll take 5 down. Since there is no number next to 5, 5 is the remainder. 5 is alone because it's 

less than 13. Since we have taken 5 down, we add 0 to the quotient. 

Table 2. Analysis of the answers given to the second question of division. 

Code Unanswered Incorrect 

Answer 

Correct Answer f 

*Instructional without 

explanation 

C9, C10, 

M17 

  3 

*Operational error  M26, C23  2 

*Generalization-attributing a 

different meaning 

  M2, C6, C7, M15, M19, C21, C22, M25, 

M30, M34 

10 

*Way of crosschecking   C8, C28 2 

*Insufficient instructional 

explanation 

  M1, C3, C4, C5, C11, C12, M13, M14, C16, 

M18, C20, M24, M27, C29, M31, C32, M33 

17 

 

In table 2, the instructional explanations of none of the 28 teachers who found the correct 

result of the second operation of division could not be at different levels of understanding except for 

the content and problem-solving levels. The teachers’ instructional explanations were at the level of 

rules - procedures and were completely superficial. Some instructional explanations consisted of 

meaningless expressions and generalizations. In addition, 10 of these teachers provided explanation at 

the level of inference in the form of mathematical modeling such as taking two digits down at the 
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same time and the double arrow. According to Kinach’s (2002b) levels of understanding, there weren’t 

any teachers making explanations at concept, epistemic and inquiry levels. 

(M26) Teacher 26 misinterpreted the question due to misperception.   

 

Figure 12. M26’s operation of division. 

M26: There is one 12 in 12. The remainder is 0. 8 is taken down. Since there is no 12 in 8, 0 is 

written to the quotient. Then, 3 is taken down. There are six 12 in 83, it is written to quotient and 

substraction is implemented. The remainder is 11. 8 is taken down. 12 is looked for in 118. It is 9 

times. The operation goes like this. The remainder is 10.     

 

Figure 13. M17’s operation of division. 

M17: Since we can't look for 12 pens in a pen, we use the number on the next digit. There is 

one 12 pens in 12 pens. There are 12 pens in total. The division is continued through this. 

Teacher 17’s operation of division was regarded in the category of unanswered. In addition, 

the following instructional explanations were found to be inadequate in the form of rules with various 

generalizations. 

C6: It should be started with the largest digit value - thousands digit. In thousands digit, there 

is the number 1. Then, we emphasize that there is one thousand. There’s no 12 in 1. There's one 12 in 

12. Write 1 to the quotient, subtract the result from the dividend and find 0. There's no 12 in 0. 3 goes 

down. Since there is no 12 in 3, zero is written in the quotient, then 8 is taken down. There are three 

12 in 38. 38-36= 02 so it is said that the quotient is 103.  

 

Figure 14. M15’s operation of division. 
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M15: There is one 12 in 12. Therefore, we write 1 in he quotient. Multiplication of 1 by 12 is 

12. It is substracted by writing below the dividend. It is 00. When we take the number 3 down and 

obtain 03, we write 0 to the quotient as there is no 12 in it. We take the number 8 down. Now our 

number is 38. There are three 12 in 38. 3 is written to the quotient. 3 times 12= 36. It is written under 

38 and subtracted, the remainder is 2, quotient is 103.    

 

Figure 15. C21’s operation of division. 

C21: There are some simple rules we need to learn about division. For example, we start the 

division from the largest digit. While we continue, if we take down two numbers at the same time after 

subtraction, we need to write 0 to the quotient. That is, there is no 12 in 0. We take 3 down. There's no 

12 in 3. We take down the second number - 8. Since we take down two numbers at the same time, we 

add 0 to the quotient.    

 

Figure 16. M25’s operation of division. 

M25: If 2 consecutive digits are taken down, we should write 0 to the quotient and continue. 

M2, C6, C7, M15, M19, C21, C22, M25, M30 and M34 expressed the second operation of 

division with a similar instructional explanation and a memorization-based generalization. This may 

be the result of teachers’ general educational background. We explored that the digit system and logic 

to be explained were replaced by rote learning and fabricated information. Moreover, 2 teachers stated 

that the operation of division should be controlled by crosschecking. Although the teachers found the 

correct result, the following excerpts show that none of the teachers could make necessary and 

sufficient instructional explanation. 

C8: I would like to emphasize that it is difficult to separate the number of 1238 into groups of 

12 to find out how many groups there would be in total, and to explain that division makes it easy. It is 

asked how many 12 there are in 1. After receiving the answer, it is asked how many 12 there are in 12. 

With rhythmic counting, it is found as 1. The operation is continued with the number 3 that is in the 

tens digit. Since there are zero 12 in 3, it is said that zero should be added to the quotient. Then, 8 is 

taken down. It is said that there are three 12 in 38. The remainder is 2. If it is asked why we don’t add 

0 although there is no 12 in 1, it can be stated that the first digit cannot be 0. Crosschecking is 

implemented.   
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Figure 17. M1’s operation of division. 

M1: The operation starts from the largest digit value. Let’s look at the thousands digit. Is 

there 12 in 1? No. Let's look again by taking the next digit. Is there 12 in 12? Yeah, there is one. We 

write it to the quotient. There is no remainder. Let's go on. Is there 12 in 3? No. There's 0. 0 is written 

to the quotient. Now let's check with the number next to 3. Is there 12 in 38? Yes, because 38 is greater 

than 12. Let's count rhythmically: 12, 24, 36, 48. Then, we write 3 to the quotient. 3 times 12= 36. We 

had 38. We have 2 as the remainder.       

 

Figure 18. C3’s operation of division. 

C3: We will divide the number 1238 by the number 12. We start our division from the 

thousands digit. 1 is not divided by the number 12. That's why we take the thousands and hundreds 

digit together. There are 1 in the thousands digit and 2 in the hundreds digit. It is divided by 12. Then 

we look at tens and ones digit. We divide the number 38 by the number 12. We check the multiples of 

12 and find 36. When we subtract 36 from 38, a long division is finished. 

C11: Is there 12 in 1? Children say no. Then let's ask, is there 12 in 12? There is 1. 1 is 

written to the quotient. Then, 3 goes down. Is there 12 in 3? No. There is 0. Zero is written to the 

quotient. Then 8 goes down. It is asked, is there 12 in the number 38?. There are 3 times. 3 is written 

to the quotient, it is multiplied by the divisor and written under the dividend. The remainder is found 

via subtraction. As it is smaller than the divisor, it remains so.    

 

Figure 19. M14’s operation of division. 

M14: Since the number 12 has 2 digits, it is divided by at least 2 digits. As the number 12 is 

equal to 12, there is 1 time. Since our operation continues, we take 3 down. Since there is no 12 in 3, 
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we also take 8 down. Now we look for 12 out of 38. There are three 12 in 38. When we multiply 12 by 

3, it becomes 36. Having written the numbers below and below, we make subtraction. It remains 2. 

Since there is no 12 in 2, we finish the long division. 2 is our remainder.      

 

Figure 20. M19’s operation of division. 

M19: When we take down one of the numbers above that are not operated during division, we 

take one more digit down if we do not have any divisors in the number we obtained. While doing this, 

we write 0 to the right of the quotient. The operation of division goes on till no number that is not 

operated in the dividend is left.              

 

Figure 21. M33’s operation of division. 

M33: There is no 12 in 1. There is one 12 in 12. 1 times 12= 12. 12-12= 0. 3 is taken down. 

There is no 12 in 3. 8 is taken down. Since 2 numbers are taken down at the same time, 0 is written to 

the quotient. There are three 12 in 38. 3 x 12= 36, the remainder is 2. 

Table 3. Analysis of the answers given to the third question of division. 

Code Unanswered Incorrect 

answer 

Correct Answer f 

 

*Non-operational instructional 

explanation  

C4, C5, C6, C7, C9, C10, 

C11, C12, M19, C20, C21,  

C23 

  12 

*Lack of knowledge  C3  1 

*Operational error  M33  1 

*Generalization-attributing a 

different meaning 

  M2, M15, C22, M25, M34 5 

*Way of crosschecking   C8 1 

*Higher-order knowledge   M13 1 

*Insufficient Instructional 

Explanation 

  M1, M14, C16, M17, M18, M24, 

M26, M27, C28, C29, M31, C32,        

M30 

13 

 

In order to analyze the teachers’ instructional explanations better, the analysis of the third 

question prepared by increasing the number of digits by 2 was shown in table 3. 

(M33) S/He answered the third operation of division incorrectly due to an operational error.  
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Figure 22. M33’s operation of division. 

M33: There is no 12 in 1. There is no 12 in 10. There are eight 12 in 102. 12 times 8= 96. If it 

is subtracted from 102, it remains 6. 1 is taken down. There are five 12 in 61. 5 times 12= 60. If we 

subtract it from 61, it remains 1. 1 is taken down. There is no 12 in 11. Since 2 numbers are taken 

down, 0 is added to the quotient. There are nine 12 in 110. 9 times 12= 108. It remains 2. 2 is taken 

down. There is one 12 in 22. 22-12= 10. 

Clasroom Teacher 3 answered the question incorrectly due to lack of knowledge. 

C3: We will divide a 6-digit number by a 2-digit number. In 102102, we will look for 12 digit 

by digit. First we’ll check the hundred thousands digit, ten thousands digit and thousands digit. It is 

not divided as there is 1 in hundred thousands digit. The number is 10 because there is 0 in the 

hundreds digit. 10 is not exactly divided by 12. That's why we get 2 in the thousands digit. Our number 

is 102. There are eight 12 in 102. We write 8 to the quotient and 6 to the remainder. We add 1 on the 

hundreds digit because 6 is not divided by 12. Our number is 61. We divide 61 by 12. We add 5 next to 

8 to the quotient, and write 1 to the remainder. Since 1 cannot be divided by 12, we add the number 0 

next to 1. We get the number 10. Since the number 10 cannot be divided by 12, we add 2 to the ones 

digit and divide 102 by 12. The quotient is 858, and the remainder is 6. 

Instructional explanations given below are examples of the teachers’ insufficient explanations 

consisting of stereotypical expressions without revealing the meaning of division. 

 

Figure 23. M14’s operation of division. 

M14: We use 3-digit numbers because 1-digit and 2-digit numbers cannot divide 12. There 

are eight 12 in 102. We continue our operations until we get a single digit by multiplying. Just like our 

other examples, we do operation of long division in this way.     
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Figure 24. C32’s operation of division. 

C32: There is no 12 in 1. We look for 12 out of 10. As there is none, I check whether there is 

12 in 102 or not. There are eight 12 in 102. 8 times 12 is 96. The remainder is 6 as a result of 

subtraction. Since there is no 12 in 6, we take 1 down. There are five 12 in 60. The remainder is 1. 

When we take 0 down, there is no 12 in 10. We write 0 to the right of the quotient. We take 2 down, 

there are eight 12 in 102. 8 times 12= 96. The remainder is 6 as a result of the subtraction.     

 

Figure 25. M30’s operation of division. 

M30: Because 1 digit has been taken down. 

 

Figure 26. C28’s operation of division. 

C28: There is no 12 in 1. There is no 12 in 10. Then, we look for 12 in 102. By trial, we find 

the nearest number. There are 8 times. We subtract 96 from 102. The remainder is 6. We take 1 down. 

There are five 12 in 61. The remainder is 1. We take 0 down. It becomes 10 when it goes down. Since 

there is no 12 in 10, we add 0 to the quotient. We multiply again, and the remainder is 10. There are 

eight 12 in 102. Subtracting 96 from 102, we get 6. 

The following instructional explanations can be given as an example of the instructional 

explanations at the problem-solving level proposed by Kinach (2002b).   
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Figure 27. M15’s operation of division. 

M15: Since there is no 12 in 10, we include 1 more digit and look for 12 in 102. Since it is 8 

times, 8 is written to the quotient. Then, we multiply, write under 102 and subtract it. There is no 12 in 

the remainder 6. When we take 1 down, we look for 12 in 61. There are five 12 in 61. 5 times 12= 60. 

We subtract it from 61 and obtain 1. There is no 12 in 1. Therefore, we take 0 down. Since there is no 

12 in 10, one 0 is added to the quotient. Now, we take down the last two digits and look for times of 12 

in 102. Since it is 8 times, 8 is written to the quotient. 12 times 8= 96, and 6 is the remainder. Since 6 

is smaller than the divisor, division is finished here.  

 

Figure 28. M34’s operation of division. 

M34: Is there 12 in 1? No, there isn’t. Is there 12 in 10? No. If 1 digit is increased, there are 

eight 12 in 102. There is no 12 in the remainder 6. We take 1 down, there are five 12 in 61. Then we 

take 0 down. There is no 12 in 10. In this case, we take 1 more digit down. We add zero to the 

quotient; we seem to give it credit to pass to the next digit. There are eight 12 in 102. Since all the 

digits of the division have been used, the process ends and the remainder is found as 6. 

The following instructional explanations were insufficient and evaluated in the category of 

unanswered.         

 

Figure 29. C23’s operation of division. 

C23: Likewise, subctraction is said to be a short way of division. 
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C20: I can't solve a 6-digit number in a descriptive language. The solution is similar to the 

solutions of the questions above.  

 

Figure 30. M19’s operation of division. 

M19: While dividing, the number we operate and the quotient, the digits of the number we 

multiply are written starting from the rightmost of the dividend, and it is subtracted. Then, the solution 

continues. 

On the other hand, 12 teachers (C4, C5, C6, C7, C9, C10, C11, C12, M19, C20, C21, C23) did 

not answer the last question stating that it wasn’t included in the learning outcomes of the curriculum. 

 C4: There is no such a learning outcome. 

One of the things to be done to reveal the mathematical meaning underlying the operation of 

division is to separate the numbers according to the digit values and carry out the operation step by 

step. Here, teachers are expected to use the concept of digit. In the study, the teachers carried out the 

operations of division without using the digit table and revealing the mathematical meaning for the 

operation of division. 

CONCLUSION AND DISCUSSION 

In this study conducted at central primary schools, it was found that a total of 34 teachers had 

operational knowledge about operation of division, but it was superficial. In addition, it can be claimed 

that they did not have sufficient knowledge of instructional explanation and, in this direction, that they 

lacked conceptual knowledge as well. This result complies with Kinach’s (2002) result that 

instructional explanations of the preservice mathematics teachers regarding operations of addition and 

subtraction in integers was at the level of procedural knowledge and their insufficient conceptual 

knowledge affected their instructional explanations (Toluk Uçar, 2009; Hacıömeroğlu, 2013; Sitrava, 

Özel, Işık, 2020; Gökkurt, Şahin, Soylu, 2012). On the other hand, it was in line with Baki’s (2013) 

result that pre-service teachers had low success and insufficient conceptual knowledge about operation 

of division. In addition, the study was similar to the superficial operational knowledge of Işıksal and 

Çakıroğlu (2005). 

The findings showed that giving the rules was sufficient for instructional explanation, and that 

teachhers did not explain the reason appropriately (Oral, 2020), they resorted to formal tricks and 

some generalizations which they made in their own way (Albayrak, Şimşek 2017; Hacıömeroğlu, 

2013). These findings were in parallel with Toluk Uçar’s (2011) study about instructional explanations 

conducted with pre-service teachers. Moreover, in this study, it was observed that mathematics and 

class teachers did not mention about different meanings of the concept of division, and they tried to 

explain division with a rule and operation focus. As a result, it was understood that the teachers 

limited their teaching approaches. In this sense, it was in parallel with Bütün and Baki’s (2009) study 

titled the structure of primary school mathematics teachers' field education knowledge about the 

concept of division. 
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In this study, it was observed that mathematics and class teachers were unwilling to operate 

according to the digit values in the operation of division, their instructional explanations were 

insufficient and their operational knowledge was superficial. The findings were in line with the studies 

of Southwell and Penglase (2005) and Thanheiser (2009). Similarly, Baki’s (2013), Işık and Kar’s 

(2012) studies carried out on pre-service teachers were in line with this study regarding lack of 

conceptual knowledge and result-oriented, superficiality of operational knowledge for crosschecking. 

Çimen and Tat (2018) examined the problem posing skills of 8
th
 grade students in interpreting 

long division. The findings of this study also revealed that the students were incapable of using the 

mathematical language. In line with this finding, it was seen that the students could not make sense of 

the operation of division sufficiently. Such results are likely to occur if the teacher does not provide 

sufficient instructional explanations for the operation of division at primary school level. 

Instructional explanations are crucial for the teachers to teach mathematical rules and concepts 

better and to transfer the pedagogical knowledge of mathematics. Results of several studies revealed 

that there were more rules, procedures and memorization in teachers’ instructional explanations 

(Henningsen and Stein, 1997; Kinach, 2002a, 2002b; Kılcan, 2006). There may be several reasons 

why the results are in this direction. According to Borko and Putnam (1996), teachers’ inadequate 

mathematical knowledge, beliefs and attitudes towards mathematics may be among these reasons. If 

the teachers’ content knowledge is based on disconnected information, their instructional explanations 

will also be based on disconnected operations. On the other hand, if the teachers’ content knowledge is 

based on appropriate ways of thinking and logical connections, then their instructional explanations 

will be in this direction (Thompson, Carson and Silverman, 2007). 

Researches on instructional explanations have been mostly on operations with fractions 

(Toluk-Uçar, 2011; Charalambos et al., 2011), addition and subtraction with integers (Baki, 2013, 

Kinach, 2002a, 2002b), addition and subtraction in natural numbers (Thanhieser, 2009 ) conducted 

with teachers or prospective teachers. In the studies, it has been seen that the teachers’ instructional 

explanations were mostly predicated on the rule and procedure based on memorization but this was 

not accurate mathematically (Toluk and Uçar, 2011). 

Arslan and Kılcan (2006) stated that as a result of insufficient mathematical content 

knowledge of the teachers, teacher-centered learning environments would take place where student 

participation do not occur, students would have misconceptions and understand the subjects 

incompletely. It was also stated that effective teaching depends on more than one variable, but the 

most important of these variables is the teacher. In this context, Çakmak (2004) stated that the number 

of studies focusing on teacher training, teacher qualifications and the types of knowledge to be had by 

teachers has been increasing. In line with the studies conducted, it was mentioned that teacher 

knowledge was defined differently and there were variables effective in structuring this knowledge 

(Fennema & Franke, 1992; Grossman, 1990; Hill, Ball & Schilling, 2008; Shulman, 1986). Different 

studies have been carried out in accordance with the content knowledge and pedagogical content 

knowledge among the existing variables (An, Kulm & Wu, 2004; Daehler & Shinohara, 2001; Kahan, 

Cooper, & Bethea, 2003; McDuffy, 2004; Penso, 2002). In this study, instructional explanations of 

primary school mathematics teachers and class teachers regarding the operation of division were 

presented. Although many of the teachers found the correct result, they failed to make instructional 

explanations revealing the mathematical meaning underlying the operation of division.  

In a study conducted on prospective teachers and teachers in Australia and the USA, it was 

observed that the teachers had difficulty in understanding the operations by numbers and digit values, 

as well as conducting the operations according to the rules and this was insufficient to explain the 

underlying causes of mathematical operations (Southwell and Penglase, 2005; Thanheiser, 2009). 
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SUGGESTIONS 

The Ministry of National Education expects teachers to teach within the framework of the 

renewed curriculum. However, this is not enough. Pre-service teachers should also be trained 

according to the qualifications suggested in this curriculum. A teacher who is familiar with explaining 

the operation of division based on stereotypical expressions finds it very complicated to teach division 

by separating division according to the digit values. In order to help pre-service teachers reach to the 

goals as suggested in the mathematics curriculum, such courses should be offered in teacher training 

programs. Learning and teaching environments that foster instructional explanations should be created 

for teachers to be more equipped. Presentations made in these environments should be monitored by 

instructors, feedbacks should be given to pre-service teachers step by step, and they should be allowed 

to see what they do. In order to achieve this goal, the number of weekly courses such as teaching math 

should be increased and these courses should be enriched in content. On the other hand, pre-service 

teachers should be followed up by faculty members who are experts in their subject areas, such as 

teaching practice, and appropriate feedbacks should be given to pre-service teachers in case of any 

problems. 
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Abstract 

This study aimed to investigate the university students' usage of smartphones in-class and reveal the 

relationships among the frequency of use, the purpose of use, reasons for the smartphone using in 

course, and demographic variables (gender and class). To achieve this aim, we used the correlational 

survey model. The study sample was selected from the students studying in an Education Faculty of a 

University in the east of Turkey in the spring semester of 2019-2020 academic year. The sample 

determined by the snowball sampling method consisted of a total of 577 students. The survey 

technique was used to collect data. The descriptive and relation analysis were used in the analysis of 

the data. Frequency and percentage calculations were made for descriptive analysis. For relational 

analysis, the association rule, one of the data mining methods, was used. It has been revealed that most 

of the students use their smartphones occasionally and mostly in messages, to do research and connect 

to social networks. It was observed that the main reasons that motivated students to use their 

smartphones in the courses were doing research about the course and using them in emergencies. 

Besides, students gave close answers about the effect of smartphone use on academic performance, 

and most of the students stated that they did not have difficulty focusing when using smartphones in 

the courses. Some students also stated that they did not use the phone as it distracted them, and it was 

forbidden to use it in the course. Results revealed that the boring course, negative attitudes towards the 

lecturer, and the course cause students to message and connect to social media. It was concluded that 

the occasional use of smartphones in the courses in cases of emergency and messaging does not affect 

students' academic performance and does not cause any problems in focusing on the course. Besides, 

most people who use their smartphones for researching, reading news, and messaging in the courses 

stated that they use their smartphones for educational purposes. Some suggestions were developed at 

the end of the study based on the results. 
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INTRODUCTION 

Thanks to the developments in information and communication technologies and the 

widespread use of these technologies, technological resources have become an indispensable part of 

our daily life. Therefore, these resources have started to take place in business and school life and 

people's daily lives. Technological resources affect corporate performance positively due to fast 

communication, low cost, and comprehensive information access, but employees can sometimes use 

these resources for personal purposes (Sage, 2015). The use of these resources for personal purposes 

leads to the emergence of the concept of cyberloafing. Cyberloafing is defined as the use of the 

internet through any mobile technology for non-business purposes during working hours (Vitak, 

Crouse, & LaRose, 2011). When considered in terms of educational institutions, this behavior is 

defined as workplace cyberloafing when it is demonstrated by the manager and teacher and in-class 

cyberloafing when exhibited by students. However, with the increase in students' access to 

technological resources during the course, student cyberloafing, which is a newer phenomenon, 

attracts the attention of researchers. Considering that it is done in a classroom environment and 

students do not always have access to computers during the course, it can be said that students make 

cyberloafing most often through smartphones. 

Studies with university students revealed that the majority of students use smartphones 

(Bulduklu & Özer, 2016; Erdem, Türen, & Kalkın, 2017; Yusufoğlu, 2017), and a significant 

proportion of these students have nomophobia (Tavolacci, Meyrignac, Richard, Dechelotte, & Ladner, 

2015; Yıldırım, Sumuer, Adnan, & Yıldırım, 2016a). Nomophobia can emerge as students' behavior to 

continually look at smartphones, apps, photos, and updates shared on social networks. The use of 

smartphones widely and addictively by students can give an idea that they will be used during the 

course when there are no limitations in the classroom. Licoppe (2004) also states that the students 

want to be always available, so they keep their phones open in the classes. Excessive and uncontrolled 

use of these technologies by students in the courses causes some unforeseen problems (Brubaker, 

2006; Karaoğlan-Yılmaz, Yılmaz, Öztürk, Sezer, & Karademir, 2015; Park, 2005). It is possible to say 

that university administrations and faculty members have essential responsibilities in combating these 

unforeseen problems. 

The task of educators is to look for ways to improve the learning experience for students. 

Therefore, it is not surprising that researchers focus on how technological devices that can be in the 

classroom improve students' pedagogical experience (Baker, Lusk, & Neuhauser, 2012). Baturay and 

Toker (2015) state that due to the widespread use of technological devices and internet access in 

school settings, cyberloafing concerns have increased in educational environments. Schools, which 

realize the effects of smartphones' problematic use, can limit the use of these phones. Some schools 

prohibit smartphones, as they prevent others, hinder learning during the course, distract attention, and 

decrease the education quality (Hiscock, 2004; Sánchez-Martínez & Otero, 2009; Selwyn, 2003). Less 

motivation, boredom, lack of interest in the course, and academic success anxiety cause students to 

display cyberloafing behaviors (Ergün & Altın, 2012). Besides, individuals with cyberloafing behavior 

may also experience concentration impairment (Al-Khlaiwi & Meo, 2004). However, not every phone 

use during the course is considered cyberloafing. Because it is known that the use of smartphones 

during the course, which the majority of students have access to, has positive effects as well as adverse 

effects on learning. Therefore, it is essential to reveal the habits of students using smartphones during 

the course. 

This study aimed to reveal the relationships between the university students' purpose and 

frequency of use of their smartphones during the course and the reasons that push them to use 

smartphones. In the literature, studies on university students' use of smartphones in the class were 

examined in the context of cyberloafing (Çınar & Cinisli, 2018; Ergün & Altun, 2012, Kalaycı, 2010; 

Karaoğlan-Yılmaz, et al.,  2015; Knight, 2017; Varol & Yıldırım, 2017; Wu, Mei, & Ugrin, 2018; 

Yuwanto, 2018), smartphone usage in class (Ağca & Bağcı, 2013; Barkley & Lepp, 2013; Bowman, 

Levine, Waite, & Gendron, 2010; Denk, 2007), the effects of using smartphone in courses on learning 
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(Chen & Yan, 2016; Ott, Magnusson, Weilenmann, & af Segerstad, 2018; Lan & Sie, 2010; Naismith,  

Lonsdale, Vavoula, & Sharples, 2004), academic performance (Gao, Yan, Zhao, Pan, & Mo, 2014; 

Hawi & Samaha, 2016; Hiscock, 2004; Khan, Malik, & Amin, 2015; Kim et. al., 2019; Koşar, 2018; 

Lan & Sie, 2010; Lepp, Barkley, Sanders, Rebold, & Gates, 2013, Mwilima & Hangula, 2010; Uğur & 

Turan, 2015; Yıldırım, Yaşar, & Duru, 2016b), academic motivation (Çok & Kutlu, 2018), and 

academic concentration (Ezemenaka, 2013). However, there are no studies in the literature examining 

the hidden relationships between various variables related to smartphones in the courses. In this 

regard, this study is considered to be important for the literature. It is also hoped that the study results 

will provide important ideas about the necessity of using students' smartphones in the classroom. In 

this context, answers to the following questions were sought. 

1. What is the frequency of university students' use of smartphones in course, their 

intended use, and reasons for using smartphones in the course?  

2. What are the reasons for students who do not use their smartphones in the courses? 

3. What are the relationships between university students' frequency of use of 

smartphones, their intended use, reasons for using them, their academic performance, 

their focus on the course, and their demographic characteristics (gender and class?) 

METHOD 

Research Model 

The correlational survey model was used in this study to determine students' in-class 

smartphone usage. The correlational survey model was one of the general screening models and aimed 

to determine whether there are a co-variation and level between two or more variables (Fraenkel, 

Wallen, & Hyun, 2009). A descriptive model of data mining is used to reveal hidden patterns. Data 

mining may be defined as the process of obtaining valuable information that may be useful and hidden 

within accumulated or collected data over time (Karabatak & İnce, 2004). 

Population and Sample 

The study population is 1898 students studying in an Education Faculty of a University in the 

east of Turkey in the spring semester of the 2019-2020 academic year. The sample of the study was 

determined from the relevant population using the snowball sampling method. Within the scope of the 

snowball sample, 13 students were reached first. Later, these students were asked to send the survey to 

their friends in digital form. When the number of students in the sample was 577 (with 99% 

confidence and 4.47% acceptable error level), the process of collecting the questionnaire was 

terminated. Of the students participating in the study, 417 are female students, and 160 are male 

students. 72 students are first grade, 180 are second grade, 171 are third grade, and 154 are fourth-

grade students. 

Collection and Analysis of Data 

In this study, the survey technique was used to collect data. The researchers prepared survey 

questions. While preparing these questions, the opinions of two field experts and three university 

students were asked. The survey's content validity was provided in line with the opinions of the field 

experts and students, and then the questions were finalized. To determine why students use 

smartphones in the courses, a survey form consisting of two parts was created. 

In the first part of this questionnaire, demographic information was asked to the students. In 

the second part, "How often do you use your smartphone in the courses?", "What causes you to use a 
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smartphone in the courses?", "For what purposes do you use your smartphone in the courses?", "How 

does using a smartphone affect your academic performance in the courses?", "Do you have difficulty 

focusing on your courses due to the use of smartphones?" and “Please specify your reason for not 

using smartphones in the courses” questions were asked. The surveys were digitized via Google 

Forms and delivered to the students via social media groups. 

In the current study, descriptive and relational analysis was used to analyze the data. In the 

descriptive analysis, frequency and percentage calculations were made. On the other hand, in the 

relational analysis, the relationships between variables were revealed by the association rule, one of 

the data mining methods. Data mining is a field of study that has been used extensively in recent years 

to obtain meaningful and useful information from data accumulated in digital environments (Ateş & 

Karabatak, 2017). The association rule is a technique used to reveal new and useful information from 

large data sets (Ruiz, Gómez-Romero, Molina-Solana, Campaña, & Martin-Bautista, 2016) and the 

relationships between the data. The lift and confidence values used in the association rule applications 

are the two most important parameters of this method (Ateş & Karabatak, 2017). Lift value is an 

important parameter in the association rule technique, which allows determining the interesting ones, 

not the many rules (Holsheimer, Kertsen, Manila, & Toivonen, 1995). If the lift criterion takes the 

value of 1, it is not interesting, but if it takes values greater than or less than 1, it means that the 

interestingness increases. The confidence parameter refers to the event B's conditional probability 

value in a rule "A  B". That is the probability that event B will occur if the A event occurs. 

FINDINGS 

Descriptive and relational analysis findings applied to the data collected within the scope of 

the study are presented, respectively. 

Findings Obtained with Descriptive Analysis 

First, a descriptive analysis of the answers given to the survey was made, and the findings are 

as shown in Table 1. 

Table 1. Statistical findings of the questions and answers in the survey form 

How often do you use your smartphone in the courses? N f % 

Often 

577 

93 68% 

Occasionally 391 16% 

Never 93 16% 

What causes you to use a smartphone in the courses? N f % 

The subject of the course is boring 

484 

125 26% 

Knowing the subject of the course 33 7% 

Attitude towards the instructor 124 26% 

Attitude towards the course 59 12% 

Researching for the course 172 36% 

Using in emergencies only 136 28% 

Other 6 1% 

For what purposes do you use your smartphone in the courses? N f % 

For educational purposes 

484 

182 38% 

Reading news 87 18% 

Messaging 223 46% 

Playing games 44 9% 

Watching movies and listening to music 26 5% 

Connecting to the social network 171 35% 

Shopping 16 3% 

Other 9 2% 

How does using a smartphone affect your academic performance in the 

courses? 
N f % 

It has no effect 
484 

164 34% 

It has a positive effect 145 30% 
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It has a negative effect 175 36% 

Do you have difficulty focusing on your courses due to the use of 

smartphones? 
N f % 

Yes 
484 

192 40% 

No 292 60% 

 

As shown in Table 1, 93 of the students stated that they frequently used, and 93 of them never 

used while 391 of them occasionally used their smartphones in the courses. 93 students who stated that 

they never use smartphones in the courses answered why they did not use their smartphones in the 

courses. The remaining 484 students answered questions about the reasons that led them to use 

smartphones and their effects. Students stated that they mostly use their smartphones for messaging 

(n=223), educational purposes (n=182), social networking (n=171), and reading news (n=87). They 

stated that they use smartphones for playing games (n=44), watching movies and listening to music 

(n=26), shopping (n=16), and other purposes (n=9), respectively. The most important reason that 

drives students to use smartphones in the courses is researching (n=172). Using only in emergencies 

(n=136), boring course subject (n=125), attitude towards the instructor (n=124), attitude towards the 

course (n=59), knowing the subject of the course (n=33), and other reasons (n=6) followed this. 

Regarding the effect of students' use of smartphones on academic performance in the courses, it has no 

impact (n = 164), has a positive impact (n = 145), and has a negative impact (n = 175) options were 

marked as almost equally. However, some students (n = 292) stated that they did not have difficulty 

focusing on the course if they used a smartphone during it, while others (n = 192) indicated they had 

trouble focusing.  

Findings regarding the reasons why students do not use smartphones during the courses are as 

in Table 2. 

Table 2. Findings on the reasons for not using a smartphone in classes 

Please specify your reason for not using smartphones in the courses? N f % 

Distraction 

93 

61 66% 

Prohibited use of the smartphone during the courses 30 32% 

Do not have a smartphone 2 2% 

 

As shown in Table 2, the main reason students do not use smartphones in classes is causing 

distraction (n=61). Prohibited smartphones use during the courses (n = 30) followed this reason. Two 

students also stated that they do not have a smartphone. 

Findings Obtained with Association Rule 

We used data mining to examine the relationships among the frequency of students using 

smartphones in courses, the purposes of using them, reasons for using them, their academic 

performance, focus on the course, gender, and class grade. The data collected about students' use of 

smartphones in the courses were analyzed using the association rule. Some meaningful patterns and 

rules obtained are presented in Table 3. 

Table 3. Some meaningful patterns and rules obtaining with the association rule 

Rules  
Confidence 

Value 
Lift Value 

“Emergencies”, “No effect on academic performance”  “Using smartphone 

occasionally”   
94.03% 1.16 

“Emergencies”, “No effect on academic performance”  “There is no problem with 

focusing”   
89.55% 1.48 

“Female student”, “Emergencies”, “No effect on academic performance”  “Using 

smartphone occasionally”   
94.23% 1.17 

“Female student”, “Messaging”, “No effect on academic performance”  “There is no 

problem with focusing”   
86.30% 1.43 
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Rules  
Confidence 

Value 
Lift Value 

“Using smartphone occasionally”, “Researching for the course”, “It has a positive effect 

on academic performance”  “Educational purpose”   
85.07% 2.26 

“Using smartphone occasionally”, “Researching for the course”, “It has a positive effect 

on academic performance”  “There is no problem with focusing”   
86.57% 1.43 

“Using smartphone occasionally”, “Emergencies”, “No effect on academic performance” 

 “There is no problem with focusing”   
88.89% 1.47 

“Researching for the course”, “Educational purpose”, “It has a positive effect on 

academic performance”  “There is no problem with focusing”   
86.75% 1.44 

“Researching for the course”, “It has a positive effect on academic performance”, “There 

is no problem with focusing”  “Educational purpose”   
85.71% 2.28 

“Using smartphone occasionally”, “Messaging”, “No effect on academic performance”, 

“There is no problem with focusing”  “Female student”   
85.07% 1.17 

“Forth grade”, “Researching for the course”, “It has a positive effect on academic 

performance”  “Educational purpose”   
86.36% 2.30 

“Emergencies”, “Messaging”, “No effect on academic performance”  “There is no 

problem with focusing”   
93.48% 1.55 

“Boring course subject”, “Attitude towards the instructor”, “Attitude towards the course” 

 “Messaging”   
88.89% 1.93 

“Boring course subject”, “Attitude towards the course”, “Connecting to the social 

network”  “Attitude towards the instructor”   
87.50% 3.67 

“Boring course subject”, “Attitude towards the course”, “Connecting to the social 

network”  “Messaging”   
87.50% 1.90 

“Researching for the course”, “Reading news”, “Messaging”  “Educational purpose”  88.89% 2.36 

 

As seen in Table 3, 94.03% of those who use their smartphones only in emergencies and say 

that smartphones do not affect academic performance stated that they occasionally use smartphones, 

and 89.55% stated that smartphones in the courses did not cause focusing problems. According to rule 

3
rd

, 94.23% of female students who stated that they use their smartphones only in emergencies and 

have no effect on academic performance said they occasionally use smartphones. According to 4
th
 rule 

4
th
, 86.30% of female students who use their smartphones for messages in courses and say that using 

smartphones in courses does not affect academic performance said that using smartphones in courses 

does not cause focusing problems. 

According to the 5th and 6th rules, 85.07% of students, who argued that they use their 

smartphones occasionally to do research related to the course and that using a smartphone has a 

positive effect on academic performance, stated that they use their smartphones only for educational 

purposes, and 86.57% of students indicated that using their smartphone in courses did not cause 

focusing problems. According to the 7th rule, 88.89% of the students say that they occasionally use 

their smartphones only in emergencies and that using them in the courses does not affect academic 

performance. They stated that using smartphones in courses does not cause focusing problems. 

According to the 8th rule, 86.75% of the students who use their smartphones for research and 

educational purposes in the courses and say that using it in the courses positively affect academic 

performance stated that using smartphones in the courses does not cause focusing problems.  

According to the 9th rule, 85.71% of the students who use their smartphones for research in 

the courses stated that the use of smartphones in the courses has a positive effect on academic 

performance. Furthermore, they said that using smartphones in the courses does not cause focusing 

problems, and they used their smartphones for educational purposes. According to the 10th rule, 

85.07% of the students who say that they use their smartphones occasionally and for text messaging in 

courses, using smartphones in courses do not affect academic performance, and do not cause focusing 

problems, are female students. 

According to the 11th rule, 86.36% of fourth-grade students who use their smartphones for 

research in courses stated that using smartphones in courses positively affects academic performance 

and uses smartphones in courses for educational purposes. According to the 12th rule, 93.48% of the 

students who argued that they use their smartphones only for messaging in the courses and that using 
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smartphones in the courses has no effect on academic performance stated that using smartphones in 

the courses does not cause focusing problems. 

According to the 13th rule, 88.89% of the students who stated that they used smartphones in 

the courses because of the course's boring subject, the attitude towards the lecturer, and the attitude 

towards the course said that they used smartphones in the courses. According to the 14th rule, 87.50% 

of the students who stated that they used smartphones in the courses because of the course's boring 

subject and the attitude towards the course, also stated that they used smartphones in the courses due 

to their attitude towards teaching. This rule has the highest lift value (lift = 3.67); therefore, it can be 

specified as the most impressive and valuable rule among the rules.  

According to the 15th rule, 87.50% of the students who stated that they used social networks 

in the courses because of the boring subject of the course, and the attitude towards the course stated 

that they used their smartphones for messaging purposes. According to the last rule, 88.89% of the 

students who use their smartphones for research, reading the news, and messaging in the courses 

stated that they use their smartphones for educational purposes. The high lift value of this rule 

(lift=2.36) also indicates that this rule is interesting.  

DISCUSSION AND CONCLUSION  

The study aimed to disclose the relationship among the frequency of use, the purpose of use, 

reasons for the smartphone using in course, and demographic variables (gender and class). The results 

achieved for this purpose were presented, respectively, and the results were discussed with the results 

of various studies in the literature. According to the first finding obtained from the study, most of the 

students use their smartphones occasionally in courses. In the study conducted by Koşar (2018), 

teacher candidates stated the benefits of their smartphones as follows; taking instant news from family 

and friends, access and availability in emergencies, communication with faculty members, using as a 

dictionary and calculator, using reminder feature, being aware of educational activities, access 

information quickly, learning where and when social activities take place. Çınar and Cinisli (2018) and 

Karaoğlan-Yılmaz et al. (2015) concluded that the cyberloafing level of university students was at a 

medium level, and students did not approve of using unnecessary smartphones during the courses. 

Kim et al. (2019) showed that the students used their smartphones for 21.55 min per 90-min course on 

average, and session analyses revealed a pattern that the students were distracted every 3–4 min for 

over a minute with their phones. It is an expected result that university students' smartphones are 

occasionally used in courses. Because students can use their smartphones for some reasons, such as 

controlling the clock, using the calculator, using translation and dictionary applications, photographing 

the board or a slide, or recording the lecturer's presentation in the courses.  

According to another finding, the students stated that they use their smartphones in the 

courses, especially for messaging, research, and connecting to social networks. Kalaycı (2010) pointed 

out that university students mostly check their e-mails, read news, instant messaging, watch videos, 

connect to social networks, download music, and attend chat rooms in educational environments. 

Yıldırım et al. (2016b) concluded that university students mostly use the internet with their mobile 

devices to enter social media sites and visit news sites. Kim et al. (2019) pointed out that instant 

messaging programs, social media programs, and web browsers were dominantly used in-class. Knight 

(2017) and Çınar and Cinisli (2018) revealed that students mostly used instant messaging in the 

courses. It was mostly pointed out in the literature is that students use their smartphones to messaging 

and connect to social networks. It can be said that due to the convenience of instant messaging 

programs and the spread of this habit in society, students continue to messaging in courses. 

Students stated that they do not use their smartphones in the courses, noted that the most 

important reason for this was the distraction of smartphones. The study findings in the literature 

supported this finding. Ott et al. (2018) and Wu et al. (2018) also found that smartphones are 

disturbing and distracting in the learning environment. Yıldırım et al. (2016b) emphasized that the 
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most significant negative factor caused by mobile phones is a distraction in courses. The results can be 

interpreted as students tend not to use smartphones because they cause distraction. 

In this study, the ban on using smartphones in courses emerged as another reason for 

university students not using their smartphones in courses. However, there are not many study results 

in the literature showing that the use of smartphones is prohibited in the context of colleges and 

universities. This is because students in primary, secondary, and high schools are generally at the level 

of development and that university students are significantly different in the use of smartphones in 

their educational activities. (Gao et al., 2014). Banning the use of smartphones may not be appropriate 

for students at the university education level. Because university students consist of young people over 

18 years old or adults. This situation may require students to keep their smartphones open, even in 

courses, due to their ages, responsibilities, and the need to reach and be accessible. In addition to this, 

unlike primary, secondary, and high school levels, university students may be supported to access 

information by using smartphones to access the internet in courses. Thus their learning and academic 

performance can be developed. Çok and Kutlu (2018) also stated that using technology and the 

internet in educational environments should not always be considered as unnecessary smartphone use. 

Because some teachers allow students to gather information, create groups and forums, review blogs 

and discussion lists, and research using the internet in courses. Jackson (2012) stated that the mobile 

devices capable of accessing the internet have become ubiquitous, and these devices are creating both 

challenges for educators and opportunities for students. 

The aspect that makes this study different and essential from other studies on the use of 

smartphones in the course in the literature is that some hidden rules among variables revealed by the 

data mining techniques. The rules also revealed the relationships among the frequency of use, the 

reasons for using the smartphone, and the purpose of using a smartphone in the course. As a result of 

the descriptive findings, the students' main reasons for using smartphones are researching and using 

only in emergencies. However, the boring subject of the course, attitude towards the instructor, 

attitude towards the course, and knowing the subject were also found as other reasons that motivated 

the students to use smartphones in the courses. As a result of the relational findings obtained with the 

association rule, it was revealed that when students feel that the course is boring and improve the 

negative attitudes towards the course and the instructor, the students are messaging and connecting to 

social media. This result is one of the most important results of this study. It coincides with the results 

of the studies in the literature. Ergün and Altun (2012) revealed that lack of motivation, attitude 

towards the instructor, the course's monotony, lack of classroom rules, boring subject of the course, 

belief that the course content is not useful, and duration of the course enabled students to make 

cyberloafing. Yuwanto (2018) stated that cyberloafing in the courses results from students' intrinsic 

motivation, ability to focus or concentrate on activity and affect or comfort when doing the exercise. 

Varol and Yıldırım (2018) stated that cyberloafing that students made were a negative attitude towards 

the instructor, insufficient class management skills and field knowledge of the instructor, monotonous 

course, negative attitude towards the course, distraction, and lack of motivation. Kim et al. (2019) 

stated that predictors of in-class usage were daily usage behaviors, class size, and lecture organization. 

We can say that an essential reason for students to use their smartphones in the class unrelated to the 

course subject and especially to messaging and connect to social networks is their negative attitude 

towards an element of the classroom environment. It can be thought that students who develop 

negative attitudes tend to another area of interest to avoid this negativity. 

According to the descriptive findings of the effect of using smartphones on academic 

performance in the courses, the rates of opinions stating that smartphones have adverse effects, no 

effects, and positive effects on academic performance are almost the same. However, most of the 

students stated that they did not have difficulty focusing when they use smartphones in the courses. In 

relational findings, while generating rules about the fact that smartphones have a positive effect and 

have no effect on academic performance, no rules have been produced regarding the negative effect on 

academic performance. This is because university students express their opinions that they use 

smartphones, especially for educational purposes. According to the relational finding, the occasional 
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use of smartphones only in emergencies and messaging does not affect students' academic 

performance and does not cause any problems in focusing on the course. Besides, most of the students 

who use their smartphones for researching, reading news, and messaging use also their smartphones 

for educational purposes. 

 In another rule, it was revealed that senior university students who stated that smartphones 

had a positive effect on their academic performance used their smartphones to research the course. But 

this result different from the results of Baturay and Toker (2015) and Arabacı (2017). Because, in both 

studies, upper-grade students had more cyberloafing actions than lower grade students. This rule can 

be explained by the fact that students studying in the senior students are more conscious, show more 

effort to graduate, and anxiety of appointment after graduation.  

The studies in the literature revealed that the use of smartphones in the courses have positive 

effects (Bowman et al., 2010; Chen & Yan, 2016; Hawi & Samaha, 2016; Kim et al., 2019; Khan et 

al., 2015; Koşar, 2018; Lan & Sie, 2010; Naismith et al., 2004; Ott et al., 2018), have negative effects 

(Barkley & Lepp, 2013; Kim et al., 2019; Koşar, 2018; Lepp et al., 2013; Ott et al., 2018; Uğur & 

Turan, 2015; Wu et al., 2018; Yıldırım et al., 2016b) and has no effect on academic performance 

(Ezemenaka, 2013; Kalaycı, 2010). In the study of Khan et al. (2015), students stated that mobile 

phones helped improve their academic performance and the quality of education, while some students 

considered the use of mobile phones as a waste of time. Lan and Sie (2010) and Ott et al. (2018) 

revealed that smartphones are effective teaching and learning tools. Koşar (2018) observed that 

smartphones in the courses provided immediate learning and had positive contributions to education. 

In the study of Bowman et al. (2010), students' use of instant messaging in courses was not effective in 

their academic performance, but they actually need more time to achieve the same level of 

performance on an academic task. Kalaycı (2010) also claimed that if a student is successful in any 

course, cyberloafing in the related course will not affect its success. The study by Kim et al. (2019) 

was revealed that frequent usage of instant messaging and web browsers was positively associated 

with grades, although the usage duration of those apps had a negative association. But researchers 

commented that when students can self-regulate smartphone use well in classrooms, brief and frequent 

smartphone use may positively affect learning or refreshing attention. Denk (2007) and Naismith et al. 

(2004) claimed that mobile technologies could enhance the implementation of a wide range of 

educational theories, such as behaviorist, constructivist, situated, collaborative, life-long learning. 

Chen and Yan (2016) and Hawi and Samaha (2016) stated that smartphones might enhance the 

efficiency of students’ study activities by allowing them to search for study-related information 

continuously and by facilitating teamwork. 

Gao et al. (2014) also showed that smartphones affect students' academic performance 

negatively, allow cheating in exams and cause various psychological discomfort. As a result of the 

studies carried out by Wu et al. (2018) and Ravizza, Uitvlugt, and Fenn (2017), it was revealed that 

there was an inverse relationship between the use of technological tools such as telephones and 

computers in the classroom and academic performance. Kim et al. (2019) showed that phone usage in-

class negatively affected student grades. Hembrooke and Gay (2003) found that students who listened 

to the same instructor but was allowed to use digital devices had poorer scores on memory tests than 

students who were not allowed to use their computers. Instead of waiting to be helped by the teacher 

in the courses, students can use technology to access additional information (Ragan, Jennings, Massey, 

& Doolittle, 2014). Because smartphones provide many benefits to learners during the course thanks 

to their portability, accessibility and, connectivity advantages (Ağca & Bağcı, 2013). In this respect, 

mobile devices in the courses help learners’ access information quickly and effectively (Koşar, 2018). 

However, the internet also plays a serious role in removing students from the learning process 

(Brubaker, 2006). Therefore, easy access to the internet via smartphones can be a distraction in the 

courses. However, the smartphones will not cause any focusing problems in the courses by providing 

on-site and timely use by the students or providing effective and efficient use by the instructor. For 

this reason, it can be said that by using it properly, smartphones will have a positive effect on 
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academic performance. But as Baker et al. (2012) pointed out before, when it comes to the use of 

mobile phones in courses, research concerning the learning pros and cons is still inconclusive. 

Koşar (2018) found that using the phone in courses can speed up learning, record information, 

share the lecture notes, but cause a drop in academic achievement due to distraction. Barkley and Lepp 

(2013) and Lepp et al. (2013) concluded that students see their smartphones as a source of 

entertainment, not as a means of research. Using smartphones in the course may cause a decrease in 

academic success. Uğur and Turan (2015) concluded that mobile applications were used only to spend 

time. Yılmaz et al. (2015) was revealed that students' tendency towards cyberloafing behaviors 

increased due to internet access and widespread in schools. They stated that the increase in this 

tendency would create obstacles and distract students' motivation and performance. 

SUGGESTIONS 

Since it is not possible to completely prevent smartphones in courses, smartphones should be 

taken under control. In the courses where the use of smartphones is not required, instructors can take 

the measures such as exposing the class rules, making the course more attractive, giving students 

responsibility, ensuring the importance of the course is understood by the students, improving 

students' time management skills and taking a break from time to time by taking part in individual 

activities. Besides, the following suggestions were offered to prevent university students from using 

irrelevant smartphones during courses: 

 Students may use their smartphones when they are bored with the course or when something is 

in mind. Instructors can arouse their curiosity with examples from current life to motivate 

students and increase their attention. They should also identify teaching strategies in which 

they can use visuals or short videos in courses. 

 Prohibition or restriction may be imposed on placing phones in the middle and high school 

level. However, limiting these devices at the university level will not be easy due to many 

factors. For this reason, instructors can use awards to appreciate and encourage students to 

avoid using the phone unrelated to the course. 

 Students should be informed that smartphones have distracting features and that using these 

devices to messaging and connect to social networks has the potential to distract not only their 

attention but also their classmates.  

 Instructors should make use of their field knowledge to make students feel that there is new 

information that each student will learn from the course to be taught, ensure that students 

participate in the course, and keep them active in the course. 

 Instructors should develop special learning-teaching activities related to the use of 

smartphones in the course and ensure that these devices are used for research and support 

education but not irrelevant to the course. 
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Abstract 

This study aims to adapt Sternberg Triangular Love Scale (STLS) and its revised form of Sternberg 

Triangular Love Scale-Modified (STLS-M) to Turkish, analyze the validity and reliability of the 

scales, and assess the psychometric equivalence (measurement invariance) of two scales across 

groups. The study included two sample groups compromising of 408 (284 females, 124 male) 

university students who were involved in a romantic relationship and 632 (372 females, 260 male) 

university students who were not involved in a romantic relationship; the students were enrolled in 

various faculties of a public university in Turkey. Confirmatory factor analysis was used to examine 

the construct validity of the two scales. The result of the analyses showed that both the STLS and 

STLS-M constituted three factors that are called “intimacy”, “passion”, and “commitment”. The 

Cronbach’s alpha coefficients of the factors for the STLS were .91 for intimacy, .88 for passion, and 

.93 for commitment. The reliability coefficients for the STLS-M were also .88, .83, and .89 

respectively. Consequently, the findings of the study exhibited that both the STLS and STLS-M had a 

similar construct, indicating very good psychometric properties, and met the criteria for measurement 

invariance. 
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INTRODUCTION 

Every individual as a social being needs to establish relationships at various levels in the 

social environments s/he is in and tries to have intimate relationships with others. Hence, happy life 

for individuals requires actions such as work, friendship, and love that include close relationships with 

other individuals. In this regard, Berscheid, Snyder and Omoto (1989) highlighted the importance of 

close relationships for individuals and reported that romantic relationships, which were followed by 

family and work relationships, were ranked top among the close relationships; they also stated that 

romantic relationships have a very important place in giving meaning to individuals’ life and 

relationships.  

Love, the most important motivation of romantic relationships, might have different meanings 

for every individual, and its meaning might differ from culture to culture. On the other hand, 

definitions of love are reported to have gone through changes in time (Masaryk, 2012). An analysis of 

the studies on romantic love shows that love is seen as an important predictor of several positive 

psychological features such as happiness (Diener & Lucas, 2000), well-being (Galinha, Oishi, Pereira, 

Wirtz, & Esteves, 2014), and relationship satisfaction (Sprecher, 2001). In many cultures, marriage 

and romantic love are also seen as a source of expressing and realizing self (Acevedo & Aron, 

2009). On the other hand, the dark side of love should also be taken into consideration. In other words, 

love may sometimes lead to various psychological problems such as anxiety and depression (Bajoghli 

et al., 2014). Therefore, love is an important research topic not only because it makes life better or 

more beautiful but also because it could make it worse as a source of great sorrow and pain 

(Berscheid, 1999).  

A review of the related literature shows that the efforts for understanding romantic 

relationships and love in the field of psychology have accelerated since 1970, and there have been 

various theories and models about love until today (Kanemasa, Taniguchi, & Daibo, 2001). Although 

love in the focus of the scientific field was considered as a one-dimensional concept in the past, the 

dominant understanding in today’s literature is that it demonstrates a multidimensional structure 

(Myers & Shurts, 2002). Among these different approaches about love, A Triangular Theory of Love 

developed by Sternberg (1986) has pioneered the studies conducted in recent years and provided an 

important point of view in love-centered studies (Clemente et al., 2020). In this regard, Sternberg 

acknowledged that love is composed of three components called intimacy, commitment, and passion 

and stated that these components reflected the emotional interactions of individuals’ previous, current, 

and future partners. Sternberg also highlighted that each of these components represented the 

emotional, cognitive, and motivational aspects of love independently of each other.  

Intimacy, an important component of triangular love, is associated with emotions such as 

mutualness and valuing, and it reflects the need for mutual understanding such as honesty and 

candidness with a romantic partner (Sternberg, 1986; Yela, 2006). Intimacy is also described as 

mutual disclosure, sharing secrets, feeling candid emotions to each other, striving for the happiness of, 

being happy with, respecting, taking emotional support from, giving emotional support to, and valuing 

the person who is loved (Sternberg, 1997).  

Commitment, another component of the triangular love, reflects the need for giving a meaning 

to the future of the relationship and making a decision about the relationship. In other words, the 

commitment factor highlights an individual’s decision to love another individual and maintain the 

commitment in the progressing process (Sternberg, 1997). At this stage, commitment is associated 

with the determination of the relationship, feelings of confidence, and desire and responsibility for 

continuing the relationship (Cassepp-Borges & Teodoro, 2007). In other words, commitment is 

expressed as the effort and determination of an individual in protecting and continuing love in the 

romantic relationship in the long term (Andrade, Wachelke, & Howat-Rodrigues, 2015). 
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Passion, the last component of the triangular love, reflects the physical attraction to the 

romantic partner and the need for physical and sexual intimacy. Hence, the passion factor constitutes 

the motivational aspect of the existing relationship towards romanticism, physical attraction, and 

sexuality. Passion also encompasses the sexual attraction toward the person loved and includes 

feelings about finding him/her physically attractive (Sternberg, 1986). Hatfield and Rapson (1988) 

stated that sexual needs could sometimes dominate love relationships, and other needs such as self-

confidence, moral interest, commitment, dominance, submission, and self-realization also contribute 

to the passion component.  

Sternberg (1986) stated that love is based on these three components expressed with the 

morphological peaks of a triangle and emerged depending on two factors that included the amount of 

love and balance of love. Sternberg stated that the amount of love reflects the area of a triangle, and 

the balance of love reflects its intensity towards its components and explained that while the presence 

of all components is called perfect love, lack of these three components is called lovelessness. 

Pointing out that successful and satisfying romantic relationships are composed of by balancing these 

three components, Sternberg (1997) developed the Triangular Love Scale at the center of this 

theoretical point of view.  

A closer analysis of the studies that utilized the Sternberg Triangular Love Scale showed that 

the sample groups were mainly composed of married individuals (Torqabeh, Abadi, & Haqshenas, 

2006), adolescents (Ha, Overbeek, Greef, Scholte, & Engels, 2010; Overbeek, Ha, Scholte, Kemp, & 

Engels, 2007), or university students (Andrade, Wachelke, & Howat-Rodrigues, 2015; Drahanovic & 

Hasanagic, 2014; Leeker & Carlozzi, 2014). These studies were also conducted with individuals who 

had been in a romantic relationship. However, the importance of the identification of the thoughts and 

expectations of individuals who were not involved in a romantic relationship at least about their ideal 

love is self-evident. For this purpose, Soloski, Pavkov, Sweeney and Wetchler (2013) modified the 

original form of the Sternberg Triangular Love Scale so that it could be used by individuals who do 

not have been in a romantic relationship. This way, it was possible to use the related scale with people 

who were involved or not in a romantic relationship. Within the scope of this study, the adaptation of 

the original and the modified forms of the Triangle Love Scale to Turkish in tandem is believed to 

contribute to the diversification of research focusing on love and romantic relationships.   

In this regard, when the developmental tasks of young adulthood are considered in terms of 

the need for intimacy and development of identity (Chickering & Reiser, 1993), it is emphasized that 

romantic relationships and love are of great importance for young adults (Mosher & Danoff-Burg, 

2007). It is also thought that the viewpoints of young adults about romantic relationships and their 

sense of how they are perceived by the opposite sex are begin to be shaped in this period. Therefore, it 

is considered that the development of a multidimensional, qualified measurement tool to evaluate 

young adults’ assessments of love is of great importance. In line with this view, this study tested the 

construct validity of the original and the modified forms of the Sternberg Triangular Love Scale, 

which were adapted to Turkish. With their three-factor structure and high-level reliabilities, it is 

considered that the scales could be used in identifying the level of love and love expectations of young 

adults.   

A review of the studies that focused on love in Turkey showed that these studies were mainly 

based on the constructivist approach and in the framework of the Color Theory of Love developed by 

Lee (1973). In line with this, studies on love were generally focused on Lee's love classification (Eros, 

Ludus, Storge, Pragma, Mania, and Agape) and utilized the Love Attitudes Scale developed by 

Hendrick and Hendrick (1986). Hence, the adaptation of the original and the modified forms of 

Sternberg Triangular Love Scale to Turkish will enable researchers to investigate the romantic love 

from different aspects by using two different forms of a measurement tool in Turkey.  

Furthermore, assessing the measurement invariance across the two versions of Sternberg 

Triangular Love Scale (STLS and STLS-M) is believed to make important contributions to the related 
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literature by enabling to make a comparative analysis of the triangular love levels of two separate 

sample groups of individuals who were involved or not in a romantic relationship. Hence, it seems that 

the studies on romantic relationships and love in Turkey generally did not examine the individuals 

who have not been in a romantic relationship, and asked the participating individuals to “think of” 

their latest romantic relationship or “imagine” that they have a romantic relationship while they are 

responding to the questions. Therefore, the present study will make it possible to assess the views of 

individuals who do not have a romantic relationship. As it is known, lack of a romantic relationship 

does not mean that individuals do not have any views about love. Therefore, an investigation of love 

by putting individuals who have not been in a romantic relationship in the focus as well could be 

meaningful.  

In addition, a review of the related literature indicated that studies on triangular love were 

mainly conducted with adults and married people (Sumter, Valkenburg, & Peter, 2013).  Given that 

being in a romantic relationship in the young adulthood is a developmental task that supports 

emotional, social and relational development of individuals (Chickering & Reisser, 1993), 

investigation of triangular love in terms of university students is believed to make important 

contributions to the related literature. In light of this information, this study primarily aims to examine 

validity and reliability of the Turkish versions of “Sternberg Triangular Love Scale” (STLS) 

developed based on the Triangular Love Theory and “Sternberg Triangular Love Scale-Modified” 

(STLS-M) revised by Soloski, Pavkov, Sweeney and Wetchler (2013) and to assess the measurement 

invariance (psychometric equivalence) of these two scales.   

METHOD 

Participants  

Two study groups were formed using a convenience sampling method to examine the validity and 

reliability of the Turkish versions of STLS and STLS-M and to test the measurement invariance of two 

scales. The participants were composed of undergraduate students who were enrolled in various faculties of 

a public university in Turkey.   

The first study group that was formed for the STLS included a total of 408 undergraduate 

students who were currently involved in a romantic relationship. Of the total sample, 284 (69.6%) were 

women and 124 (30.4%) were men. The average age of the participants was 21.51 (SD=1.97), and 

their ages ranged between 18 and 26. An analysis based on the class level showed that 100 (24.5%) 

students were enrolled in the first year, 67 (16.4%) were enrolled in the second year, 121 (29.7%) were 

enrolled in the third year, and 120 (29.4%) were enrolled in the fourth year.  

The second study group that was formed for the STLS-M was composed of 632 undergraduate 

students who were not currently involved in a romantic relationship.  Of the total sample, 372 (58.9%) 

were women and 260 (41.1%) were men. The average age of the participants in this group was 20.90 

(SD=1.93), with ages ranging between 18 and 26. An analysis based on the class level showed that of 

all the students in this group, 220 (34.8%) were enrolled in the first year, 110 (17.4%) were in the 

second year, 161 (25.5%) were in the third year, and 141 (22.3%) were in the fourth year. 

As a traditional rule of thumb in the literature, it is stated that sample size should be at least 

300 cases for factorial analysis (Tabachnick & Fidell, 2013). Moreover, it is also proposed that the 

ratio of cases (N) to the number of variables or items (q) should be at least 10 (N/q ≥ 10) for a 

particular CFA application (Kline, 2016; Schumacker & Lomax, 2010). Since the STLS and STLS-M 

included 36 items, the sample sizes of 408 for STLS and 632 for STLS-M were seemed to be 

appropriate for CFA applications in this study.  
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Measures 

The Personal Information Form: The participants’ background characteristics such as age, 

gender, department, class level, and relationship status were collected through the Personal 

Information Form prepared by the researchers.  

The Sternberg Triangular Love Scale: The Sternberg Triangular Love Scale (STLS), 

developed by Robert Sternberg (1997), aims to measure the levels of intimacy, passion, and 

commitment components that are defined in the Triangular Love Theory and that require different 

levels of motivation in individuals’ romantic relationships. Specifically, the STLS is a 36-item scale in 

which each dimension (intimacy, passion, and commitment) is represented with 12 items. The 

Intimacy dimension indicates an individual’s feelings of candidness in romantic relationships and the 

ease of mutual disclosure. An item in this dimension is “I have a warm and comfortable relationship 

with my partner” (Item 1). The passion dimension indicates individuals' romantic interest in each other 

and attraction. An example of this dimension is "I cannot imagine life without my partner" (Item 11). 

The commitment dimension indicates individuals' desire for continuing their relationship in the long 

term. An example of this dimension is "I view my relationship with my partner as permanent” (Item 

3).  The items are responded on a 9-point Likert scale. Each item in the scale is scored between “I 

totally disagree (1)” and “I totally agree” (9). Higher scores indicate an increase in the level of 

triangular love. No items in the scale are scored reversely. Cronbach’s alpha internal consistency 

coefficients of the STLS were .90 for the intimacy dimension, .80 for the passion dimension, .80 for 

the commitment dimension, and .95 for the reliability of the whole scale. Test-retest reliability of the 

STLS was 0.70 for intimacy, 0.65 for passion, and 0.78 for commitment (Sternberg, 1997). 

The Sternberg Triangular Love Scale- Modified: The Sternberg Triangular Love Scale-

Modified (STLS-M), the revised form of The Triangular Love Scale by Soloski, Pavkov, Sweeney and 

Wetchler (2013), aims to identify the thoughts and expectations of individuals who were not involved 

in a romantic relationship about ideal love. It is a 36-item scale that is composed of three dimensions 

(intimacy, passion, and commitment) each of which was composed of 12 items like in the original 

STLS. An example of the intimacy dimension is “I would expect that a person would have a warm and 

comfortable relationship with their partner” (Item 1). An example of the passion dimension is “I 

would expect that a person would not be able to imagine being without their partner” (Item 11). An 

example of the commitment dimension is “I would expect that a person would view their relationship 

with their partner as permanent” (item 3). The items are responded on a 9-point Likert scale. Each item 

in the scale is scored between “I totally disagree (1) “and “I totally agree” (9). The scale has no items 

that are scored reversely. Cronbach’s alpha internal consistency coefficient of the STLS-M was 

reported as .97 by Soloski, Pavkov, Sweeney and Wetchler (2013).  

Translation of STLS and STLS-M to Turkish 

Turkish translation of each item in the STLS and the STLS-M was performed by two associate 

professors in the field of Psychological Counselling and Guidance and one associate professor and an 

instructor in the field of English Language and Literature. Then these translations were reviewed by 

the researchers for the identification of the statements that described the items best. The third stage 

was the administration of the Turkish forms to 20 university students, who were asked to assess the 

items and indicate the incomprehensible ones, if any. The forms which were revised according to the 

feedback received from the students were made ready to be used. Before the administration, necessary 

permissions were obtained from the University Social Sciences Research Ethics Committee and then 

from the related departments of the university where the study was conducted. Throughout the 

procedure, all the participants were informed about the purpose of the study and explained the 

instructions on how to fill in the forms. The administration of the scales took approximately 20 

minutes.  
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Data Analysis  

Confirmatory factor analysis was performed to analyze the construct validity of the STLS and 

STLS-M which were translated to Turkish in this study. Various goodness-of-fit criteria were utilized 

to determine the fit of the predicted measurement models. These were chi-square, RMSEA (Root 

mean squared error of approximation), SRMR (Standardized root mean square residual), GFI 

(Goodness-of-fit index), CFI (Comparative fit index), AGFI (Adjusted goodness-of-fit index), NNFI 

(Non-normed fit index) and IFI (Incremental fit index) measures of fit respectively. RMSEA and 

SRMR values of below .08 and GFI, CFI, AGFI, NNFI and IFI values of .90 and over is sufficient to 

accept the validity of the measurement model tested (Brown, 2006; Schumacker & Lomax, 2010; 

Sümer, 2000). Furthermore, Cronbach’s alpha consistency coefficients were calculated and test-retest 

reliability analysis was performed to examine the reliability of the STLS and STLS-M. Finally, 

measurement invariance of the STLS and STLS-M was tested by using the program R.  

RESULTS 

Validity Analyses of the STLS and STLS-M  

Confirmatory Factor Analysis Results of the STLS: This study utilized the confirmatory 

factor analysis (CFA) to review the factor structure and to test the construct validity of the Turkish 

STLS. In this process, the theoretical structure and the findings of the original STLS development 

study (Sternberg, 1997) were taken as the base and the three-factor model with 36 items were analyzed 

using the confirmatory factor analysis. 

As a result of the confirmatory factor analysis, the standardized Lambda () values, t values, and 

the squared multiple correlation (R
2
) values identified for each item in the Turkish STLS are presented in 

Table 1. The items (Item 2, 5, 6, 9, 10, 19, 21, 23, 25, 35 and 36) that demonstrated low measurement 

values ( < .50; R
2 

< .30) as a result of the CFA were eliminated from the scale. In terms of the 

standardized Lambda values, factor loadings of the items ranged between .63 and .88, and all the 

values obtained were found to be significant (p < .05). Moreover, an analysis of the goodness-of-fit 

indices in the CFA findings showed that the three-factor Turkish STLS measurement model was found to 

have 
2 

(231) = 629.29, 
2
/sd = 2.72, RMSEA = .06, SRMR = .04, GFI = .90, AGFI = .87, CFI= .99, 

NNFI=.99 and IFI=.99 fit values. Accordingly, the Turkish version of the STLS, which was found to 

demonstrate a 24-item and three-factor (intimacy, passion, and commitment) structure, was found to 

meet the construct validation criteria.  

Table 1. Descriptive Statistics and Standardized Lambda, t, and R
2 
Values of STLS Items 

  

Factors & Items  t R2 

Corrected 

Item-Total 

Correlation 
 

SS 

Intimacy       

Item 1 .70 15.88 .49 .704 7.52 1.92 

Item 4 .68 15.28 .46 .693 7.85 1.78 

Item 7 .64 14.19 .41 .652 8.52 1.09 

Item 13 .72 16.38 .51 .698 7.57 1.90 

Item 16 .64 14.02 .40 .632 8.28 1.44 

Item 22 .75 18.01 .59 .669 8.33 1.16 

Item 28 .81 19.47 .65 .761 7.90 1.66 

Item 31 .84 20.74 .71 .793 8.15 1.53 

Item 34 .69 15.47 .47 .612 8.19 1.43 

X
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Table 2. Goodness-of- Fit Statistics for STLS and STLS-M 

Fit Indices Fit Criteria* 
Fit Measures 

STLS STLS-M 

2 - 629.29 789.78 

sd - 231 232 

2/sd < 5 2.72 3.40 

RMSEA < .08 .06 .06 

SRMR < .08 .04 .05 

GFI > .90 .90 .90 

AGFI > .90 .87 .87 

CFI > .90 .99 .98 

NNFI > .90 .99 .98 

IFI > .90 .99 .98 

* (Brown, 2006; Schumacker & Lomax, 2010; Sümer, 2000) 

 

Confirmatory Factor Analysis Results of the STLS-M: Confirmatory factor analysis was also 

utilized in this study to examine the factor structure of the Turkish STLS-M and to test its construct 

validity. In the analysis process, the findings of the STLS-M validity study (Soloski, Pavkov, 

Sweeney, & Wetchler, 2013) was taken as the base and the three-factor model with 36 items were 

assessed using the confirmatory factor analysis. 

Table 3. Descriptive Statistics and Standardized Lambda, t, and R
2 
Values of STLS-M Items 

Factors & Items  t R2 
Corrected Item-

Total Correlation  
SS 

Intimacy  - - - - - - 

Item 1 .54 14.00 .30 .561 7.71 1.94 

Item 4 .54 14.11 .30 .555 7.74 1.82 

Item 7 .71 19.81 .50 .714 8.14 1.46 

Item 13 .65 17.49 .42 .614 7.15 1.86 

Item 16 .58 15.51 .34 .586 8.22 1.57 

Item 22 .71 19.99 .51 .593 7.37 1.94 

Item 28 .67 18.47 .45 .573 7.55 1.77 

Item 31 .76 21.71 .57 .725 7.79 1.68 

Item 34 .75 21.37 .56 .714 7.61 1.74 

Passion - - - - - - 

Item 11 .56 14.15 .32 .513 4.14 2.68 

Item 14 .69 18.69 .47 .665 5.87 2.43 

Item 17 .67 17.88 .45 .661 5.65 2.33 

Item 20 .77 21.79 .60 .613 7.14 2.04 

Item 26 .56 14.56 .31 .505 5.99 2.27 

Item 29 .65 17.52 .42 .607 5.59 2.57 

Item 32 .59 15.24 .35 .436 7.37 1.86 

X

Passion       

Item 11 .69 15.59 .48 .665 6.25 2.72 

Item 14 .77 17.96 .59 .718 7.20 2.10 

Item 17 .67 14.82 .45 .659 7.43 1.88 

Item 20 .77 18.01 .59 .729 7.67 1.87 

Item 26 .63 13.77 .40 .575 7.04 2.02 

Item 29 .72 16.31 .51 .687 6.98 2.27 

Item 32 .72 16.33 .51 .636 7.42 1.91 

Commitment       

Item 3 .80 19.14 .63 .761 7.50 2.00 

Item 12 .78 18.59 .61 .769 8.13 1.57 

Item 15 .75 17.77 .57 .749 7.43 2.15 

Item 18  .84 20.73 .70 .799 8.10 1.59 

Item 24  .64 14.36 .42 .619 7.77 1.70 

Item 27 .83 20.46 .69 .779 7.68 1.89 

Item 30 .68 15.39 .46 .657 8.00 1.49 

Item 33 .88 22.44 .78 .850 7.93 1.84 
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Commitment - - - - - - 

Item 3 .66 18.03 .44 .661 7.31 2.28 

Item 12 .70 19.50 .48 .647 8.06 1.56 

Item 15 .70 19.74 .49 .658 7.29 2.10 

Item 18 .81 24.22 .66 .782 7.73 1.83 

Item 24 .67 18.57 .45 .622 6.85 2.12 

Item 27 .72 20.40 .52 .674 7.59 1.73 

Item 30 .74 21.09 .54 .663 7.31 1.94 

Item 33 .72 20.52 .52 .695 6.88 2.51 

 

Table 3 presents the results of the confirmatory factor analysis with standardized Lambda values, t 

values and the squared multiple correlation (R
2
) values recognized for each item in the Turkish STLS-M. 

According to the CFA results, 12 items (Item 2, 5, 6, 8, 9, 10, 19, 21, 23, 25, 35 and 36) that demonstrated 

low measurement values ( < .50; R
2 

< .30) were eliminated from the scale.  An analysis of the 

standardized Lambda values showed that the item factor loadings ranged between .54 and .81, and all 

the values obtained were significant (p < .05). Furthermore, an analysis of the goodness-of-fit indices 

that belonged to the CFA findings (Table 2) showed that the three-factor model had 
2 

(232) = 789.78 


2
/sd = 3.40, RMSEA = .06, SRMR = .05, GFI = .90, AGFI = .87, CFI= .98, NNFI=.98 and IFI=.98 fit 

values. Hence, the 24-item and three-factor (intimacy, passion, and commitment) structure of the 

Turkish version of the STLS-M (similar to the Turkish version of the STLS) was found to meet the 

construct validation criteria. 

Analysis of the STLS and STLS-M Measurement Invariance 

Table 4 presents the standardized Lambda values and squared multiple correlation values 

performed to analyze the measurement invariance of the STLS and STLS-M Turkish forms through 

the R programming. The goodness-of-fit indices in the analysis findings were RMSEA = .08, SRMR = 

.08, GFI = .97, AGFI = .96, CFI= .89, NNFI=.89, and IFI=.89. All factor loadings were also seemed to 

be same across groups. Hence, the two Turkish forms of the Sternberg Triangular Love Scale, which 

had 24 items and three-factor structure (intimacy, passion, and commitment), were found to meet the 

criteria for measurement invariance. 

Table 4.  Standardized Lambda and R
2 
Values for Measurement Invariance Across STLS and 

STLS-M 

Factors & Items 

STLS 

(N=408) 

STLS-M 

(N=632) 

 R2  R2 

Intimacy     

Item 1 .61 .38 .60 .36 

Item 4 .61 .37 .60 .36 

Item 7 .73 .53 .69 .48 

Item 13 .66 .43 .68 .47 

Item 16 .63 .40 .63 .39 

Item 22 .80 .63 .61 .37 

Item 28 .75 .56 .70 .48 

Item 31 .83 .69 .80 .64 

Item 34 .74 .55 .75 .56 

Passion     

Item 11 .63 .40 .58 .34 

Item 14 .77 .60 .69 .47 

Item 17 .73 .53 .64 .41 

Item 20 .79 .63 .75 .56 

Item 26 .63 .40 .56 .32 

Item 29 .71 .51 .65 .42 

Item 32 .65 .42 .61 .38 
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Commitment     

Item 3 .78 .61 .70 .49 

Item 12 .76 .58 .73 .53 

Item 15 .74 .55 .72 .52 

Item 18  .85 .73 .81 .66 

Item 24  .69 .48 .63 .39 

Item 27 .77 .59 .76 .58 

Item 30 .75 .55 .68 .47 

Item 33 .89 .79 .71 .50 

 

Reliability Analyses of the STLS and STLS-M   

In addition to the validity analyses, Cronbach's alpha internal consistency coefficient and test-

retest correlation values of the Turkish STLS and STLS-M were calculated to identify their reliability.  

Internal Consistency of the STLS: Analysis results to test the reliability of the Turkish STLS 

showed that the Cronbach’s alpha reliability coefficient of the scale was .91 for “intimacy”, .88 for 

“passion”, and .93 for “commitment”. The Cronbach’s alpha value of the total scale was also .96. 

These findings indicate that the Turkish STLS had a statistically significant and high-level internal 

consistency.  

Test-retest Reliability of the STLS: To test the reliability of the Turkish STLS within the 

framework of the test-retest method, the scale was readministered to 48 undergraduate students within 

two-week intervals. Correlation coefficients obtained in the analysis were .95 for intimacy, .88 for 

passion, and .90 for commitment. The correlation coefficient identified for the total scale score was 

.95. As a result, when all the findings obtained from the reliability and validity studies were reviewed, 

the Turkish version of the STLS consisting of 24 items and three factors were found to meet the 

reliability and validity criteria at high proportions. 

Internal Consistency of the STLS-M: According to the analysis performed to test the 

reliability of the STLS-M, Cronbach's alpha reliability coefficients of the scale were calculated as .88 

for intimacy, .83 for passion, and .89 for commitment. Cronbach’s alpha value obtained within the 

framework of the total scale score was .94. These findings indicate that STLS-M, like STLS, had 

statistically significant and high-level internal consistency.  

Test-retest Reliability of the STLS-M: To test the reliability of the STLS-M within the 

framework of the test-retest method, the test was readministered to 60 undergraduate students within 

two-week intervals. The correlation coefficients based on the analysis performed were .80 for 

“intimacy”, .72 for “passion”, and .81 for “commitment”. The Cronbach’s alpha value obtained within 

the framework of the total scale score was also .81. These findings indicate that all the factors of the 

scale were significant and had a high-level test-retest reliability. Hence, like in Turkish STLS, the 24-

item and three-factor (intimacy, passion, commitment) Turkish STLS-M scale was also found to meet 

the validity and reliability criteria at high levels.  

DISCUSSION, CONCLUSION, AND RECOMMENDATIONS 

This study investigated the validity and reliability of the original and modified forms of 

Turkish Sternberg Triangular Love Scale to enable the measurement of triangular love levels of young 

adults within the framework of three fundamental dimensions in a comprehensive way. Confirmatory 

factor analysis performed in this line showed that Turkish versions of the STLS and the STLS-M had 

good construct validity and both scales had a three-factor structure (intimacy, passion, and 

commitment) with 24 items. Furthermore, the results of the analysis performed for the internal 

consistency of the STLS and STLS-M showed that the Cronbach’s alpha value of the STLS was .96 

and the correlation value identified with the test-retest method was .95. Cronbach’s alpha internal 

consistency of the STLS-M was .94 and the correlation coefficient identified with the test-retest 
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method was .81. These findings indicate that the Turkish versions of STLS and STLS-M are highly 

reliable. The results also showed that the Turkish STLS and STLS-M met the measurement invariance 

criteria to a large extent.  Consequently, all the findings indicate that the Turkish versions of STLS and 

STLS-M, which demonstrated a 24-item and three-factor structure, can be used in various research to 

identify the triangular love levels of young adults.  

A review of the literature about romantic relationships indicates a lot of factors that are 

associated with individuals’ love levels. In other words, studies on the triangular love revealed that 

variables such as culture (Gao, 2001; Tang & Zuo, 2000), self-esteem (Swami & Allum, 2012), 

marital expectations (Soloski, Pavkov, Sweeney, and Wetchler, 2013), well-being (Acevedo & Aron, 

2009), age (Ahmetoğlu, Swami, & Chamorro-Premuzic, 2010), and gender (Lange, Houran, & Li, 

2015) were closely associated with individuals’ triangular love levels. A review of the studies in terms 

of the triangular love components shows that the level of intimacy was associated with the variables 

such as marital satisfaction (Torqabeh, Abadi, & Haqshenas, 2006), conscientiousness and relationship 

satisfaction (White, Hendrick, & Hendrick, 2004), and psychological stress (Pielage, Luteijn, & 

Arrindell, 2005); while commitment level was associated with conscientiousness (Engel, Olson, & 

Patrick, 2002), achieved identity status (Mansoobifar, Mujembari, & Keybollahi, 2012), relationship 

length (Ahmetoğlu, Swami, & Chamorro-Premuzic, 2010).  

A review of other studies about love in literature showed that the triangular love was also 

investigated with variables such as perceptions of the physical attractiveness of current or previous 

partners (Swami & Allum, 2012), collectivism with relationship commitment (Bejanyan, Marshall, & 

Ferenczi, 2015), relationship length (Acevedo & Aron, 2009; Galinha, Oishi, Pereira, Wirtz, & 

Esteves, 2010), past relationships experienced with parents and friends (Crevier, Poulin, & Boislard, 

2012), gender (Munck, Korotayev, & Khaltourina, 2009), sexual orientation (Leeker & Carlozzi, 

2014), authenticity (Nábělková & Balážová, 2015), marital quality (Rizzon, Mosmann, & Wagner, 

2013), hate (Mamali, 2014), and dark side traits (Ali & Chamorro-Premuzic, 2010).  

Furman (2000) stated that romantic relationships experienced in the young adulthood period 

would affect individuals’ romantic relationship experiences in the adulthood period and determine 

their views about marriage. In this regard, the perceptions, attitudes, and expectations of university 

students formed as a result of their romantic relationship experiences are considered to determine the 

nature of their future romantic relationships and marriage. In light of this information, it is believed 

that the Turkish versions of STLS and STLS-M can be used in studies concerning romantic 

relationships and love, and they can provide important contributions to the related literature by 

enabling a simultaneous assessment of young adults who were involved in a romantic relationship or 

not.  Moreover, it is believed that these scales could be used in the studies involving various topics 

based on romantic relationships such as attachment styles, personality traits, and relationship 

satisfaction. It is also predicted that research findings obtained through the use of the Turkish STLS 

and STLS-M might have practical implications in the field of college counseling. In this regard, it is 

predicted that the scales may contribute to the development of various outreach activities that would 

help university students to raise awareness about romantic relationships.  

On the other hand, this study was conducted with undergraduate students who were enrolled in 

certain departments of a public university. Reassessment of the psychometric properties of the Turkish 

versions of STLS and STLS-M through studies to be conducted with different sample groups 

(adolescents, engaged, married or flirting couples) might make important contributions to the 

literature. It is also recommended that a comparative analysis of the Turkish versions of STLS and 

STLS-M with other love-focused measurement tools would bring an important perspective to the 

related literature. Last but not least, more contributions to the literature could be possible through the 

development of culture-specific and love-focused new measurement tools in the Turkish culture. 
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Abstract 

Focusing on students with mild disabilities, this study aimed to examine the effect of STAR problem 

solving strategy on their a) solving change problems involving one-step addition and subtraction, b) 

maintaining their acquisition of solving change problems involving one-step addition and subtraction 

after 1, 3, and 5 weeks, c) generalizing their performance in solving problems to the classroom 

environment. Three students with mild mental disabilities participated in the study. A multiple probe 

across participants design was used in the study. The number of problems that students solved 

correctly was determined by scoring the data. The data are shown graphically and analysed visually. 

Findings emphasized the effectiveness of STAR strategy for students with mild mental disabilities 

when solving change problems that involve a one-step addition and subtraction, indicating that those 

who acquired this strategy could demonstrate the same problem solving performance 1, 3, and 5 weeks 

after the intervention. Also, students were observed to generalize their strategy performance to the 

classroom environment. The findings of the research were discussed within the framework of the 

relevant literature and theoretical views, and suggestions were made for teachers in terms of 

interventions and for researchers considering further studies.  
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INTRODUCTION 

Being among the main objectives of mathematics, problem solving is the focal point of many 

countries' educational programs (MoNE, 2005; NCTM, 2000). It has been identified as the main theme 

to be discussed in “Principles and Standards for School Mathematics” published by the National 

Council of Teachers of Mathematics (NCTM). This activity adopts the understanding of improving the 

problem solving ability of each student as well as the view that “problem solving should be the focus 

of school mathematics” was adopted (NCTM, 2000). Math problem solving forms a large part of the 

general and special education curriculum (Parmar & Cawley, 1997; Rivera, 1997). It is a process that 

involves problem-solving, combining and analysing skills (Cawley & Miller, 1986), consists of one 

and/or more steps (Fuchs, Fuchs & Prentice, 2004), requires the necessary calculation processes to be 

used in the solution process (Carpenter et al., 1993), and rarely contains irrelevant or distracting 

information (Passolunghi, Marzocchi & Fiorillo, 2005). This process involves the implementation of 

knowledge, skills, and strategies (Fuchs et al., 2004). 

Due to the complexity of problem solving processes, math problem solving is regarded as a 

difficult skill for both students with special needs and normal development (Jonassen, 2003). Strategy 

knowledge of many students with problem solving practice develops naturally. The apparent 

disabilities of some students naturally cause them to suffer from the development of strategy 

knowledge and also decrease their school performance (Montague, 1997). Students with mental 

disabilities have difficulties in transferring mathematical information and conceptualizing problems 

(Rivera, 1997). When teaching them how to solve math problems, they should be taught not only what 

to do but also how to do it (Goldman, 1989). Interventions applied to students with mental disabilities 

target basic processing skills (Miller & Hudson, 2007) instead of teaching the problem solving process 

and how to implement the specified process (Foegen, 2008; Maccini, Mulcahy & Wilson, 2007). 

Especially for students with mental disabilities who have limitations in managing their learning 

process and cognitive processes, knowing the problem solving stages is not enough for them to be a 

good problem solver. Therefore, with a process-based regular and strategic education (Montague, 

2007; 2008; Whitby, 2009), students with mental disabilities should be taught appropriate strategies 

that help them to solve problems within the process (from planning to reaching the final solution) 

(Jitendra & Hoff, 1996; Karabulut & Özmen , 2018). Studies examined process-based teaching that 

focused on teaching students cognitive and metacognitive strategies and operations in the 

mathematical problem-solving process (Bennet, 1982; Case & Harris, 1988; Hutchinson, 1993). 

Process-based teaching basically includes problem solving stages. However, in these stages, the aim is 

to provide appropriate strategies to students in order to perform cognitive processes. The process is 

monitored and questioned in the metacognitive strategies. These skills are both necessary for 

successful problem solving skills and are highly associated with overall mathematics achievement 

(Bryant, Bryant, & Hammill, 2000). 

The focus should be on how to solve the problem to students, the information that will 

contribute to the solution, how to represent the problem (table, figure, a concrete object, etc.), and how 

the strategy to be chosen and its representation will facilitate the solution (İpek & Malaş, 2013). One 

of such strategies is the STAR strategy. The STAR strategy (Search the problem; Translate the words 

into an equation in picture form; Answer the problem; Review the solution) was developed by 

Maccini and Hughes (2000). It is one of the cognitive strategy teaching models that allows students to 

remind general problem solving steps in solving math problems. Each letter of the STAR strategy 

marks a cognitive strategy step. Table 1 presents the main and intermediate steps of the STAR 

strategy.   
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Table 1. Steps of the STAR strategy 

Main Steps of the Strategy Intermediate Steps of the Strategy 

Search the word problem Read the problem carefully 

Ask yourself such questions: What facts do I know? What do I need 

to find? 

Write down facts 

Translate the words into an equation in picture 

form 

Select a variable 

Identify the operation(s) 

Represent the problem using the concrete intervention of CSA 

(Concrete-Semi-Concrete-Abstract) 

Draw a picture of the representation (Semi-Concrete) 

Write an algebraic equation (Abstract) 

Answer the problem Answer the problem 

Review the solution Reread the problem 

Ask yourself such questions: Does the result make any sense? Why? 

Check the answer 

 

As is seen in Table 1, it is aimed to help students to understand the problem considering 

search the word problem; express the problem visually (pictorial) before solving the problem in 

translate the words into an equation in picture form; write the solution using mathematical 

expressions in the problem regarding answer the problem; ensure that the student reviews all the steps 

in the strategy and the process is correct for review the solution (Maccini & Hughes, 2000). The first 

step of STAR (search the word problem) helps the student to read the problem carefully and to 

organize this information by considering the information given in the problem. The second step of 

STAR (translate the words into an equation in picture form) adopts the concrete-semi-concrete-

abstract approach. The concrete-semi-concrete-abstract approach is a teaching approach, which 

includes the concrete, semi-concrete and abstract stages, respectively (Marita & Hord, 2016). In the 

concrete stage, the first stage, it is aimed to solve the problem by expressing it with concrete objects. 

The second stage, the semi-abstract stage, aims to solve the problem by representing it visually 

through pictures, drawings, and two-dimensional shapes. In the last stage, the abstract stage, the 

problem is expressed in the language of mathematics by using the symbols and equations and the 

solution is realized (Strickland & Maccini, 2012). Literature abounds in studies using problem solving 

interventions for students with learning disabilities by applying concrete-semi-concrete-abstract 

approach (Hunt & Vazquez, 2014; Scheuermann, Deshler & Schumaker, 2009; Strickland & Maccini, 

2013). The interventions increased the problem solving performance of students with learning 

difficulties in algebra, geometry, ratio and proportion. Also, the fact that the STAR strategy includes 

visualization of the problem increases its effectiveness. Accordingly, the use of visualization strategy 

is described as a strong problem representation process in the problem solving process. The use of 

visual images can be an important variable in the solution of problems in solving different types of 

problems (Polya, 1957). Owens and Clements (1998) advocate that the use of visual images plays an 

important role in ensuring understanding of a problem, determining the processes to be chosen for 

problem solving, and recalling information from memory. This strategy (translate the words into an 

equation in picture form) has been found to improve students' problem solving skills (Ives, 2007; Van 

Garderen, 2006, 2007). The third step of STAR (answer the problem) helps students to answer the 

problem by looking at the visual drawings of the problem. The fourth step of STAR (review the 

solution) helps students to check the suitability of their answers.  

There are studies investigating the effectiveness of the STAR strategy in math problem 

solving regarding different disability groups such as learning disability (Maccini & Hughes, 2000; 

Maccini & Ruhl, 2000) and emotional behavior disorder (Peltier & Vannest, 2016). In Turkey, 

considering the effectiveness strategy examined in this article, only one study was conducted to 

support students' problem solving skills (İpek & Malaş, 2013). This research was conducted with 

students with normal development. Regarding research carried out in our country in order to support 

math problem solving skills of students with mental disabilities, there are a limited number of studies 

examining the effects of different problem solving intervention programs (Karabulut & Özmen, 2018; 

Karabulut, Yıkmış, Özak & Karabulut, 2015; Tufan & Aykut, 2018). The number of studies using 
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cognitive strategy and self-regulation strategies together in teaching problem solving skills to students 

with mental disabilities is limited (Karabulut & Özmen, 2018). This research will ensure the 

generalizability of strategy interventions to different disability groups as it applies the effectiveness of 

STAR strategy teaching with students with mental disabilities. Besides, the strategy teaching applied 

in the research is thought to create a different perspective for researchers and practitioners on problem 

solving teaching. Accordingly, the overall aim of this study is to determine the effectiveness of the 

STAR strategy in problem solving skills of students with mild mental disabilities. To achieve the 

general purpose, the following questions were asked: 

1. Is the STAR strategy effective for students with mild mental disabilities in solving change 

problems involving one-step addition or subtraction? 

2. After teaching with the STAR strategy, do students with mild mental disabilities maintain 

their change problem solving performance after 1, 3, and 5 weeks? 

3. After teaching with the STAR strategy, can students with mild mental disability 

generalize their performance of change problems involving one-step addition or 

subtraction to the class environment? 

METHOD 

Research Design 

This study adopted a multiple probe across participants design which is among single-subject 

research models. In this design, the effectiveness of a method on a target behaviour is investigated in 

multiple subjects of the same feature (Gast, 2010). When applying a multiple probe across participants 

design, the initial level (baseline) data of at least three consecutive sessions are collected for the first 

participant; a probe data is received from the second and third participants. When the baseline data of 

the first participant shows stability, the first subject is treated. When the performance of the first 

participant reaches the criterion level and the data show stability with the independent variable, the 

initial level is measured for the second participant and a probe data is taken for the third participant. 

When the baseline data in the second participant are stable, an independent variable is applied to the 

second participant. When the independent variable applied to the second participant and his/her 

performance reaches the criterion level and the data show stability, the initial level is measured for the 

third participant. When the baseline data shows stability, an independent variable is applied to the 

third participant (Gast, 2010). In other words, a multiple probe across participants design was used in 

this study to determine the effectiveness of the STAR strategy on problem solving skills of students 

with mild mental disabilities. The similarity between the subjects was ensured by the subjects 

fulfilling the determined pre-requisite behaviors, and the independence was achieved by teaching the 

subjects one-to-one strategy in the educational environment where the implementation was carried out. 

Selection of the Participants 

Participants were three students with mild mental disabilities who were studying in special 

education classes at secondary school. They were recruited according to some criteria: a) having a 

diagnosis of mental disability in the disability health board report, b) not having any additional 

deficiencies, c) being able to analyse without spelling at the instructional level (90% -95% accuracy), 

d) be able to perform addition and subtraction at 80% accuracy, which requires addition with 

regrouping and subtraction with regrouping, e) solving correctly at least 1 and maximum 3 out of 10 

change problems that involve a one-step addition and subtraction process, f) attending school 

regularly.  
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To select the participants, state schools in the central district of Eskişehir, with special 

education classes and inclusive interventions, were determined. Legal permission was obtained to 

conduct research in these schools. Interviews were conducted with the class teachers of these schools. 

Students with mental disabilities were determined based on the interviews. The guidance teachers of 

the students determined were interviewed, and information about their diagnosis was obtained. 

A prerequisite assessment was made to assess whether students diagnosed as mild mental 

disabilities meet the criteria. Students are expected to have a certain level of reading skills in 

mathematics problem solving studies. Thus, firstly, students' decoding skills without spelling at the 

instructional level were evaluated. Accordingly, one descriptive text was used. It was prepared by 

using textbooks or encyclopaedias, which students did not meet before and were allowed to be taught 

by the Board of Education. Second, ten operations were given to the students to examine whether they 

could make addition with regrouping, and the students who performed these operations with 80% 

accuracy were determined. Besides, ten arithmetic operations procedures that require subtraction and 

addition with regrouping were given to them, and students who performed these operations with 80% 

accuracy were determined. Finally, to determine the students' performance of one-step addition and 

subtraction problems, students were given one-step change problems that include ten additions and ten 

subtractions, and they were asked to solve. Their one-step addition and subtraction performances were 

evaluated by the researcher, and students who solved correctly at least 1 and maximum 3 out of 10 

problems were recruited. Permission was obtained for the students to participate in the study by 

Interviewing them, their teachers and their families. Accordingly, three students (who were allowed to 

participate in the study by their parents) were determined as research subjects. 

Characteristics of the Participants 

The first participant was a 13-year 4-month-old female student with a mild intellectual 

disability, with an intelligence score of 68, who was studying in special education classes at secondary 

school in 6th grade. She was able to make 9 of the 10 addition with regrouping operations correctly 

and 8 of the 10 subtraction with regrouping operations. She could solve 2 out of 10 change problems 

that correctly includes one-step addition and subtraction. She had no additional disabilities and no 

school attendance problems.   

The second participant was a 14-year 5-month-old male student with a mild intellectual 

disability, with an intelligence score of 66, who was studying in special education classes at secondary 

school in 6th grade. He was able to make 10 of the 10 addition with regrouping operations correctly 

and 9 of the 10 subtraction with regrouping operations. He could solve 2 out of 10 change problems 

that correctly includes one-step addition and subtraction. He had no additional disabilities and no 

school attendance problems.   

The third participant was a 13-year 8-month-old female student with a mild intellectual 

disability, with an intelligence score of 65, who was studying in special education classes at secondary 

school in 6th grade. He was able to make 9 of the 10 addition with regrouping operations correctly and 

9 of the 10 subtraction with regrouping operations. She could solve 3 out of 10 change problems that 

correctly includes one-step addition and subtraction. She had no additional disabilities and no school 

attendance problems.   

Dependent and Independent Variable 

The dependent variable is the percentage of solving change problems involving a one-step 

addition or subtraction. The independent variable is the STAR strategy. 
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Ensuring Internal Validity of the Study 

A multiple probe across participants design is a design with high internal validity. Internal 

validity refers to the fact that there is no change in the baseline and probe data before the treatment is 

applied to the participants, and there is an observable change in the student's performance when the 

treatment is applied (Gast, 2010). Apart from controlling students' learning situations and 

responsiveness, to ensure internal validity, these practices were followed: a) to control the impact of 

external factors, that they do not apply any additional programs to the student other than the program 

followed by the family and the teacher when getting baseline level data from student and while 

applying STAR strategy training, b) prerequisites were determined to prevent participant bias and 

participant loss, c) the artificial environment effect was minimized by working in the environment 

where the work would be carried out one week before study, d) intervention reliability was calculated 

to ensure that the intervention sessions were implemented as planned, e) in order for the collection 

method of the dependent variable to remain unchanged, intervention reliability was calculated for the 

evaluation processes, and f) inter-observer reliability was calculated to ensure the reliability of the data 

related to the dependent variable. 

Competencies of Researchers  

Two of the researchers have a Ph.D. in Special Education and one is a Ph.D. candidate (at the 

dissertation stage). They published research on mathematics for students with special needs 

(Karabulut, 2015; Karabulut et al., 2005; Karabulut & Özmen, 2018; Karabulut & Özkubat, 2019; 

Özkubat, 2019; Özkubat, Karabulut & Akçayır, 2020; Özkubat, Karabulut & Özmen, 2020; Özkubat 

& Özmen, 2018; 2020). Besides, the researchers took the Cognitive Strategy Teaching course within 

their doctorate education. 

Context and Time  

The intervention process of the research was carried out in support education room in the 

school. The support education room is 4 m x 5 m in size. The participants sat at a rectangular table, 

and the researcher sat in front of them. The sessions were carried out between 09:30 and 11:30 every 

weekday, as one session per day. 

Intervention 

The intervention process was carried out in five stages. These are baseline session, instruction 

session, post instruction assessments, generalization, and follow up sessions.  

Baseline Sessions 

In this stage, the performances of the participants to solve change problems involving one-

stage addition or subtraction were determined. Students were asked to solve the worksheets, which 

consisted of 10 one-step addition or subtraction, consisting of change problems. Students’ baseline 

(initial) level performances were calculated as percentages and graphed. 

Instruction Sessions 

Instruction sessions were started with the participants who obtained stable data at the baseline 

level. The instruction sessions continued until students solved change problems involving one-step 

addition or subtraction with the STAR strategy with 90% accuracy and until it showed stable data. 

Please see Appendix 1 for the sample form of the STAR strategy. In instruction sessions, worksheets 
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consisting of change problems, including 10 one-step addition or subtraction, were used. In this 

process, the questions were presented to the students one by one. Firstly, the questionnaire was given 

to the student and asked to read it carefully. Then the practitioner asked the student to tick the "Read 

the problem carefully" box, which is located in the first step of the strategy form. Then, in the second 

step, the students were asked to answer what they knew and what they needed to find in the questions. 

In this step, they were asked to mark the parts related to the question about what is known and desired 

and to express it verbally. After this step, students were asked to tick the box opposite the instruction 

(Ask yourself such questions What facts do I know? What do I need to find?) which was located in the 

second step of the STAR Strategy Form. Then, the student was asked to write down what was given in 

the problem. The data given at the root of the problem and used in the solution were written across the 

third step in the form. Then, it was time for the second step (Translate the words into an equation in 

picture form). At this stage, the students were asked to visualize the data at the root of the problem 

with various icons and images. The visualization process was left to the imagination of the students, 

and it was not intervened as long as it was correct. Later, after passing on to the next step (Answer the 

problem), they were asked to reach the result by using the icons and pictures they drew. The result 

reached was written as a transaction to the relevant step of the form. During the solution of the 

problem, the solution process was supported by using various verbal cues in line with the needs of the 

students. Finally, in the last stage of STAR strategy (Review the solution), students were asked to read 

and check their solutions and write the steps they accomplished in return for each step as stated in the 

form. This process was repeated for each question in the worksheets consisting of 10 questions used in 

each teaching session as well as sessions. After the instruction sessions, the post instruction 

assessment session started. 

Post Instruction Assessment 

In post instruction sessions, the process carried out in the baseline sessions was followed. 

Students were asked to solve worksheets consisting of change problems including 10 one-step addition 

or subtraction. The worksheets were evaluated, students' post instruction assessment were calculated 

as a percentage and graphed. After reaching the 90% accuracy level, (the criterion determined for each 

student) and obtaining stable data for three consecutive sessions, each stage of the process was 

repeated for the next student by ending the teaching and post instruction sessions. 

Generalization Sessions  

Generalization sessions were organized in order to determine the generalization levels of 

students' performance in change problems, including one-step addition or subtraction. Generalization 

data were collected with pre-instruction pre-test and post-instruction post-test data. While collecting 

generalization pre-test data, students were given worksheets consisting of 10 change problems, which 

include addition or subtraction in the classroom, and asked to answer the questions. The correct 

answers percentages were determined through the student answers and they were graphed. At the post-

instruction, generalization post-test sessions were conducted. As in the pre-test sessions, students were 

given worksheets consisting of 10 change problems that include addition or subtraction and asked to 

answer the questions. Also, the answers given by the students were evaluated and the correct answer 

percentages were determined and graphed. Students were observed to use the STAR strategy in 

solving the problems in the post-test sessions. 

Follow Up Sessions 

Following the post-instruction, follow up sessions were initiated. In the follow up sessions, it 

is aimed to determine the students' level of maintaining the STAR strategy after 1, 3, and 5 weeks after 

the post-instruction. The follow up sessions were held in the classroom where the students were 

studying. Similar to the post-instruction assessment sessions, students were asked to solve the 

worksheets, which consisted of 10 one-step addition or subtraction and change problems in these 
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sessions. Then, students’ post-instruction assessment performances were calculated as percentages, 

and they were graphed. A follow up session was organized for each student in the weeks determined, 

follow up data were collected and the percentages of correct responses were graphed. 

Data Analysis  

Solving data of change problems, which include one-step addition and subtraction, were 

shown with a line chart and visually analysed. The graph showed the number of sessions on the 

horizontal axis and the percentage of correct answers on the vertical axis. The data level obtained at 

the baseline level was compared with the data level obtained at the post-instruction practices. The 

increase in the data level after introducing independent variable demonstrates the effect of the strategy 

applied. Follow up data were compared with post-instruction data and whether there was a level 

difference was identified.  

Inter-Observer Reliability and Reliability of Implementation 

Inter-observer reliability is calculated by dividing the total consensus of researchers and 

observers by the sum of consensus and disagreement and multiplied by 100 (House, House & 

Campbell, 1981). Observers were told how to score the data and they were asked to fill out the yes and 

no columns on the Observer Reliability Registration Form by evaluating the students’ answers as 

incorrect or correct. The observer was a research assistant who completed his MA in special education. 

Inter-observer reliability was found to be 100%. 

Intervention reliability was calculated by dividing the observed researcher behaviour by the 

planned researcher behaviour (Billingsley, White, & Munson, 1980). Intervention reliability for each 

of the three subjects was found to be100%. 

FINDINGS 
Graph 1 shows the baseline, instruction, post-instruction, and follow up findings regarding the 

level of change problem solving involving one-step addition and subtraction. 

 

Graph 1. Findings Regarding the Level of Problem Solving 
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While the first participant responded correctly to a total of 2 problems (at least 2 and 

maximum 3) of 10 change problems including 5 sessions of addition or subtraction at the baseline 

level, she responded correctly to an average of 7 problems (at least 6 and maximum 10) at the end of 

the STAR strategy intervention. In post instruction sessions, she correctly answered 9, 10, and 10 

problems respectively. In the follow up sessions, she correctly answered 9, 10, and 10 problems after 

1, 3, and 5 weeks respectively. No decrease occurred in the number of problems the participant solved 

during the follow up sessions regarding post-instruction. 

The second participant responded correctly to a total of 2 problems (at least 2 and maximum 

3) of 10 change problems including 5 sessions of addition or subtraction at the baseline level. The 

probe data received at the beginning of the experiment process did not differ from the baseline level 

data received before starting intervention. He responded correctly to an average of 8 problems (at least 

5 and maximum 10) at the end of the STAR strategy intervention. In post instruction sessions, he 

correctly answered 10, 9, and 9 problems respectively. In the follow up sessions, he correctly 

answered 10, 9, and 10 problems after 1, 3, and 5 weeks respectively. No decrease occurred in the 

number of problems the participant solved during the follow up sessions regarding post-instruction. 

The third participant responded correctly to a total of 1 problem (at least 1 and maximum 2) of 

10 change problems including 5 sessions of addition or subtraction at the baseline level. The probe 

data received at the beginning of the experiment process did not differ from the baseline level data 

received before starting teaching. She responded correctly to an average of 7 problems (at least 4 and 

maximum 10) at the end of the STAR strategy intervention. In post instruction sessions and the follow 

up sessions, she correctly answered all problems. No decrease occurred in the number of problems the 

participant solved during the follow up sessions regarding post-instruction. 

As a result, there was no difference between the initial level of all participants and the number 

of correct answers given to problems that include a one-step addition and subtraction at the end of the 

STAR strategy intervention. As can be seen in Graph 1, the level of the data path obtained at the post-

instruction in all subjects is higher than the baseline level. All three subjects met the criteria 

determined at the post-instruction. This progress was not observed before applying the independent 

variable but after the intervention of the independent variable. For this reason, the STAR strategy was 

found effective in solving the change problems involving one-stage addition and subtraction. 

Moreover, there was no decrease in the follow up sessions held after teaching compared to the post-

intervention. This finding shows that the STAR strategy is effective in maintaining the performances 

in change problems involving one-step addition and subtraction after 1, 3, and 5 weeks. 

Figure 1 presents the pre and post-intervention findings related to the participants' problem 

solving performance of change problems involving one-step addition and subtraction to class 

environment. 

 

Figure 1. The Generalization Levels of Participants' Problem Solving Performance of Change 

Problems Involving One-Step Addition and Subtraction to Class Environment 
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While the first participant responded correctly to 2 of the 10 change problems involving one-

stage addition and subtraction in the generalization pre-test stage, she answered all of the problems 

correctly after applying the STAR strategy. The second participant responded correctly to 1 of the 10 

change problems involving one-stage addition and subtraction in the generalization pre-test stage, but 

he answered 9 of the problems correctly after applying the STAR strategy. While the third participant 

responded correctly to 3 of the 10 change problems involving one-stage addition and subtraction in the 

generalization pre-test stage, she answered all of the problems correctly after applying the STAR 

strategy. As a result, there was no difference between the pre-test data and post-test data of all three 

subjects. The participants reached an accuracy level between 90% and 100% in solving change 

problems at post-teaching. Therefore, they generalized their problem solving performances in change 

problems to the classroom environment.  

DISCUSSION 

The current paper investigated whether the STAR strategy was effective in solving change 

problems involving a one-step addition or subtraction process in students with mild mental disabilities. 

The STAR strategy used in this research was found effective in problem solving. These findings 

indicate that STAR strategy has an impact on problem solving performance students with mental 

disabilities. In the literature, the STAR strategy has been tested and found to be effective only on 

students with learning disabilities (Maccini & Hugles, 2000). However, this study examined its effect 

on students with mild mental disabilities and emphasized its effectiveness. This confirms the results of 

the research carried out by Maccini and Hugles (2000).  

The steps of STAR strategy (search the word problem, translate the words into an equation in 

picture form, answer the problem, review the solution) were used respectively. The first step (Search 

the word problem) was observed to make it easier for students to read and analyse the problem, 

distinguish what is given in the problem by asking themselves questions, and determine what the 

desired information is in the problem. The second step (Translate the words into an equation in picture 

form) helps students to identify important procedures that guide the student in solving the problem, 

allows students to visually analyse the problem and to plan to lead it to a solution, determine the steps 

to be taken in problem solving, and helps to decide which action to choose. The third step (Answer the 

problem) was found to be useful for students to make the necessary calculations for the solution of the 

problem. Finally, the last step (Review the solution) made it easier to check all the steps from search 

the word problem to review the solution. The combined implementation of these steps enables students 

to use cognitive strategies and cognitive processes that stimulate the problem solving process; 

therefore, it plays a role in appropriate problem solving (Montague, 1992). 

This study indicates the metacognitive strategy of self-questioning as one of the reasons why 

STAR strategy affects students' problem solving skills. Metacognitive strategies include self-

observing, self-evaluating, self-controlling, self-monitoring, self-instructing, and self-questioning 

processes; these strategies emerge especially when a new or difficult task is encountered and they are 

stated to be useful in completing the task (Lucangeli & Cabrele, 2006). Students apply to 

metacognitive strategies to organize cognitive processes used in math problem solving, to manage 

these operations and to organize their problem solving performances (Montague, 1992). Besides, 

students use metacognitive strategies to understand how strategies are implemented, develop effective 

strategies and manage these process operations (Lucangeli & Cabrele, 2006). Montague (1992) 

introduces metacognitive strategies used in math problem solving as self-correction, self-instruction, 

self-question and self-monitoring. The questions in the first step (What facts do I know? What do I 

need to find?) and last step (Does the result make any sense? Why?) of the STAR strategy are self-

questioning strategies. Self-questioning refers to thinking the problem and solution steps and is 

necessary for strategy knowledge and use in problem solving process (Montague, 1992). There are 

studies examining the strategy teaching activities aimed at increasing students' mathematics 

performance (Karabulut & Özmen, 2018; Montague, 1992; Sweeney, 2010). For example, they can 

ask themselves questions about the related cognitive strategies using questions such as “Now I have 
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read the problem, have I fully understood it? Did I underline the most important expressions or words 

in the problem? Do the drawings represent the problem? What will be the first step of this plan? What 

will be the next step of the plan? Which numbers in the problem can be used? Does my answer look 

correct? Is my answer close to my guess? Have I reviewed every step in my answer and checked the 

work I did? Thus, as in this research, self-questioning helps students choose and implement 

appropriate strategies in math problem solving process. That’s why, self-questioning is thought to 

have a great role in obtaining effective results in problem solving. 

Another reason for the effect of STAR strategy on students' problem solving skills is the 

visualization strategy (translate the words into an equation in picture form). The literature supports this 

finding. Van Garderen (2006) examined the relationship among visualization strategies, visual-spatial 

abilities and problem solving skills used by students with normal development, students with learning 

disabilities, and gifted students. They found that students with learning difficulties had poor visual 

spatial-skills compared to their peers in other skill groups, and solved problems by using fewer 

visualization strategies. It may be related to the visualization of the curriculum applied in mathematics 

courses in our country as an approach rather than a strategy (Işık & Konyalıoğlu, 2005; Konyalıoğlu, 

2003). In other words, visualization is used only in geometric concepts and problems related to 

geometric concepts rather than being used in the solution of word problems, and it is not considered as 

a step in solving word problems (MoNE, 2005). However, Polya (1957), who introduced the first 

problem solving model, prepared a list of suggestions based on his own mathematical experience and 

recommended students to shape and visualize the problem to be successful in problem solving. Polya 

argued that it is possible to draw shapes even if the problem is not a geometry problem, and creating a 

visual depiction is an important step for the solution (Polya, 1957). This argument is still valid today. 

Research has also shown that visualization strategies improve the problem-solving skills of peers with 

special needs and normal development (Gersten et al., 2009; Hughes et al., 2003; Ives, 2007; Van 

Garderen, 2006; 2007). Due to the difficulties that students experience related to working memory and 

problem solving steps, visual strategies that help organize and present information provide great 

benefits in problem solving (Geary, 2004; Hughes et al., 2003). Schematic editors and other visual 

supports (pictures, drawings) increase the students' understanding of the problem by bringing together 

different information included in the problem (Ives, 2007; Van Garderen, 2006; 2007). Students' 

placing the problems they understand in the schematic organizer leads them to understand and solve 

the problem correctly (Ives, 2007; Van Garderen, 2007), enables the storage of information and thus 

speeds up the processing of the information by supporting the working memory (Keeler & Swanson, 

2001). With the implementation of the curriculum with the visualization strategy, it was found that the 

number of schemas used by students with learning difficulties in the problem solving process 

increased, their level of use of the schemes improved, and that they generalize the use of the schema to 

different problems (Van Garderen, 2007) and perform better in solving the problems (Ives, 2007). 

Visualization is a useful strategy in attracting student's attention, motivating the student, making 

learning meaningful by concretizing learning, organizing the student's own knowledge, and 

associating concrete and abstract expressions (Ives, 2007; Karabulut & Özmen, 2018). Therefore, 

using visualization in elementary school level, especially in math problem solving, will add a new 

dimension to mathematics education. 

STAR strategy includes the supporter used in cognitive strategy teaching to make students 

independent in the strategy. This is a STAR Strategy Structured Worksheet. It includes the steps of the 

STAR strategy and helped students learn the strategy steps by marking the steps they did while solving 

the problem. Marshall (1995) states that the supporters used in strategy teaching make it easier to 

identify the problem in problem solving and to select the appropriate action. Also, schemes help 

students understand how to show problems with schemes and how to choose the right process when 

solving problems (Jitendra et al., 2002; Jitendra et al., 2010).  

This study focused on students with mild disabilities intending to examine the effect of STAR 

problem solving strategy on their generalizing the change problems involving one-step addition and 

subtraction. Besides, it examined the effectiveness of the strategy in maintaining the generalized skills 
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for 1, 3, and 5 weeks. While participants responded correctly to at least 1 and maximum 3 problems 

out of 10 problems given in classroom environment at the baseline level, they answered at least 8 and 

at most 10 problems correctly at the post-intervention. These findings show that subjects generalize 

their problem solving performance to the classroom environment. It was observed that those who did 

not use any strategy in the pre-test started to use the STAR strategy steps in their post-intervention 

problems. This shows that the strategies learned in the intervention sessions are generalized to a 

different environment. The reasons for generalizing the strategy to the classroom environment are seen 

as strategy knowledge acquired as a result of STAR strategy intervention routines, supporters guiding 

the use of strategy, the use of expressions of self-questing, and metacognitive experiences as the 

correct results are achieved. The findings obtained in terms of generalizing the strategy performances 

to the classroom environment are similar to the findings of previous research conducted with students 

with mental and learning disabilities. Research displays that problem solving performances in various 

disability groups are generalized to different problems types or different environments (Case et al., 

1992; Chung & Tam, 2005; Cote et al., 2010; Daniel, 2003; Huffman, Fletcher, Grupe, & Bray, 2004; 

Iseman & Naglieri, 2011; Maccini & Gagnon, 2001; Maccini & Hugles, 2000; Mancl, 2011; 

Montague & Dietz, 2009; Montague, 1992; Montague, 2008; Naglieri & Gottling, 1995; Naglieri & 

Johnson, 2000; Rosenzweig et al. ., 2011). In this study, the results of the generalization show that 

students were effective in using the change problems involving one-step addition and subtraction in 

the classroom environment and they maintained this use in the generalization sessions held after the 

intervention of the STAR strategy. 

This study has three main limitations. The first one is that the research is limited to three 

students with mild intellectual disabilities. Second, the generalizability of the single-subject 

experimental designs used in this study is limited. Third, social validity data of the intervention were 

not collected. Based on the research findings, there are suggestions for education, practice and further 

studies. This study found that STAR strategy teaching was effective in the ability of students with 

intellectual disabilities to solve math problems. It is recommended to use the STAR strategy while 

teaching problem solving skills to teachers working with students with mental disabilities. Therefore, 

it can be recommended to use the STAR strategy while teaching problem-solving skills to teachers 

working with students with intellectual disabilities. Also, to increase the generalizability of the 

research findings, this paper can be repeated with participants with learning disabilities, students in 

different educational environments, and with different researchers, using different problem types. 

Further studies can be conducted to compare the STAR strategy with traditional teaching methods in 

terms of effectiveness and efficiency over math problem solving skills. Besides, by examining the 

effects of each of the elements in the STAR strategy package (visualization, self-questioning, etc.), it 

may be possible to determine which of the followings is effective: the problem solving performances 

of students with mild mental disabilities, their perceptions of performance towards mathematics, their 

attitudes towards mathematics and math problem solving, and math problem solving strategy 

knowledge. 
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Appendix 1. The sample form of the STAR Strategy 

Problem: Ahmet is 8 years old. His brother is 5 years younger than Ahmet. Thus, how old is Ahmet's 

brother? 

 

Search the word problem 

a) Read the problem carefully 

 

Ask yourself questions such as What facts do I 

know? What do I need to find?   

 

Write what is given in the problem. Ahmet is 8 years old. His brother is 5 years younger than 

him  

Translate the words into an equation in picture 

form 

Ahmet’s age       His brother is 5 years younger than him 

 

😊 😊 😊 😊       😊 😊 😊 

 

😊 😊 😊 😊 

 

Answer the problem 8 – 5 = 3 

Review the solution 

Reread the problem 

 

Ask yourself questions such as Does the result 

make any sense? Why? 

 

Check the answer. 

 

 I checked my answer. 

 

 I made subtraction. 

 

 If I subtract 5 out of 8, it remains 3. 

 

√ 

√ 
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The Relationship Between Language Learning Strategies And Academic Self-Concept 
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Abstract 

The aim of this study was to determine the relationship between language learning strategies of 

secondary school students and the concept of academic self. The study was carried out with 522 

students enrolled in an Anatolian high school in the central district of Ankara. In the study, Personal 

and Academic Self-Concept  Inventory (PASCI), which was developed by Fleming and Whalen 

(1984), and the Turkish version of Strategy Inventory of Language Learning (SILL), which was 

developed by Oxford (1990) and adapted into Turkish by Cesur & Fer (2007), were used. Canonical 

correlation analysis was used in the study. As a result of the study, it was concluded that the scores 

obtained in certain sub-dimensions of language learning strategies were predicted by the scores 

obtained in some of the academic self-concept sub-dimensions; however, the effect of the scores 

concerning some sub-dimensions remained at low levels. In the study, the relationship between the 

strategies in the language learning strategies sub-dimension and the academic self-concept sub-

dimensions was explained through two canonical variables for the 9th, 10th, and 11th Grades. Based 

on this result, it could be argued that the increase in scores obtained from academic self-concept led to 

an increase in scores obtained from language learning strategies. In addition, it was concluded that the 

best predictors in explaining memory strategies were academic and verbal skills; post-cognitive 

strategies had low power to predict language learning strategies; and, social anxiety and family 

acceptance dimensions had low powers in predicting academic self-concept perception.  
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INTRODUCTION 

Today, people could aim to be a global citizen as a necessity of life. One of the most important 

things to be done to achieve this aim should be learning a foreign language. In order for a person to be 

a good language student, s/he needs to know how to take responsibility in the learning process, use the 

accurate strategy when accessing new information, and support language learning with activities 

outside the classroom. These also require students to know and apply foreign language learning 

strategies that are appropriate for them while learning a foreign language. Language learning strategies 

used while learning a foreign language refer to special actions and techniques that are used 

consciously and that help learning that language (Akmençe, 2019). Oxford - Burry Stock (1995) & 

Lessard-Clouston (1997) stated that language learning strategies used while learning foreign languages 

were very important tools in terms of strengthening the communicative competencies of individuals 

involved in the learning and teaching process as well as developing these competencies effectively and 

within self-control.  

Language learning strategies are the approaches that students use regarding the language they 

learn (Stern, 1983). Chamot (1987) expressed that all the methods, which would allow the recalling of 

the language to be learned or the content of that language content easily, were language learning 

strategies. Cohen (1990) referred to the learning processes chosen by the students voluntarily as 

language learning strategies. On the other hand, Oxford (1999) defined language learning strategies as 

activities, behaviors, or techniques used to strengthen foreign language learning skills. Cohen (2003) 

defined the attitudes that the students used knowingly or unknowingly as language learning strategies 

to understand the language and increase their knowledge of that language while learning a second 

language different from their mother tongue. On the other hand, Açık (2012) defined language 

learning strategies as methods, behaviors, and thoughts that learners used to eliminate the complexity 

of learning a foreign language. Based on these definitions, language learning strategies could be 

defined as each of the ways that individuals consciously follow in order to use the efforts they spend 

while learning a foreign language and to get motivated towards the process.  

Studies have shown that the most important role in foreign language education belongs to 

affective characteristics, level of intelligence, ability, age, attitude, and interest (Açık, 2012). Within 

the scope of affective characteristics, which is one of these characteristics, the most important variable 

that predicts the success of the student is the concept of academic self-concept (Bloom, 2016). Before 

examining the concept of the academic self, we need to take a look at the concept of self. The self, 

which is acquired through having certain experiences, generally refers to the physical and 

psychological characteristics of individuals (Lawrence, 2006). Another definition of self is the 

perception that the individual creates with his/her belief in him/herself through interacting with his 

environment (Chiu & Klassen, 2010). On the other hand, Erdem (2019) defined the self as the opinion 

of individuals about themselves and their characteristics.   

Looking at the definitions related to the concept of self, the common point of all definitions is 

that it is unique to a person (Erdoğan, 2019). When this concept is examined in depth, we see that it 

has been classified in various ways in the literature. Shavelson, Hubner & Stanson (1976) dimensioned 

the concept of self hierarchically as academic self-concept and non-academic self. In addition, 

academic self-concept is divided into four as history, mathematics, language, and science (Cited by 

Uzunoğlu, 2019).  In another definition, we see the academic self-concept as the perception of a 

student of him/herself as positive or negative academically (Çakır, Şahin & Şahin, 2000). Senemoğlu 

(2012) defined the concept of academic self-concept as the thoughts of a learner about him/herself 

regarding whether s/he could learn any knowledge, skill or characteristic in accordance with his/her 

background. Arastamam & Özdemir (2019) defined academic self-concept as the belief of the learner 

that s/he would succeed academically.  

In order to improve the academic self-concept in individuals, it is necessary to ensure that they 

progress positively within learning and teaching processes. Hence, it should be ensured that the 
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student experiences success. In order to ensure that students experience success, their learning needs 

should be determined, and they should be offered methods or techniques, among which they could 

choose to meet their needs within the framework of appropriate learning speeds (Senemoğlu, 2012). 

One of the requirements of the students today is to learn a second or even third language other than 

their mother tongue. Based on this requirement, researchers have been trying to find new ways of 

learning so that individuals could learn a foreign language quickly and effectively. In fact, language 

learning strategies should be used in order to learn a foreign language effectively by using time 

economically (Akar, 2013).   

There are many research topics regarding individual needs and meeting these needs. One of 

the examples of the present study, which analyzes the relationship between language learning 

strategies and academic self, was the study by Cesur (2016) that was carried out with 95 high school 

students. In his study, Cesur found that students used language learning strategies at a medium level. 

In addition, the analyses made in the study revealed that high school students used mostly 

metacognitive strategies, and there was a weak relationship between academic self-concept and 

language learning strategies.     

In the literature, there are studies on the relationship of language learning strategies with 

motivation (Günak, 2010), foreign language anxiety (Açık, 2012), learning styles (Süt, 2013), 

language learning beliefs (Mutlu, 2018) and academic success (Çakır, 2012; Demirel, 2012; Gözüm, 

2018; İpek, 2012; Sütçü, 2014). It is also possible to see the studies examining the relationship 

between language learning strategies and gender (Liyanage & Barlett, 2011; Naeeini, Maarof & 

Salehi, 2011; Sung 2011) in the literature. There have also been studies on determining language 

learning strategies or to what extent they were used (Ada, 2011; Erarslan & Höl, 2014; Khalil, 2005; 

Griffiths, 2003; Özmen & Gülleroğlu, 2013).    

The literature also contains studies examining the relationship between academic self, which is 

another variable of the study, with certain other variables. It is observed that the studies analyzed the 

relationship of academic self-concept with touristic experiences (Erdoğan, 2019), academic 

willingness and cultural capital (Arastamam & Özdemir, 2019), learning needs for mathematics 

lessons (Baştürk Tekin, 2014), professional preferences of students in science, technology, 

mathematics and engineering (Uzunoğlu, 2019), and academic success (Çağlar, 2010; Dursun Sürmeli, 

2015; Kenç & Oktay, 2002).   

In the literature, we see that language learning strategies and the concept of academic self-

concept have been the subject of research along with many variables in the learning process, some of 

which are common. In addition, many studies concluded that the perception of academic self-concept 

and language learning strategies were both effective on individuals or learning products (Cesur, 2016). 

The main reason for conducting this study is to find out the degree of relationship between the two 

variables that are considered to be effective in the development of many characteristics within the 

learning and teaching process. It is believed that the importance of this study lies in reviewing these 

two variables together within the teaching and learning process.   

It could have significant contributions to the literature by showing the students learning 

foreign languages in secondary schools that there are different ways of learning specific to the 

individual, by revealing the relationship between academic self-concept and learning strategies along 

with their sub-dimensions, by explaining how much these sub-dimensions predict each other, by 

ensuring that the importance of being aware of their own learning positively or negatively is 

recognized by the learners, and by enabling students to develop studying methods that are specific to 

themselves. In addition, it is also believed that the present study could contribute to the researchers, 

teachers and curriculum development specialists in terms of developing foreign language teaching 

programs, preparing alternative programs for learners who have difficulties in learning foreign 

languages, and exemplifying the statistical method of canonical correlation, which is not common in 

studies on the relationships between various variables.   
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The purpose of this study was to examine the relationship between language learning 

strategies and academic self. In order to express the purpose of the study more clearly, "How is the 

relationship between language learning strategies of secondary school students and their concepts of 

academic self?" was written as the problem statement.  

METHOD 

Research Design  

The study was carried out in the survey model. Survey model is generally preferred in non-

experimental studies (Christensen, Johnson & Turner, 2012).  

Study Group  

The study was carried out in the second semester of 2018-2019 academic year due to its 

physical, administrative and practical convenience. The study was carried out with ninth, tenth and 

eleventh grade students enrolled in an Anatolian High School in the Çankaya district of Ankara. The 

students participating in the study were determined on a voluntary basis. The students who 

participated in the study were given information about the content before the study. Oral permissions 

were obtained from the students in order to use the data to be obtained from the inventories within the 

scope of the study.  

It was decided that the study should be carried out at the high school level based on the idea 

that the concept of academic self-concept could be interpreted better for the students at the high school 

level, and language learning strategies could be more developed at these age levels. The reason why 

this study was carried out in an Anatolian High School in Ankara was ease of sampling.  

There were 671 students in the 9th, 10th and 11th grades of the Anatolian High School where 

the study was carried out. A total of 550 students were included in the study. Among the students, 28 

were excluded from the study due to reasons such as not writing numbers in the inventory or leaving 

missing items. The number of students included within the scope of the study was 522. In other words, 

the students, who participated in the study, represented approximately 78% of the 9th, 10th and 11th 

grade students in the school. The distribution of 522 students participating in the study by grade level 

and gender is presented in Table 1. 

Table 1. Distribution of students in the study group by grade levels 

Grade Levels Female Male Total Total (%) 

9th Grade 98 84 182 27.12 

10th Grade 96 82 178 26.52 

11th grade 84 78 162 24.16 

        Total  278 244 522  

        Total (%) 53.46 46.54 100 78 

 

As displayed in Table 1, the study was participated by 182 students (27.12%) at the 9th grade 

level, 178 students (26.52%) at the 10th grade level, and 162 students (24.16%) at the 11th grade level. 

Among the students who participated in the study, 278 (53.46%) were female and 244 (46.54%) were 

male.  

Data Collection Tools 

The data of the study were obtained through two data collection tools. One of them was the 

Personal and Academic Self-Concept Inventory (PASCI) developed by Fleming and Whalen (1984). 

The original form of the PASCI was applied by taking the opinions of the English teachers at the 
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school.  The other one was the Strategy Inventory of Language Learning (SILL) developed by Oxford 

(1990). The Turkish version of the Strategy Inventory of Language Learning (Cesur & Fer, 2007) was 

used.  

Personal and Academic Self-Concept Inventory (PASCI) consists of 9 parts in total, which are 

self-esteem, social acceptance, academic ability, verbal ability, mathematical ability, physical 

appearance, physical ability, family acceptance and social anxiety. Each section in the inventory 

explains the opinions of students regarding a different concept of self. Each part of the inventory 

contains 5 items and the total number of items in the inventory is 45. The inventory is a 7-point Likert-

type scale that is scored between practically never/none and very much/very often. The highest score 

that could be obtained from the inventory is 315, and the lowest score is 45.  

In order to determine the reliability of the Personal and Academic Self-Concept Inventory, it 

was administered to 222 high school students and 338 university students by Fleming and Whalen 

(1990) with internal consistency and test-retest method. In the study, the correlation of the Strategy 

Inventory of Language Learning with the RSES (Rosenberg Self Esteem Scale) (Rosenberg, 1965) and 

the FSB Scale (public and private self-consciousness and social anxiety) that was developed by 

Fenigstein, Scheier, and Buss (1975) was investigated. Strategy Inventory of Language Learning 

consists of positive and negative items. A very high correlation was found between the social anxiety 

in the Personal and Academic Self-Concept Inventory and the social anxiety in FSB (r = -.80, p < 

.001). The highest correlation between the Strategy Inventory of Language Learning and RSES was 

found in the self-esteem dimension (r=.74). This result is notable in that both inventories have an 

important place in the world in terms of self-esteem. When the scales were compared, although no 

difference was found favoring the male in terms of mathematical ability (p <.001) and physical ability 

(p < .001), no differences were found in terms of gender in the overall inventory. In addition, it was 

observed that the data obtained from the measurements revealed a hierarchical structure. Internal 

consistency coefficient and test-retest measurements showed that the scale had a reliable structure 

(Cited by Fleming & Whalen, 1990). In this study, Cronbach Alpha reliability coefficient of Academic 

Self-Concept Inventory was calculated as .93; and for the sub-dimensions, it was .53 for self-

esteem,.80 for social acceptance,.68 for academic ability,.65 for verbal ability,.86 for mathematical 

ability,.86 for physical appearance,.65 for physical ability,.74 for family acceptance, and .80 for social 

anxiety.   

Strategy Inventory of Language Learning (SILL) was administered in order to obtain the 

opinions of the students about learning strategies. The inventory consists of 6 parts, which are memory 

strategies, cognitive strategies, compensation strategies, metacognitive strategies, affective strategies 

and social strategies. There are 50 items in the inventory. The inventory is a 5-point Likert-type scale 

that is scored between never/never applies to me always/always applies to me. The highest score that 

could be obtained from the inventory is 250 and the lowest score is 50.   

In order to determine the content validity of the Strategy Inventory of Language Learning 

(SILL), two strategists were asked to score the scale according to the learning strategies taxonomy 

during the period when it was first developed. As a result of the scoring, it was observed that the 

coherence between the two experts was .99. For the criterion validity, the language performance was 

taken into account. Criterion validity for this inventory included concurrent and predictive validity for 

variables. The variables were language performance and learning strategies. Simple and multiple 

regression analyses were performed on at least one variable for predictive validity as a means of 

criterion validity. All data were collected at the same time to ensure simultaneous validity. With the 

help of simultaneous and predictive validity, it was demonstrated that there was a high level of 

relationship between Strategy Inventory of Language Learning and language performance. This was a 

strong supporter for the validity of the inventory. Validity of the inventory was calculated based on 

language performances such the overall language proficiency test of the inventory (Chang, 1991; 

Green and Oxford, 1992; Park 1994; Phillips, 1990, 1991; Rossi-Le, 1989; Wen and Johnson,1991) 

and oral language proficiency test (Chang, 1991).  In his study, Takeuchi (1993) found that the 
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Inventory explained 58% of the Advanced English Language Test using multiple regression analysis. 

ANOVA and MANOVA were performed for the construct validity of the scale. When two different 

groups have different scores as a result of the evaluations, this provides an important evidence for the 

construct validity of the scale. In accordance with this principle, when Watanabe (1990) applied the 

Strategy Inventory of Language Learning  for university and high school students in Japan, he 

concluded that the strategies in the inventory were used by those with high English language 

proficiency more frequently than those with low English language proficiency (Cited by Oxford & 

Burry-Stock, 1995).   

The reliability coefficient of the Strategy Inventory of Language Learning was .94 when it was 

translated into Chinese and applied to 590 students, it was .92 when the Japanese version was applied 

to 255 Japanese students, it was .93 when it was translated into Korean and applied to 392 Korean 

students, and it was .91 when it was translated into Spanish and applied to 374 Porto Rican students. 

Based on these measurements, it was observed that when the scale was translated into another 

language and applied in that language, its Cronbach Alpha reliability coefficient ranged between .91 

and .94 (Oxford & Burry-Stock). In addition, SILL was applied in the USA in English. The students in 

the study group had mixed native languages. The native languages of the students in this group 

belonged to different nations such as Arabic, Spanish, British, American and etc. In these applications, 

Phillips (1991) calculated the reliability coefficient with 141 students as .87; Oxford (1989) calculated 

it with 159 students as .86; Anderson (1993) calculated it with 95 students as .91; Talbott (1993) 

calculated it with 31 students as .85. The coefficient of concordance in the studies by Oxford et al. 

(1993), Anderson (1993) and Talbott (1993) was calculated for 137 students as88. With the data 

obtained from these applications, application of SILL in the native language of the study group and in 

English did not make any difference in terms of the reliability of the inventory (Cited by Oxford and 

Burry-Stock, 1995).   

Strategy Inventory of Language Learning (SILL) was adapted to Turkish by Cesur & Fer 

(2007). Rather than the total score, the inventory is interpreted by calculating the scores in the six sub-

dimensions separately. Hence, each sub-dimension is independent of each other and dimensions are 

evaluated independently. The reliability coefficient of the six dimensions in the Turkish version of the 

inventory ranged between .59 and .86. Item correlation of the inventory was found on each item as .92 

with positive and significant correlation in all items (p=.01). In addition, the correlation coefficient 

between the sub-dimensions of the inventory was observed to range between .18 and .63. The test-

retest method was used to determine the stability of the inventory; it was found that the stability 

coefficient in the sub-dimensions ranged between .67 and 82. The mean stability of all sub-dimensions 

was .76. These data show that the inventory is stable; and therefore, it is reliable. As a result of the 

factor analysis performed for the validity of the inventory, it was determined that 50 items with an 

eigenvalue greater than 1 were collected in six dimensions, and they explained 42 percent of the total 

variance.  

Data Collection  

Before administering, the purpose in using Personal and Academic Self-Concept Inventory, 

Strategy Inventory of Language Learning and the data to be obtained from these inventories were 

explained to the participating students. Based on these explanations, students were informed about the 

significance of responding to the questions in the inventories sincerely.  Both inventories were 

administered by the teachers and relevant vice principles in the high schools identified for the study in 

April, May and June 2019.  

Data Analysis 

In order to analyze the data, dependent and independent variables were determined by using 

the problem statement of the study. Sub-dimensions of language learning strategies (memory 

https://www.sciencedirect.com/science/article/pii/0346251X9400047A#!
https://www.sciencedirect.com/science/article/pii/0346251X9400047A#!
https://www.sciencedirect.com/science/article/pii/0346251X9400047A#!
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strategies, cognitive strategies, compensation strategies, metacognitive strategies, affective strategies, 

social strategies) were determined to be dependent variables; sub-dimensions of the academic self-

concept (self-esteem, social acceptance, academic ability, verbal ability, mathematical ability, physical 

appearance, physical ability, acceptance by the family, social anxiety) were determined as independent 

variables. In the analysis of the data, the independent variable was assigned as the predictor and the 

dependent variable was assigned as the criterion variable. Canonical correlation analysis was used to 

investigate the relationship of the independent variable with the dependent and independent variable. 

The variable set containing two and more variables could be analyzed through canonical correlation. 

Canonical correlation is a multivariate method that evaluates the relationship between variable sets 

through linear components (Özdamar, 2004).  

Before analyzing the data of the study, the compliance of the data with the assumptions of the 

canonical correlation analysis technique was checked, and it was decided that the data were 

appropriate. In studies, the number of observations should be more than 20 times the number of 

variables (Nakip, 2003). In this study, the number of dependent variables was 6, and the number of 

independent variables was 9. The number of observations in this study was 522 (In other words, 

9+6=15, 15.20=300, 300<522). Outliers should be determined prior to the correlation analysis. 

Outliers affect analysis negatively. Therefore, outliers should be extracted before analysis (Çankaya, 

2005). Based on this information in the literature, before the data of the study were analyzed, outliers 

and incomplete data of the dependent and independent variable types were removed from the analyses.  

FINDINGS 

Values related to descriptive statistics of dependent and independent variables are presented in 

Table 2. It was observed that the highest mean among the values of dependent variables was in 

cognitive strategies with 44.16. This mean was followed by metacognitive strategies with 28.60, 

memory strategies with 27, social strategies with 19.50, compensation strategies with 19.21, and 

affective strategies with 17.35. When the scores of the independent variable were examined, it was 

found that the highest mean belonged to family acceptance with 25.19. This was followed by verbal 

ability with 24.39, social acceptance with 24.01, physical ability with 23.71, self-esteem with 23.19, 

social anxiety with 22.86, physical appearance with 22.16, mathematical ability with 22.06, and 

academic ability with 22.02. When the skewness values of both types of variable were examined, we 

could argue that the distribution was skewed to the left; in other words, it was skewed in the negative 

direction. It could also be argued that the skewness values were not high enough to indicate that 

deviation from normality was significant; they were rather low.      

Table 2. Descriptive statistics on the scores obtained from strategy inventory of language 

learning and the scores of academic self 
Inventories Used in the Study and Their Sub-Dimensions  N X  SD Skewness 

 

Kurtosis 

 

Overall Strategy Inventory of Language Learning 522 155.83 38.90 -.290 -.152 

Memory Strategies 522 27 7.37 -.116 -.220 

Cognitive Strategies 522 44.16 11.79 -.284 -.180 

Compensation Strategies 522 19.21 5.48 -.341 -.220 

Metacognitive Strategies 522 28.60 8.47 -.204 -.377 

Affective Strategies 522 17.35 5.81 -.004 -.524 

Social Strategies 522 19.50 5.75 -.312 -.245 

Overall Personal and Academic Self-Concept Inventory 522 209.63 41. .076 -.190 

Self-Esteem 522 23.19 5.41 -.220 -.184 

Social Acceptance 522 24.01 7.12 -.209 -.703 

Academic Ability 522 22.02 5.98 -.093 .112 

Verbal Ability 522 24.39 5.68 -.109 -.480 

Mathematical Ability 522 22.06 7.53 -.272 -.631 

Physical Appearance 522 22.16 6.06 -.082 -.307 

Physical Ability 522 23.71 6.54 -.160 -.360 

Family Acceptance 522 25.19 6.12 -.376 -.435 

Social Anxiety 522 22.86 7.12 -.121 -.645 



International Journal of Progressive Education, Volume 17 Number 2, 2021  

© 2021 INASED 

108 

Since there were variable sets, the relationship between the sub-dimensions of the language 

learning strategies (dependent variable) and the sub-dimensions of the academic self-concept 

(independent) was determined by canonical correlation as a multivariable analysis technique. 

However, the relationship between the dependent and independent variables among themselves and 

with each other were analyzed in order to determine that there were no multiple connection problems 

as one of the prerequisites to apply canonical correlation. Looking at Table 3, the highest correlation 

between the independent variables was found to be in metacognitive strategies with .the value of 801; 

the lowest correlation value between the independent variables was observed to be between social 

strategies and memory strategies. It is stated that in case the value of this binary correlation between 

the variables is greater than .80, this indicates the problem of multiple connectivity between 

independent variables; and there is the problem of multiple connection at a significant level between 

the independent variables in case it is over .90 (Özdamar, 2004; Tabachnick & Fidell, 2013). When the 

correlation values between the independent variables in Table 3 were examined,the possibility of 

multiple connection was accepted to be low since they were below 80; and the analyses were 

continued. According to Table 3, the highest correlation between the dependent variables was between 

social anxiety and social acceptance with .682; the lowest correlation value was between physical 

ability and family acceptance with .299. According to these results, it could be argued that there were 

no multiple connection problems between dependent variables.                

Table 3. Correlations between dependent and independent variables  
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Memory 

Strategies 

1 .789 .658 .645 .659 .631 .369 .198 .393 .353 .345 .356 .287 .356 .237 

Cognitive 

Strategies 

.789 1 .782 .801 .658 .661 .348 .172 .269 .349 .257 .333 .263 .311 .213 

Compensation 

Strategies 

.658 .782 1 .737 .598 .653 .369 .158 .243 .334 .242 .385 .296 .289 .228 

Metacognitive 

Strategies 

.645 .801 .737 1 .689 .684 .322 .165 .261 .315 .200 .345 .239 .312 .234 

Affective 

Strategies 

.659 .658 .598 .689 1 .692 .364 .186 .352 .332 .280 .407 .283 .294 .284 

Social 

Strategies 

.631 .661 .653 .684 .692 1 .379 .191 .344 .402 .292 .360 .273 .332 .278 

Self-Esteem .369 .348 .369 .322 .364 .379 1 .405 .568 .569 .391 .629 .507 .452 .511 

Social 

Acceptance 

.198 .172 .158 .165 .186 .191 .405 1 .478 .476 .266 .385 .436 .329 .682 

 

Academic 

Ability 

 

.393 

 

.269 

 

.243 

 

.261 

 

.352 

 

.344 

 

.568 

 

.478 

 

1 

 

.498 

 

.501 

 

.521 

 

.408 

 

.448 

 

.514 

Verbal Ability .353 .349 .334 .315 .332 .402 .569 .476 .498 1 .305 .468 .436 .467 .527 

Mathematical 

Ability 

.345 .257 .242 .200 .280 .292 .391 .266 .501 .305 1 .362 .359 406 .307 

Physical 

Appearance 

.356 .333 .385 .345 .407 .360 .629 .385 .521 .468 .362 1 .532 .374 .535 

Physical 

Ability 

.287 .263 .296 .239 .283 .273 .507 .436 .408 .436 .359 .532 1 299 .495 

Family 

Acceptance 

.356 .311 .289 .312 .294 .332 .452 .329 .448 .467 .406 .374 .299 1 .343 

Social 

Anxiety 

.237 .213 .228 .234 .284 .278 .511 .682 .514 .527 .307 .535 .495 .343 1 

Note: The italic values in the upper left corner of the table show the correlation of the independent variables 

among themselves; and, the italic values in the lower right corner indicate the correlation of the dependent 

variables among themselves.   
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Table 4 presents the summary of canonical correlation results. Table 4 presents the first 

canonical correlation coefficient, which is significant for the model and has the highest canonical 

correlation coefficient, the total variance obtained as a result of data analysis, and total redundancy 

index (Total Redundancy). Total redundancy index refers to the percentage of the change in the 

variable set under examination that is explained by other variables in the study (Özdamar, 2004; 

Tabacknick & Fidell, 2013). 

According to Table 4, the percentage of the total variance obtained from the strategy inventory 

of language learning scores with six variables was 100%. The percentage of the total variance 

concerning the concept of academic self-concept with nine variables was 76%. In addition, 21.42% of 

the variance of the language learning strategies variable set was predicted by the canonical variables of 

the academic self-concept variable set. Of the variance of the academic self-concept variable set, 

14.61% was predicted by the canonical variables of the language learning strategies variable set. To 

summarize the results in Table 4, language learning strategies found in variable set I were predicted 

more than the academic self-concept in the variable set II.          

Table 4. Summarized results of the canonical correlation analysis 

  Set I 

(Language Learning 

Strategies) 

 Set II 

(Academic Self) 

Number of Variables  6  9 

Obtained Variance  100%  76.08% 

Total Redundancy (Total 

Redundancy) 

    21.42 (%)    14.61 (%) 

Variables  1 Memory Strategies (X1)  Self-esteem (Y1) 

 2 Cognitive Strategies (X2)  Social Acceptance (Y2) 

 3 Compensation Strategies (X3)  Academic Ability (Y3) 

 4 Metacognitive Strategies (X4)  Verbal Ability (Y4) 

 5 Affective Strategies (X5)  Mathematical Ability (Y5) 

 6 Social Strategies (X6)  Physical Appearance (Y6) 

 7   Physical Ability (Y7) 

 8   Family Acceptance (Y8)  

 9   Social Anxiety (Y9) 

 Canonical R  .55267  

 Chi-Square 

(54) 

 262.55 

*** 

 

***p<.001 

 

Table 5 presents the canonical correlation coefficients, variance explanation rates, chi-square 

values, Wilks Lambda values and the significance (p) values. According to the data presented in Table 

5, 6 different canonical variable coefficients and 6 different canonical correlation coefficients were 

obtained between variables X and Y as a result of the analyses. Based on the data presented in Table 5, 

the significance of canonical correlation coefficients was examined using Wilks Lambda and Chi-

square results. The analysis concluded that the first two canonical correlation coefficients were 

statistically more significant compared to α = 0.001 (p<.01), while the other four canonical correlation 

coefficients were not statistically significant at both (p<.01) and (p<.05) levels.     

Table 5. Results of the significance of canonical correlation (Chi-Square-Test) 

 Canonical R Canonical R2 Chi-Square SD Wilks Lambda Value p 

0 .552670 .305444 262.5524 * 54 .599417 0.000000 

1 .265208 . 070335 75.5730 * 40 .863021 0.000579 

2 .196945 .038787 38.1594 28 .928314 0.095555 

3 .141545 .020035 17.8652 18 .965774 0.965774 

4 .117258 .013750 7.4829 10 .985519 0.985519 

5 .027228 .000741 0.3805 4 .999259 0.999259 
**

p˂.01, 
*
p˂.05 
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It is important to decide which canonical correlation coefficients are significant practically. 

For this reason, the chart in Figure 1 was prepared for the values and eigenvalues (squares of canonical 

correlations) belonging to the canonical pairs. As presented in Figure 1, the eigenvalues of the first 

canonical pair were quite high. However, it was clearly demonstrated in the chart that the decline after 

this point was fast. The resulting image and the point, at which the slope starts to disappear gives us 

information about the number of significant canonical variable pairs (Çankaya, 2005; Nakip 2003; 

Özdamar, 2004; Tabachnick & Fidell, 2013). When Figure 1 was analyzed in terms of the significance 

checks for canonical correlation, it could be seen that the value of the first canonical correlation pair 

gave more significant results than other canonical correlation pairs.    
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Figure 1. The chart of eigenvalues for canonical variables 

 

The number of variables pairs and canonical correlations that could occur as a result of 

canonical correlation analysis does not exceed the minimum number of variables in the dependent or 

independent variable sets (Doğan & Sevindik, 2011). There were 6 independent and 9 dependent 

variables in the study. In other words, the lowest number of variable sets in the study was 6. 

Accordingly, 6 canonical variable pairs were obtained in the study. It was believed that the canonical 

variables of U1, U2, U3, U4, U5 and U6 were obtained from the independent variable set of memory, 

cognitive, compensation, metacognitive, affective and social strategies, which constitute the sub-

dimensions of language learning strategies. It was believed that the canonical variables of V1, V2, V3, 

V4, V5, V6 were obtained from the self-esteem, social acceptance, academic ability, verbal ability, 

mathematical ability, physical appearance, physical ability, family acceptance and social anxiety 

groups, which were the sub-dimensions of academic self-concept concept that formed the dependent 

variables set. Interpretations were made based on the canonical variables obtained in the light of this 

belief. In addition, Table 6 also presents the amounts of variance and inflation coefficients explained 

by the U and V variables.     

According to Table 6, the support of the U1 linear component to the explained variance was 

66% and the inflation coefficient was 0.20. Accordingly, the contribution of the U1 linear component 

to the variance was close to the top level. In addition, we could argue that the low inflation coefficient 

of U1 could be due to low effect of other (redundant) factors in explaining the relationship between the 

U1 canonical variable and the scores concerning the sub-dimensions of language learning strategies. 
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Moreover, the linear components of U2, U3, U4, U5 and U6 had quite low contributions to the variance 

as well as low levels of relationship according to Table 6. When Table 6 was examined in terms of 

dependent variable set, the contribution of the V1 linear component to the total explained variance was 

44%, and the inflation coefficient was 0.13. Accordingly, we could argue that the contribution of the 

V1 linear component to the variance was at a moderate level. Therefore, the relationship of the linear 

component of V1 with the data set belonging to the sub-dimensions of academic self-concept was at 

the moderate level. We could argue that the low inflation coefficient of V1 could be due to the low 

effect of other (redundant) factors in explaining the relationship between the scores concerning the 

canonical variable of V1 and the scores obtained in the sub-dimensions of academic self.  According to 

Table 6, the linear components of V2, V3, V4, V5 and V6 had quite low contribution to the variance as 

well as a low level of relationship.             

Table 6. The explained variance and inflation coefficients of the academic achievement score 

variable set 

Variables Explained Variance Inflation (Redundancy Coefficient) 

U1 0.667607 0.203916 

U2 0.084925 0.001966 

U3 0.050602 0.001963 

U4 0.061934 0.001241 

U5 0.080099 0.001101 

U6 0.054833 0.000041 

V1 0.447331 0.136635 

V2 0.070310 0.004945 

V3 0.060185 0.002334 

V4 0.072634 0.001455 

V5 0.055701 0.000766 

V6 0.054656 0.000041 

 

When the significance results were examined in terms of canonical correlation, two different 

canonical variable pairs were considered to be statistically significant. Besides this assumption, it was 

concluded that the first canonical correlation pair had a significant role in explaining the relationship 

between the sub-dimensions of the first canonical correlation pair in terms of the data, explained 

variance, eigenvalues and the values concerning the inflation coefficients. Specific variables, which 

affect the first and second canonical variable pairs and canonical correlations contributing to this 

result, could be represented by equations. These equations were formed as follows.    

U1= 0.494 memory strategies + (-0.173) cognitive strategies + 0.248 compensation strategies 

+ (-0.083) metacognitive strategies + 0.278 affective strategies + 0.375 social strategies 

V1 = 0.147 self-esteem + (-0.181) social acceptance + 0.207 academic ability + 0.321 verbal 

ability + 0.213 mathematical ability + 0.314 physical appearance + 0.089 physical ability + 

0.209 family acceptance + (-0.033) social anxiety  

U2= 1.259 memory strategies + (-0.431) cognitive strategies + (-1.068) compensation 

strategies + (-0.043) metacognitive strategies + (-0.190) affirmative strategies + (0.288) social 

strategies 

V2 = (-0.350) self-esteem + 0.061 social acceptance + 1.055 academic ability + (-0.134) 

verbal ability + 0.247 mathematical ability + (-0.635) physical appearance + (-0.144) physical 

ability + 0.060 family acceptance + (- 0.094) social anxiety  

According to the first equation, the most significant contribution to the language learning 

strategies was made by the memory strategies by 0.494; and the least contribution was made by 

metacognitive strategies with 0.083.  The most significant contribution to academic self-concept 
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variable was made by verbal ability with 0.321 in the first equation; and the least contribution was 

made by social anxiety with 0.033.  

According to the second equation, the most significant contribution to the language learning 

strategies was made by the memory strategies by 1.259; and the least contribution was made by 

metacognitive strategies with 0.043. The most significant contribution to academic self-concept 

variable was made by academic ability with 1.055; and the least contribution was made by family 

acceptance with 0.060. It could be stated that the increase in the scores of memory strategies, cognitive 

strategies, compensation strategies, metacognitive strategies, affective strategies and social strategies 

in the language learning strategies set led to an increase in the scores of self-esteem, social acceptance, 

academic ability, verbal ability, mathematical ability, physical appearance, physical ability, family 

acceptance and social anxiety in the academic self-concept set. Therefore, it could be argued that there 

was a significant relationship between language learning strategies and academic self.   

DISCUSSION, CONCLUSION AND SUGGESTIONS  

In the study, whether the relationship between the variable sets was significant or not, was 

analyzed by canonical correlation instead of binary correlations. Within this analysis process, while 

the first type of error in the hypothesis test decreased, it became easier to interpret the effects of 

variable sets on each other.  The canonical correlation analysis performed in the present study 

concluded that the relationship between the strategies in the sub-dimensions of language learning 

strategies and the sub-dimensions of the academic self-concept was explained with two canonical 

variables for 9th, 10th and 11th Grades. Based on this result, it could be argued that the increase in 

scores obtained from academic self-concept led to an increase in scores obtained from language 

learning strategies.  

Self refers to the beliefs of an individual about his/her emotional, physical, social and spiritual 

characteristics, desires and achievements (Berk, 1997; Güngörmüş, 1997). In this context, we could 

argue that the self is related to motivation, anxiety, self-efficacy and beliefs about language learning. 

The finding that the academic self-concept leads to an increase in the scores related to language 

learning strategies could be examined in terms of these concepts.    

In his study, Günak (2010) found that the relationship between the learning strategies used by 

individuals and their motivations for learning was significant. In addition, it was concluded that high 

motivation and use of learning strategies, affected academic success and foreign language learning 

positively. The literature contains various studies on the fact that high motivation increased the 

frequency and effective use of language learning strategies for individuals (Mochizuki, 1999; Smemeo 

& Haslam, 2013). Motivation could be due to the high level of ability to learn languages. This wealth 

of talent also enables language learning strategies to be used more frequently (Smemeo & Haslam, 

2013; Wherton, 2000).    

Social Cognitive Theory of Albert Bandura could also be defined as the motivation theory. 

One of the important concepts in this motivation theory is the perception of self-efficacy (Gözüm, 

2018). Bandura (1997) stated that self-efficacy played an important role in the academic development 

of individuals. From this point of view, we could argue that the perception of academic self-concept 

and the perception of self-efficacy support each other. In terms of language learning strategies, when 

the learner undertakes the responsibility of learning process, this indicates the connection of self-

efficacy and learning strategies (Gözüm, 2018). In the light of these statements, we could argue that 

the concept of self-efficacy plays an important role in the interaction of academic self-concept and 

language learning strategies.   In addition, the perception of self-efficacy has an important role in 

foreign language learning today (Dörnyei, 1994). We could see that in many studies in the literature, 

which reveal that the relationship between the levels of students in using language learning strategies 

and their self-efficacy perceptions is positive and significant (Chang & Xu, 2012; Gahungu, 2007; 

Wong, 2005; Yang & Wang 2015).  
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Individuals may have different psychological structures within the language learning process. 

In case the level of anxiety increases in individuals while learning a foreign language, they could 

perceive their experience as a threat against themselves. The anxiety levels of the language learners 

increase when they do not feel happy or comfortable during the learning process; in other words, when 

they encounter various psychological obstacles. This increase is experienced by the individuals in the 

form of learning disability (Açık, 2012).  In the studies carried out in this context in the literature, a 

negative and significant relationship was found between the language learning strategies of individuals 

and their anxiety levels regarding foreign languages (Açık, 2012). In other words, as anxiety may be 

related to academic self, these studies in the literature could be important in terms of revealing the 

extent of the relationship between academic self-concept and language learning strategies.   

 The opinions of individuals on learning a foreign language and the general structure or nature 

of learning a language are defined as beliefs about language learning (Horwitz, 1987). There is a 

moderate positive relationship between the language learning strategies of individuals and their beliefs 

about language learning (Azar & Saeidi, 2013; Chang & Shen, 2010; Parviz & Nima, 2013; Zaree-ee 

& Salami, 2014). This relationship would strengthen the opinion that the belief about language 

learning that could be related to academic self-concept affects the learning strategies used by 

individuals in learning a language. In addition, some studies in the literature have revealed that 

language learning beliefs could explain language learning strategies (Azar & Saeidi, 2013; Zaree-ee, & 

Salami, 2014). 

This study, it was found that academic self-concept affected learning strategies. The literature 

contains studies with findings that were different from the findings of this study. In their study 

conducted with 8354 secondary school students, McInerney, Cheng, Mok & Lam (2012) examined the 

effect of learning strategies and perception of academic self-concept on each other with the structural 

equation model. As a result of the study, they concluded that the perceptions of students on academic 

self-concept regarding English and Mathematics courses were affected by the learning strategies of the 

students (deeply and superficially). The fact that interfering with the learning strategies was easier than 

interfering with academic self-concept and this intervention could be proven easily could be the reason 

for this conclusion. 

Another finding obtained in the study was that the increase in verbal and academic ability 

scores in the academic self-concept set led to an increase in the scores of memory strategies among 

language learning strategies. In other words, the most important predictors in explaining memory 

strategies were verbal and academic skills.  

Memory strategies have two important tasks. One is the storing of information; and the other 

is the utilization of this stored information. In order to use this strategy while learning a foreign 

language, individuals should store what they hear and read about the language in their memories 

(Oxford, 1990). The process of storing, which is performed by reading and hearing could indicate its 

relationship with memory strategies as a part of verbal ability. This indicator shows that the findings 

obtained from the study coincide with the literature.       

One of the important determinants of verbal ability is learning the vocabulary. Memory 

strategies are very functional for students to learn the new vocabulary (Baykul, 2010). Schimtt (2000) 

has implementations such as expressing the synonyms and antonyms, describing the words based on 

an individual experience and making sentences by combining words, which support verbal ability 

among memory strategies. The first category of memory strategies is to make mental connections. 

Mental connections consist of grouping, associating and placing new words in a context (Oxford, 

1990). These practices in the literature reveal the possibility that memory strategies could be enriched 

by using activities regarding verbal ability. We could argue that this possibility supports the finding 

that the verbal ability predicted memory strategies, which was a result of the study.  
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The literature contains studies, which found out that memory strategies helped students learn 

vocabulary permanently (Köksal, 2012) and facilitated their recalling of the vocabulary in the foreign 

language (Ün, 1984). In the literature, there are also studies showing that memory strategies have an 

important place in language learning strategies, and that they ranked the first (Baghban, 2012).  In 

addition, while the literature includes studies indicating that students preferred the memory strategies 

the most while learning a foreign language (Božinović & Sindik, 2011; Khamkhien, 2012), there are 

also studies demonstrating that memory strategies are not sufficiently used within the learning and 

teaching processes or that the students use these strategies less frequently than others (Gülsoy, 2011; 

Ünal, Ayırır & Arıoğul, 2011).  

Academic ability refers to all of the skills that are inborn in students or attained afterwards in 

order to succeed in school (Human Resources Dictionary, 2020). In this sense, we could argue that 

there is an important relationship between academic ability and academic achievement. Academically 

successful students have highly advanced memory strategies (O'Malley, Chamot, 1990). Moreover, 

there are various studies in the literature revealing that memory strategies are effective in increasing 

academic success (Aydın, 2010; Gür, 2010; Korkmaz & Mahiroğlu 2007). Looking at these results in 

the literature, we could argue that academic ability is an important predictor in explaining memory 

strategies.    

Another finding of the research was that the metacognitive strategies were weak in explaining 

language learning strategies. As a reason for this finding of the study, we could state that sufficient 

importance has not been given to metacognitive strategies in teaching and learning processes of 

language. The use of metacognitive strategies would decline in case their usage is not internalized by 

students. This decline could cause the effect of metacognitive strategies to be weak in predicting 

language learning strategies. From this perspective, the most significant role in the adoption of 

metacognitive strategies by the students belongs to the teachers. Teachers are important models for 

students, especially when learning languages. To this end, teachers should provide guidance in making 

students use and motivating them towards using metacognitive strategies within teaching and learning 

processes (Harmankaya, 2016).   

One reason for the weakness of cognitive strategies in predicting language learning strategies 

could be the lack of awareness in students about their weaknesses and strengths in learning a language. 

If students are aware of their potential, they could lead their language learning processes accordingly 

(Flavell, 1979). In order to create this awareness among students, their executive cognitive strategies 

could be evaluated. In their study, Veenman, Elshout & Meijer (1997) evaluated the metacognitive 

strategies and they concluded that it led to improvement in the mental competencies of the students.   

Contrary to the finding of the study that metacognitive strategies were weak in predicting 

language learning strategies, there are many studies in the literature stating that metacognitive 

strategies were the most frequently used language learning strategy by the students (Alhaisoni, 2012; 

Balcı & Üğüten, 2017; Cesur, 2016; Erarslan & Höl, 2014; Hamamcı, 2012; Ho & Ng, 2016; Yapıcı & 

Bada, 2004). The fact that metacognitive strategies enable students to plan their learning processes and 

enable individuals to perform self-evaluations could be the reason why students prefer this strategy the 

most while learning a language (Sütçü, 2014). In addition, cognitive strategies allow students to use 

their previous knowledge while solving new problems they experience (Sütçü, 2014; Cesur, 2016). 

When students hear a new word, they usually try to associate it with their previous information or an 

image they have seen before. Or, students at least review what they have learned while repeating 

topics to learn languages (Cesur, 2016). Planning the process, repeating, and self-evaluating could 

affect the frequency of using cognitive strategies. Moreover, there are studies in the literature 

indicating that metacognitive strategies have a positive effect on learning a foreign language (Rasekh 

& Ranjbary, 2003; Zhussupova & Kazbekova, 2016). 

Another of the finding of the study was the weakness of social anxiety and family acceptance 

dimensions in explaining the perception of academic self. There are studies in the literature examining 
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the relationship between social anxiety and self-esteem. Self-esteem is about the formation of the 

concept of self. In this sense, self-esteem could be defined as the attitude developed by individuals 

towards their own selves (Suner İkiz, 2000). Another dimension of the concept of self is the self-

esteem, which refers to the development of a value by the individual about his/her self. Contrary to the 

finding that social anxiety was weak in predicting the perception of self in this study, there are many 

studies in the literature revealing that social anxiety is one of the important predictors of self-esteem, 

self or self-respect (Erözkan, 2011; Deniz, 2018; Sübaşı, 2007; Tagay, Önen, Canpolat , 2018; 

Zaeema, Nasreen, Riaz, Sarwat, 2013). 

Social anxiety disrupts the communication that people have with others and affects their lives 

negatively. Social anxiety occurs as a result of fear caused by individuals observing, analyzing and 

evaluating society (Kashdan, 2007).  Instead of fear, individuals should first trust in themselves. 

Having or not having self-confidence increases or decreases the level of social anxiety in individuals. 

In this sense, self-confidence has an important effect on the perception of self (Farhan & Khan, 2015). 

In their study, Leary & Kowalski (1995) also revealed that the increase in the self-confidence of an 

individual caused a decrease in their social anxiety.  

The fear of individuals towards being alone could also be an important variable affecting 

social anxiety and self-esteem. In his study, Sübaşı (2007) found that loneliness was correlated 

positively with social anxiety and negatively with self-esteem. There are also studies revealing a 

positive relationship between social anxiety and loneliness (Leary and Kowalski, 1993; Riggio, 

Throckmorton, DePaulo, 1990). The survival of individuals depends on their communication with 

others. It can be argued that popular individuals who establish effective communication among their 

friends and do not get lonely in social terms develop a more positive perception of self when 

compared to others, who are rejected or neglected by others (Kaya, 2005).  

The positive approach of parents within the family environment could affect the perception of 

self and self-esteem in individuals positively. The way individuals communicate with their parents has 

an important role in the development of their academic self-concept and self-esteem. We could argue 

that this importance stems form the communication established by the individuals with their parents 

(Kenç & Oktay, 2002). Moreover, among the studies in the literature, Maşrabacı (1994) found that the 

increase in the intensity of the relationship of a child with his/her father would increase the self-

esteem; Duru (1995) stated that the individuals, who were exposed to democratic attitudes of their 

mothers and fathers had high levels of self-esteem; Çevik, Büyükşahin & Atıcı (2009) mentioned that 

the children of the families, who supported and were positive towards the friendship relations of the 

individuals, had high levels of self-esteem; and Renklibay (2017) concluded that the accepting attitude 

of the family increased the level of self-esteem.   

The difference of the last two findings of the study from the results of the studies in the 

literature could be explained through homogeneity and narrowing of the range. In other words, the size 

of the sampling in the present study, which is greater than the sizes of the samplings in the other 

studies, and its homogeneity, could have caused the differentiation of the results.  

As a result of the study, it was concluded that the scores obtained in certain sub-dimensions of 

language learning strategies were predicted by the scores obtained in some of the academic self-

concept sub-dimensions; however, the effect of the scores concerning some sub-dimensions remained 

at low levels. It would not be appropriate to generalize this prediction for all language learning 

strategies since there were two canonical variables found to be significant as a result of the study.   

In conclusion, the following suggestions could be made in line with the findings obtained 

above: It should be ensured that curriculum developers and teachers adopt the idea that they would 

increase the use of strategy in foreign language learning when they develop academic self-concept in 

students. In addition, all kinds of practices and understandings that support this idea should be 

included in the learning and teaching processes. Language learning strategies should be included in 
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foreign language teaching programs. These strategies should be implemented in classroom processes. 

Foreign language teachers should be taught language learning strategies through in-service trainings; 

and they should be aware of the implementation of these strategies in their lessons. This study was 

carried out in secondary education. A similar study could be conducted longitudinally within different 

levels of education. Students could be taught about language learning strategies; and the effectiveness 

of the strategies taught could be tested within an experimental design. In-depth research could be made 

through qualitative analysis within these studies in the experimental design.  The literature could be 

enriched by employing different variables (academic achievement, self-confidence, anxiety, 

motivation, etc.) in the research processes to examine the relationship between academic self-concept 

and language learning strategies.   
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Abstract 

Kenya adopted Competency Based Curriculum to produce engaged, empowered, and ethical citizens. 

However, inaccessible school infrastructure is leaving behind children with disabilities. Informed by 

data from individuals with disabilities and Kenyan and international agencies, this study uses disability 

studies in education to analyze the interaction of school structures and disability to understand the 

locus of Kenyan children with disabilities in the society. Findings show that inaccessible school 

infrastructure investments exclude children with disabilities and threaten Kenya’s Vision 2030 poverty 

eradication goal. Needed is the reconceptualization of disability within a broader model of equity in 

the Kenyan education system.  
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INTRODUCTION. 

At the dawn of independence from Britain in 1963, Kenya prioritized war against ignorance, 

diseases, and poverty (Mazrui & Wiafe-Amoako, 2015; Sifuna & Oanda, 2014; wa Thiong'o, 2011). 

Five decades later, Kenya is still grappling with these issues, as thousands of children and youth with 

disabilities are left behind by an exclusionary education system (Kiru, 2019). Challenges stem from 

lacks, misplaced priorities, and broken education policies that contribute to the mismanagement of 

allocated resources (Sifuna & Oanda, 2014). The central and county governments provide education to 

millions of school-age children, yet little government support adequately addresses the educational 

needs of children with disabilities, because disability is personalized and privatized. 

Foreign-based religious organizations started and have run many pre- and post-independence 

special education programs in Kenya. Examples include the Thika Institute for the Blind established in 

1946 (Chikati et al., 2019), Salvation Army Joytown Primary Special School established in 1962, 

Salvation Army Joytown Secondary School established in 1980, the Nyabondo Rehabilitation Center 

established in 1963 by the Catholic Church, and the Lutheran Church Special School for Mentally 

Challenged established in 1980. The Kenyan government’s awareness of the significance of special 

needs education did lead to the 2009 National Special Needs Education policy framework (Kiarie, 

2014), and positive results include the incremental attachment of special education units to regular 

mainstream public schools, starting at 926 schools in 2002 and increasing to 1574 in 2008 (Sifuna & 

Oanda, 2014). But these efforts have not matched the investment and commitment to educating 

students without disabilities. So problems with access to (quality) education persist in terms of limited 

resources, mainly inaccessible buildings, shortages, and a lack of well-trained teachers in schools, 

despite a national policy that addresses special needs education (Kiarie, 2014; Kiru, 2019; Sifuna & 

Oanda, 2014). The slow pace of education system reform slows the emancipation of people with 

disabilities. Investment in inaccessible school infrastructure causes illiteracy and poverty. 

In this paper, I examine the interaction of disability and the education system in post-

independence Kenya and how the exclusive educational structure perpetuates inequities that condemn 

children with disabilities to perpetual poverty. The purpose is to understand how the education system, 

influenced by the free-market economy and ideologies of ability, predisposes children with disabilities 

to illiteracy and poverty. Taking this approach helps us realize how disability-based discrimination 

negates children with disabilities, qualifies their relegation, and justifies their inferiority and pushing 

to the margin of society (Devlin & Pothier, 2006). 

Achievement of Kenya Vision 2030 demands the authentic inclusion of children with 

disabilities in schools. Accessible quality education can help promote the meaningful participation of 

citizens with disabilities in national development as valued members of society. Following these 

premises, this paper is guided by the following question: How does the implementation of building 

codes impact the inclusion of and access to quality education for children with disabilities in Busia 

County in the era of universal primary and secondary education in Kenya? 

Literature Review 

Kenya Education System 

Kenya is a country in the eastern part of sub-Saharan Africa. Its European-style education 

system can be traced back to 1728, and in 1846, the missionaries of the Church Mission Society 

established the first mission school in Rabai, Mombasa. Later, more missionaries introduced 

European-style formal education inland as the construction of the railway eased traveling (Kinuthia, 

2009; Sifuna & Oanda, 2014). The initial 7–4–2–3 education system required seven years of primary 

schooling, four years of secondary schooling, two years of high school, and three years of university 

education. The 8–4–4 system of education, which required eight years of primary education, four years 
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of secondary education, and four years of university education, was adopted in 1985. Then in 2017, 

Kenya adopted the 2–6–3–3 education system, two years in pre-primary, six years in primary (Grades 

1–6), three years in junior secondary (Grades 7–9), three years in senior secondary (grades 10–12), 

and three years in university. The 2–6–3–3 education system is based on the Competency Based 

Curriculum, which aims to produce engaged, empowered, ethical citizens. Besides the Kenya 

government-mandated curriculum, some private schools follow the 2–6–3–3–3 British education 

system, for example to serve children of foreigners and diplomats residing in Kenya (Kiru, 2019). 

Disability Prevalence 

The 2019 census puts the population of Kenya at about 48 million (Kenya National Bureau of 

Statistics). This translates to about 7.2 million persons with disabilities (based on the 15% World 

Health Organization [WHO] estimate of the population of people with disabilities in any society). 

Since the introduction of free primary education in 2003, the enrollment of children in primary school 

has climbed from 5.9 million to about 7.6 million (Republic of Kenya, 2006; Society for International 

Development [SID], 2004). The National Special Needs Education Survey 2014 showed that of the 19 

million youth below age 21, about 1.9 million (10%) had a disability, 60% lived in the rural areas, and 

40% lived in the urban areas. The Voluntary Services Overseas (VSO) International organization and 

the Ministry of Education, Science and Technology (MoEST) surveyed the status of special education 

in Kenya, the prevalence of disabilities of children age 0–21, and the appropriateness and acceptability 

of the educational structure, learning facilities, and resources. This 2014 report revealed a 13.5% 

prevalence of disability and that about 19% of children with disabilities were orphaned, and over 16% 

of children with disabilities were out of school. In 2016, about 45,000 students, prekindergarten 

through high school, were in special schools, and over 100,000 were out of school. Low enrollment is 

caused by a culture of deficit (Bunning et al., 2017), inadequate resources in public schools, and a 

shortage of special education teachers (Kiru, 2019). 

The VSO-MoEST Report 2014 also found that only 1% of special education teachers were 

certified to teach different disability categories (e.g., deaf, blind, albinism, intellectually disabled). A 

large teacher-student ratio (e.g., 1:58; Kenya Bureau of Statistics, 2017) and a shortage of highly 

qualified teachers (KIPPRA, 2009; Mulinya & Orodho, 2015) have also made access to quality 

education difficult for children with disabilities. Overcrowding in schools after the Kenya government 

implemented its universal education program in 2003 to achieve the global initiative Education for All 

(Kiru, 2019; Mulinya & Orodho, 2015; UNESCO, 2016) has made it difficult for teachers to practice 

inclusion and attend to the needs of students whose abilities, needs, interests, and learning preferences 

differ from those of the majority. The shortage of teachers has compounded this problem, partly due to 

limited rigor in teacher training programs (Kiru, 2019) and the freeze in teacher employment by the 

Ministry of Education that started in 1998 after the World Bank and the International Monetary Fund 

(IMF) introduced economic austerity programs in Kenya (Oketch & Rollestone, 2007). Generally, low 

school enrollment at nursery, primary, and secondary school levels has negative results on college 

enrollment (Mulinya & Orodho, 2015). In 2016, only 645 students with disabilities out of a student 

population of about 450,000 were enrolled in the 22 public universities, 14 chartered private 

universities, and 13 universities with a Letter of Interim Authority. 

Right to Education and Deficit Culture 

The right to education of Kenyan children with disabilities is documented in the Persons with 

Disability Act 2003, the Children’s Act 2001, and the Basic Education Act 2013. Section 7(2) of the 

Children’s Act 2001 declares that “Every child shall be entitled to free basic education which shall be 

compulsory per article 28 of the United Nations’ Convention on the Rights of the Child.” Unlike 

previous legislation, which directly addressed the rights of persons with disabilities, including the right 

to education, the Basic Education Act 2013 guarantees rights to free and compulsory basic education 

to all children (Republic of Kenya, 2012). 
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Special education trends in Kenya are informed by practices of the global North, and its 

disability laws are influenced by the British Special Educational Needs and Disability Act 2001, the 

America’s Education of All Handicapped Children Act 1975 (currently, the Individuals with 

Disabilities Education Improvement Act 2004), and United Nations (UN) treaties such as the UN 

Convention on the Rights of People with Disabilities (CRPD) 2006, which Kenya ratified in 2008. The 

UNESCO Salamanca Statement adopted by the World Conference on Special Needs Education: 

Access and Quality requires the international community to promote inclusive schools by 

implementing practical and strategic changes in the education systems (Centre for Studies on Inclusive 

Education, 2018). The UNESCO (2016) Sustainable Development Goal 4 (SDG 4) of 2030 aims to 

“ensure inclusive and equitable quality education and promote lifelong learning opportunities for all” 

by 2030 (p. 7). The Education 2030 Incheon Declaration also reiterates a commitment “to making the 

necessary changes in education policies and focusing our efforts on the most disadvantaged, especially 

those with disabilities, to ensure that no one is left behind” (UNESCO, 2016, p. 7). 

Kenyan children with disabilities live in a society based on traditional norms (e.g., stigma, 

superstitions, rituals) (Mugambi & Nicodemus, 1976) and international proclivities (Kiarie, 2014; 

Kiru, 2019). The global North philosophies of disability are proliferated globally by international 

establishments such as the WHO, Amnesty International, the UN, the IMF, and the World Bank 

(Barile, 2003; Barnartt, 2010; Barnes & Sheldon, 2010; Redley et al., 2012). So there is a growing 

trend recognizing disability as a biological and environmental state (Barnartt, 2010; Oliver, 1996, 

2017; Union of the Physically Impaired Against Segregation [UPIAS], 1976), which is reflected in the 

Persons with Disabilities Act of Kenya 2003 and the 2010 Kenyan Constitution, which prohibits 

disability-based discrimination. Article 27, Clause 4 of the Constitution of Kenya 2010 accords 

persons with disabilities equal rights to those accorded to nondisabled citizens of Kenyan (p. 24). 

Article 54, Clauses 1 (a–e) and 2 affirm the entitlement of persons with disabilities to humane 

treatment: “access to educational institutions and facilities,” “to reasonable access to all places, public 

transport, and information,” “to use Sign language, Braille or other appropriate means of 

communication,” and “to access materials and devices to overcome constraints arising from the 

person’s disability” (Constitution of Kenya, 2010, p. 37). Laws, policies, and treaties guarantee state 

protection to citizens with disabilities as well as access to resources, services, and opportunities, 

including education, healthcare, and employment (Republic of Kenya, 2010). 

The population in schools of children with disabilities remains low despite government efforts 

(Nyeris & Koross, 2015). Disability remains a stigmatizing condition (Bunning et al., 2017; Danforth, 

2014; Goffman, 1963), and many families opt not to school their children with disabilities, to protect 

them from violence and aggression (2014 VSO and MoEST report). Many families also live in 

poverty, so they are easily discouraged by unfriendly environments (e.g., a lack of assistive 

technologies, facilities, equipment, and transportation), especially when they must choose between 

basic needs (e.g., water, food) and paying school fees. The effort to improve the quality of life of 

families of children with disabilities has largely focused on school infrastructure. 

Accessible Buildings in Kenya 

The 2003 Persons with Disabilities Act of Kenya recognizes the significance of involving 

disabled persons in national affairs and, therefore, of the need to make access to facilities, 

employment, and services a priority. About accessibility, the Building Code of the Republic of Kenya 

2009 (pp. B-44–B-47) has provisions on facilities, such as construction measures for ramps, handrails, 

wheelchair space, elevators, doors, hallways, curbs, water closets, and water cubicles. The government 

is responsible for enforcing building standards through the Kenya Bureau of Standards. However, 

implementation of these standards has been hampered by political inaction, leading to haphazard and 

low-quality (and inaccessible) construction, which has resulted in collapsing (school) buildings, 

causing injuries, fatalities, the destruction of property, and the destabilization of people’s lifestyles. To 

rein in the irregularities in the construction industry, Kenya adopted the Eurocode in 2016, which 
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replaced the British Building code in use since 1926. A part of the Safety and accessibility section of 

the Eurocode states, “… construction works must be designed and built, taking into consideration 

accessibility and use for disabled persons” (Regulation [EU] No 305/2011, p. 34). It is expected that 

the adoption of the Eurocode will address new and complex construction challenges in Kenya (Kimani 

& Musungu, 2010) and will increase the mobility of persons with disabilities as well as access to 

community schools. 

METHODS 

This paper is part of the ongoing study of the education systems of Kenya and their impacts on 

the education and lives of children with disabilities. I use a disability studies in education (DSE) 

framework to understand the locus of children with disabilities in the Kenyan school structure. DSE 

stems from Disability Studies, an interdisciplinary body of sociopolitical and intellectual work that 

positively positions disability to problematize and which interrogates practices and rhetoric that 

abnormalizes disability and qualifies and justifies the exclusion of people with disabilities unless they 

are cured by nondisabled professionals (Oliver, 2017; Prince, 2009; Siebers, 2008; Union of the 

Physically Impaired Against Segregation [UPIAS], 1976). Then the DSE framework helps with 

conceptualizing the interrelatedness of ideologies, the politics of education, and the exclusion of 

children with disability in regular public schools (Baglieri et al., 2011; Danforth, 2014; Oliver, 2017). 

The process helps illuminate how principles of education turn Kenyan children with 

disabilities into invalid citizens who are worthless for the state to invest in (Danforth, 2014; Gabel & 

Connor, 2014; Prince, 2009). The state of political education suggests that the (social, political, 

economic, and cultural) stability outcome of a nation is intertwined with its investment in promising 

healthy children (Danforth, 2014; Gabel & Connor, 2014; World Bank, 2017). This visualization of 

the outcome of education in terms of a national economy that is dependent on nondisabled adults is the 

basis of values that contribute to the empowerment of nondisabled children and the disempowerment 

of children with disabilities (Danforth, 2014; Gabel & Connor, 2014; Oliver, 2017). Based on this 

reasoning, impairments biologically make an individual less human and, therefore, worthless to invest 

in. In contrast, a lack of biological impairment makes one a flawless human being who is worth 

investing in for the sake of the posterity of the society. Unless treatments can normalize the impaired 

person, they do not merit national interest or, therefore, state funds (Oliver, 2017; Prince, 2009; 

UPIAS, 1976). Through DSE, we understand how links of access-education-culture influence the 

marginalization of children with disabilities (Devlin & Pothier, 2006; Siebers, 2008). 

Data Collection and Analysis 

This study is based on two batches of data on the education status of children with disabilities 

in Kenya. The study started in 2006–2007 and then continued 2017–2020. I adopted the study periods 

to trace the changes happening within the education system relative to the schooling of children with 

disabilities after disability legislation and treaties. During these periods, I collected data through 

observations, field notes, and photography in 50 public schools, that is, 40 primary schools and 10 

secondary schools, in Busia County, Kenya. Thirty-five primary schools were commuter/day 

coeducational schools, while five were single-sex residential schools (two boys’ schools and three 

girls’ schools). Five were coeducational secondary day schools, and five secondary schools were 

residential; one was coeducational, two were boys’ schools, and two were girls’ schools. 

One of the girls’ high schools is considered a national school. These are prestigious public 

schools that admit students that have scored over 300 out of 500 points in the Kenya Certificate of 

Primary Examination. They perform quite well in the national exams (i.e., Kenya Certificate of 

Secondary Education-KCSE), so these schools are sought after by parents. I also collected data in the 

rural parts of western Kenya, around Lake Victoria. I focused on rural schools because, like today, 

most Kenyan families live and work in rural areas, and many children attend rural-based schools. 
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I collected data through photographs, document analysis, observations, interviews, and field 

notes. I decided to take pictures, because they capture the essence of rural life and people’s culture 

(with respect to education and infrastructure) that can help readers visualize the locus of people with 

disabilities in Kenyan society. Documentary photography is the use of picture language to present 

information (Stryker, 1963, cited in Wang & Burris, 1997). It presents facts about events and objects 

as perceived by the senses in ways that words may not adequately relay. Documentary photography 

principles include taking a proximal position to capture the authentic image; staying steady and 

focusing faithfully on the object or subject or activity; finding unusual angles; making a quick survey 

of circumstances; capturing moments that promote harmony; getting identification; respecting and 

valuing subjects; avoiding fear of other people in the vicinity; practicing photo shooting; and 

protecting photos and what they represent (Bogre, 2012). Guided by the principles of documentary 

photography (Bogre, 2012), I took images using a digital camera and iPhone, because of their 

portability and ability to store the images in the iCloud. Data in my iCloud account could only be 

accessed with my password. When it came to taking photos, I chose what, how, and where to shoot to 

capture (in)accessible infrastructure. To understand the interactions between access, buildings, and 

schooling of children with disabilities, data were thematically analyzed using NVivo software and 

guided by the DSE framework (Danforth, 2014; Erevelles, 2014; Oliver, 2009). Next, I focus on the 

school system, with attention on school buildings, to highlight the issues of accessibility to education. 

FINDINGS 

Physical infrastructure impacts access and the participation of children with disabilities. I 

collected data from 50 public regular day and boarding primary and secondary schools in the rural 

parts of Busia County in Kenya, and none of the school buildings and classrooms and latrines I visited 

met the Eurocode building standards to support the inclusion of children with disabilities. The 

infrastructure was either inaccessible or in a dilapidated state or located far away from the classes 

(e.g., the latrines). Nine out of ten schools had no ramps or had ramps constructed in disregard of the 

Eurocode guidelines. Eight out of ten school buildings had raised floors or a verandah of at least 30 

cm to control rainwater from flooding classrooms. Some buildings had stairs only, while others had 

stairs with ramps added. Ramps were significant modifications to the premises, but some were at 

inappropriate locations or were very steep, had inadequate landing spaces, were very smooth and 

slippery during rainy seasons, or had no rails or side barriers/stops to protect users from sliding. All 

these factors made them dangerous, predisposed users to further injury, and made mobility inefficient. 

Also, all schools had pit latrines far away from the main classes to reduce a foul smell. However, this 

made them difficult to access especially during rainy season.  

Lacking or limited facilities were also prevalent in both primary and secondary schools, from 

low-endowed schools to nationally designated “well-endowed” schools. Figure 1 shows a model, 

inclusive public residential girls’ high school, one of the high-performing schools in Busia County. It 

is one of the few schools that had modified its environment to practice inclusion. The school buildings 

originally had no ramps, but after 2010, ramps were added on specific blocks to accommodate the 

needs of children with mobility disabilities. The slopes are at specific areas of the building blocks 

(mostly at the center), which makes access to the classrooms possible, but only from one direction. 

The ramps are also steep, and even though they are relatively rough and have groves to increase 

friction and reduce slipperiness in case of rain, they lack a proper landing at the bottom and top and 

have no hand bars or side barriers to prevent accidental sliding in the wrong direction. The ramps’ 

bottom landings are open to bumpy marram ground, which makes them challenging and dangerous for 

people with mobility issues, especially wheelchair users. 

I also found the classrooms overcrowded, all the way to the entrance. All the classrooms were 

about 20 meters square, with a capacity of 20 students, but they held double the number because of the 

high demand for admission. This would make navigation and peer-peer and student-teacher 

interactions challenging and would make the interactions of students with disabilities with the learning 

materials difficult. In such congested classrooms, it is hard to include children with disabilities and, in 
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some situations, is impossible to accommodate those with assistive technologies that take extra space 

(e.g., wheelchair users). The lack of enough space makes these spaces unconducive to learning for 

children with disabilities. The challenge of class size adds to the problems of natural and built barriers 

to education (i.e., muddy paths during the rainy season, rugged paths due to marram and pebbles, 

unevenly constructed ramps). 

 

Figure 1. Collage of a residential regular national public girls’ high school in the rural part of Kenya, which 

practices inclusion. Photo 1: Theo is standing on the path next to a partial building; Photo 2 shows combined 

stairs and ramps to the principal’s office; Photo 3 shows an open marram area with the classroom building block 

in the background; Photo 4 is the entrance to the classroom building, consisting of the stairs and the added-on 

ramp; Photo 5: Theo is standing on the path next to the added-on ramp to the classroom building; and Photo 6: 

Theo in the foreground on the marram path to the assembly ground and with classroom buildings in the 

background. 
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Description of the Pictures 

In Photo 1, Theo is standing on the marram path next to an entrance to a verandah of a 

partially visible classroom building, with two stairs of unequal height and breadth. The smallest stair is 

about eight inches high and 48 inches wide, while the more prominent stair leading to the verandah is 

about 12 inches high. In the background are two building blocks. One houses the principal’s offices at 

the extreme right, and the partially visible section is part of the form-three classrooms. The second 

building block at the back holds form-two classrooms that obscure another building block at the back 

for form-one classrooms. The distance between the building blocks is about 30 meters. In between the 

classroom blocks are trees, hedges, a curbside, and uneven grounds. The path is flat, with some bumps 

made of loose gravel and protruding tree roots. The picture was taken around 11 a.m. on a bright 

sunny day, so there are is light and there are shadows of buildings, trees, and other paraphernalia (e.g., 

bags). I took Photo 1 in 2007 when there were no accessible structures such as ramps. Photos 2–6 were 

taken in 2017 after public schools started building accessible structures, primarily ramps. 

Photo 2 is the front part of the entrance to the principal’s offices, about 20 meters from the 

main gate (on the right side of the building, not visible in the image). The entrance to the building has 

both stairs and ramps. The gradient of the first ramp outside the verandah seems well laid for 

wheelchair users. The second ramp that directly leads to the principal’s offices is reasonably steep but 

has enough landing at the foot of the ramp. Both ramps are relatively polished and are likely slippery 

in the rain. Nor do they have sidebars or side barriers, which again makes them dangerous to 

wheelchair users. The two ramps are at the end of the 20 cm stairs and seem to be add-ons. The 

polished stairs are big and wide (about 20 cm high by 2 m depth by 3 m wide). The verandah on the 

principal’s offices’ side has a concrete wall dividing it from the rest of the verandah of the building, 

which houses four form-three classes. The trimmed green hedge also demarcates the boundaries of the 

settings. In the background, and less visible, is the form-four building block. 

Photo 3 shows an open marram area with the classroom building in the background, trees at 

the front, and canopies at the back, with a trimmed hedge. This is the route to the assembly open 

ground and is used by vehicles, such as the school bus and other commercial vehicles that deliver 

products and school supplies. The marram is bumpy because of footprints created when people walk 

on soggy ground. In front and in the back of the building block are trees (three in the front) and a well-

trimmed hedge about 1 m high, 30 cm wide, and 50 m long (though not wholly visible in the picture). 

There is also a stretch of a curbside that prevents rainwater from running into the classrooms as well as 

a 10 m long, 2 m wide, 15 cm high paved stretch without a ramp that leads to the entrance of one of 

the classrooms in the form-four building block. Along the curbside are three trees, just next to the 

form-four building block. 

Photo 4 shows part of a classroom building, with two wooden door openings and three 

metallic and glass windows and a combination of a ramp and stairs leading to the verandah. This add-

on ramp is steep but has spacious landings at top and bottom. The landing at the bottom joins a rugged 

marram path to the open space that runs from the main gate through the assembly space back to the 

dining hall and other school buildings and open spaces around the school compound. Also, the ramps 

are relatively rough and have groves to increase friction and reduce slipperiness in the event of rain. 

Like all ramps in the school, this one does not have hand bars or side barriers to prevent one from 

sliding in the wrong direction. On the left side of the ramp is a 68 cm wall, part of the flowerbed 

barrier. The ramp is universally designed to be used by both persons with and without disabilities. 

Although the ramp is meant for students and teachers and staff with mobility issues, there is a 20 cm 

curb at the entrance to the one of the visible classrooms. On the verandah is a girl walking past a 

sleeping security dog, and inside one of the four classrooms are students seated at the desks and 

studying; one is quite near the door, which indicates overcrowding. 
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Photo 5 is a continuation of Photo 4, though from a slightly different angle. The image shows 

Theo standing on the patchy marram path next to the ramp to the partially visible building block that 

houses form-four classrooms. The front wall of this building has two inscriptions in black paint: 

“SELF DISCIPLINE” and “TEAM WORK.” The ramp is centrally placed to allow students with 

mobility issues to access the 2 m wide, 60 m long, 60 cm high verandah (at the highest point). The 

ramp is an add-on to the existing structure. 

In Photo 6, Theo is in the foreground, standing in the middle of the open patchy dry marram 

path. On the left is the building block housing four form-four classrooms. On the right is the building 

block that houses four form-three classrooms and the administration offices. In the middle is the yet to 

be completed outdoor water fountain, and at the farthest distance is the dining hall. There are curbsides 

on both sides of the path, primarily to control rainwater from flooding in the buildings. Along the 

curbside on both sides of the open spaces and paths are the well-trimmed 1 m high hedges. 

DISCUSSION 

(In)accessible Education Infrastructure 

Both natural and built environments can either enhance or hinder the participation in learning 

of children with disabilities. Accessible infrastructure greatly influences the schooling of these 

children in community schools. School buildings affect administrators’ perspectives on a child’s 

behavior and, therefore, on the child’s admission to, enrollment in, attendance at, and ability to be 

involved in learning activities and events. Buildings also influence teacher-student relationships and 

peer-peer interactions as well as the education perspectives of families of children with disabilities and 

the likelihood of such children calling the school another home. Oluremi and Olubukola (2013) 

studied the effect of facilities on the academic performance of students with disabilities in inclusive 

learning settings in Nigeria. They found that dilapidated or limited facilities or a lack of essential 

facilities and materials contributed to the low academic performance of students with disabilities. The 

Children’s Act 2001, the Basic Education Act 2013, the Persons with Disabilities Act of Kenya 2003, 

the 2010 Constitution of Kenya, the Eurocode 2016, and the 2009 Special Needs Education policies 

recognize the significance of access to early childhood, primary, and secondary education for children 

with disabilities and emphasize the significance of accessible environments and the rights of children 

with disabilities to educational opportunities. Yet building codes are flouted, and resources are 

mismanaged (Mulinya & Orodho, 2015) by education personnel least prepared for or interested in 

empowering children with disabilities (Chomba et al., 2014). 

Beginning with the introduction of universal primary education, there has been increased 

construction of schools nationwide and, in Busia County, increased modifications to old schools to 

improve accessibility. But many changes have fallen short of the standards. Current assessment of 

school infrastructure reveals it does not meet the Eurocode building standards needed to be accessible 

to children with disabilities. Much of the failure is caused by inadequate funds, due to corruption, 

mostly by government officials. As happens in a distribution chain with many middlemen, officers in 

the educational chain often claim “their share” as funds allocated to school infrastructure are 

distributed from the Treasury to the Ministry of Education and all the way to the school. School 

administrators also take illicit pay for awarding tenders to construction contractors. By the time the 

funding reaches the school and is given to the contractor, there is not enough to buy needed resources 

and pay for labor. Besides the disincentive due to inadequate resources and little pay, many 

contractors/masons have little knowledge of building codes or disability laws to allow them to 

construct a facility amiable to the needs of children with disabilities. The 2019 corruption index ranks 

Kenya at 137 out of 180 countries (Transparency International, 2020). Besides corruption, 

infrastructural problems are exacerbated by inadequate government funding of special education 

programs (Chomba et al., 2014), by lacking or limited technology (Kinuthia, 2009), by underprepared 

teachers, by a shortage of teachers with training to teach children with disabilities, and by inadequate 
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policy implementation in the education system (Gathumbi et al., 2015; Kiarie, 2014). The possibility 

of children with disabilities performing to their potential is unlikely in such learning environments, 

which increase academic, cognitive, and social demands. Inadequate disability facilities and services 

are most likely to hinder students’ school attendance and participation in learning.  

Moreover, many children with disabilities and their families do not receive adequate support 

despite increased disability awareness. Even though the special education system requires 

implementation of an individualized education program (IEP) for every child with disabilities, all 

families and four out of five teachers in this study were not aware of IEPs or the processes involved. 

Because of ignorance on the part of school administrations, teachers, and parents, no effort is made to 

demand accountability from the administration, even where barriers are obvious. The inaction of these 

stakeholders in education not only leaves education inaccessible to most children with disabilities in 

Busia County, but it also contributes to ongoing biased practices whose effects will reverberate for 

generations. Thus, the low enrollment in schools of children with disabilities is projected to continue, 

as current community schools remain exclusionary spaces. 

Role of Government for Citizens with Disabilities 

Poverty reduction is both a national and a global goal. Kenya is committed to improving the 

quality of life of its citizens, as evidenced in Vision 2030, launched in 2008 to spur economic growth 

and development to eradicate poverty (Kenya National Bureau of Statistics-b; Mulinya & Orodho, 

2015; Rose, 2013; United Nations, 2013). The economic development initiative aligns with the 2030 

United Nations’ goal, which is a “plan of action for people, planet, and prosperity.” The UN goal 

needs member states to eradicate poverty to achieve viable progress 

(https://www.un.org/sustainabledevelopment/development-agenda/). As noted by the World Bank 

Group (2019), “Reducing poverty and inequality are central to the UN’s Sustainable Development 

Goals (SDGs) and the World Bank Group’s twin goals for 2030: ending extreme poverty and 

promoting shared prosperity in every country in a sustainable manner.” Kenya's high-cost investment 

in educating its young citizens reveals that the government values education as a human resource 

essential to national growth and development and to the reduction of poverty and inequality. Kenya’s 

major funding of the education system comes from taxes, although the budget is also supplemented by 

loans from international financial institutions, such as the African Development Bank, the World 

Bank, and the IMF, and by grants from foreign governments (Kiru, 2019; World Bank Group, 2016). 

Whereas Kenya realizes and recognizes that its growth, development, and success in the global sphere 

depends on the quality of education young citizens can access (Republic of Kenya, 2007), the 

education system remains binary and exclusionary to vulnerable groups because of lack of political 

will. Much of the language of disability rights articulated by government officials is rhetorical and 

insubstantial. Education officials and government agencies often raise disability matters in public 

forums to win supporters, but few measures are enacted to implement policies. Balsera (2011) 

examined the interactions of human rights and human capital discourses in post-genocide Rwanda and 

the impact they have on education of disadvantaged children— children with disabilities, girls, and 

orphans. The study found that capital discourse although created awareness about educational 

resources, it also promoted disparities and biases against marginalized groups. Considering that 

education is a basic human right, tackling exclusionary education practices becomes a priority. Talk 

without action stifles disability rights and makes it difficult to implement inclusion and address 

infrastructural problems, therefore predisposing children with disabilities to a perpetually failing adult 

life. 

Not prioritizing the education of children with disabilities continues the colonial tradition after 

formal education was introduced in Kenya by European explorers. The education structure enabled 

formal learning for Europeans, semiformal learning for Asians, and a vocational/manual-related 

curriculum for nondisabled Africans (Gebrekidan, 2012; Kiru, 2019). Missing in the picture were 

disabled Africans, whom the colonial government considered worthless (Gebrekidan, 2012). Now it 
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seems that the racial hierarchies in pre-independent Kenya that valued Europeans over Asians and 

Africans, and Asians over Africans, have been replaced by the dis/ability and social-economic 

hierarchies in which majority nondisabled and elite Africans are valued over disabled and poor 

Africans (Wesseling, 1996). As in pre-independence Kenya, when Africans with disabilities occupied 

the lowest point in human nomenclature (Gebrekidan, 2012), in post-independent Kenya, individuals 

with disabilities are excluded in schools and denied a good quality of life. Thus, ableist practices 

emanate both from African traditions and the global North’s conceptualization of disability as a 

deficit. The traditional prejudice against people with disabilities, coupled with the pre-independence 

notions of disability as a human flaw as well as the notion of competition and greed for wealth and 

power, now influence government-sponsored disability programs for Africans with disabilities. The 

belief that impairments make one less human has been weaponized to invalidate and deny education to 

children with disabilities. 

The social construction of a child with disability as an inferior and alien being continues to 

influence governments denying their responsibilities. Even during the colonial period, a few lucky 

children with disabilities were admitted to special residential schools established by religious 

organizations (Kiru, 2019). These fortunate children received formal or vocational education that 

increased their functionality in the capitalist world. Unfortunately, any progress made by religious 

organizations in educating children with disabilities before and after independence is likely to be lost 

unless government and society recognize the benefits of inclusive education for all learners. It seems 

that post-colonial Kenya governments, as in the pre-colonial era, have retained the legacy of relegating 

the education of children with disabilities to nongovernmental agencies. Support for educating 

children with disabilities is demoted and consigned to the realm of family and private or (foreign) 

philanthropists rather than to the government (Kuper et al., 2015; McKenzie, 2011; McKenzie & 

Formanek, 2011). Considering that the Kenya governments control the purses, the laws and policies, 

and the systems of (dis)empowerment, this delegation misses key facts about the nation-state’s 

responsibility to its citizens with disabilities (Prince, 2009). It also mischaracterizes the materiality of 

people with disabilities and their potential to contribute to national development. While investment in 

the education and welfare of children with disabilities by individuals and by non-state agencies is 

important, the government’s commitment to the education and welfare of citizens with disabilities is 

equally significant. Currently, the educational support for children with disabilities seems to oscillate 

between commitment and noncommitment often dictated by the political economy. This contributes to 

unachievable goals and to the outright neglect of these children. It is critical to change education 

systems, especially school infrastructure, starting with existing biased, stigmatizing beliefs about 

disability (Bunning et al., 2017). 

Normalizing the Invisible Child and Intentional Inclusion 

Despite the good intention of Kenya governments to include children with disabilities in their 

community schools, infrastructural barriers remain, meaning that millions of these children remain in 

limbo. Many of them age out and miss the prospects that schooling provides, so they join unemployed 

youth and adults living in poverty. A 2010 UNESCO report referencing the 2008 Ministry of 

Education (MoE) findings revealed that in 2003, only 86,424 children with disabilities were in school. 

Of that population, 13,303 were enrolled in special schools, and 73,121 were in special units and 

integrated programs (attached to regular schools). That number increased in 2008 to 37,202 students in 

special schools and 171,079 in special units. In contrast, the 2009 MoE report showed that most 

children with disabilities had no access to education. The report also revealed that the total population 

of students with disabilities enrolled in special schools, units, and integrated programs was 26,885 in 

2003 and 45,000 in 2008. The reality is that millions of children with disabilities have no access to 

education (going by the 15% WHO population estimate).  

The lack of planning regarding educational needs of children with disabilities, whether at the 

national or school levels, indicates a disregard for these children’s right to education. The theory of 
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supply and demand (Hicks, 1986) shows that an increased supply lowers the prices of goods and 

services, leading to more buying, and vice versa. Based on this concept, an improved education system 

or school environment (i.e., accessibility and high performance) is likely to create a high demand for 

admission (Mulinya & Orodho, 2015; Todaro, 1994). Todaro (1994) noted that the demand for 

education is influenced by costs, school infrastructure, and prospects for a better career. Thus, it is 

evident that county and national governments are aware that implementing universal primary and 

secondary education and enacting disability laws would cause demands for education and the need for 

more well-built schools. Unfortunately, this has not fully been considered in the implementation of 

universal primary and secondary education and the introduction of inclusive education. In turn, this 

leads to the establishment of inaccessible school infrastructure that has made schooling costly and 

prohibitive for children with disabilities. 

Violence against people with disabilities in Kenya is multifaceted and complex, because it is 

perpetrated both by individuals and by state agencies (Prince, 2009). It involves overt actions, such as 

killings of children with albinism, and covert actions, such as stealing resources meant for disability 

programs. In the mix of difficulties, people with disabilities and their allies are involved in challenging 

norms that have long pushed these people to the margin of society. The resistance is causing shifts 

from an understanding of disability as an individual misfortune to the understanding of disability as a 

natural human phenomenon. Conversations about disability are informed by the internationalization of 

disability, primarily through scholarships and international organizations such as the UN. The 

globalization of understanding disability as a biological, material, and social phenomenon is a growing 

trend in Kenyan society. It has contributed to the enactment of disability legislations and the 

introduction of inclusive education to address historical injustices.  

Inclusion is the viable option to increase schooling opportunities for children with disabilities, 

who continue to be left behind because a few special schools scattered across the country cannot 

accommodate them. The concept of inclusive education involves educating children with disabilities, 

together with their peers without disabilities, in community schools (Aseka, 2013). To achieve this 

process, schools are required to change their infrastructure to accommodate different, diverse learning 

styles and educational needs of children to facilitate their functionality and belonging. Inclusive 

education aims to right the school system to allow the learning involvement of children with 

disabilities. However, it is a gradual process of correcting the wrongs in the education system to 

promote equity and equality through individual transformation and school reforms (Danforth, 2014; 

Gabel & Connor, 2014).  

CONCLUSION 

In this paper, I have argued that Kenya's education system is contributing to the miseducation 

of children with disabilities and that their treatment as second-class citizens hinders access to quality 

education, which is vital in order for Kenya to achieve the 2030 Kenya Vision of poverty eradication 

and to attain the 2030 United Nations plan of action for people, planet, and prosperity goals. Kenya’s 

realization of these 2030 visions will require prioritization of the education of children with 

disabilities. This in turn will require building accessible learning institutions and creating a climate 

and culture that nurtures the inclusion of children with disabilities in schools and in the broader 

community. However, this requires political will and a grassroots movement to change the culture of 

hegemony. Although Kenya, in conjunction with development partners, is investing in poverty 

reduction programs (e.g., education), successful poverty reduction requires a wholistic approach that 

considers the multifaceted nature of poverty and the ripple effect of ignorance, disease, and poverty on 

communities. Future studies could focus on the role of the families of children with disabilities in the 

inclusion movement and on the perceptions of teachers in the community schools. 
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Abstract 

This study was carried out to determine the efficacy of the 6
th
 grade mathematics curriculum 

implemented in 2018 in Turkey using Tyler’s model of curriculum evaluation. The study used the 

survey model and the stratified sampling method. Schools included in the sample were divided into 

three levels, an "upper group", "middle group" and a "lower group" with regard to their level of 

success. The research was carried out with the participation of 266 students studying in these schools. 

The “Middle-School 6
th
 Grade Mathematics Course Achievement Test” was used to determine the 

level of achievement of the objectives in the curriculum. In addition, the "Attitude Towards 

Mathematics Scale" was used to determine students' attitudes towards mathematics course. As a result 

of the research, in terms of the level of achievement of the objectives in the curriculum, it was 

determined that the students studying in the upper group schools were more successful than the 

students studying in the middle and lower group schools. Moreover, the upper group students' attitude 

scores regarding the mathematics course were significantly higher than the middle and lower group 

students’ scores, although the middle group students' attitude scores were significantly higher than 

lower group students’. 
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INTRODUCTION 

Mathematics, which is used in many fields, including the study of nature, various forms of 

technology, architecture, the construction industry, banking, scientific research, cartography etc., plays 

an important role in human life (Hodanova & Nocar, 2016). Mathematics can generally be defined as a 

scientific field of study in which quantitative relations, measurements, and operations are investigated 

and conducted using numbers and symbols (Yadav, 2017). The specific abstract aspect of mathematics 

leads to complexities in understanding it (Karagöz, 2010). Learning without understanding is one of 

the most important problems encountered in mathematics education (Fuson, Clements & Sarama, 

2015). Learning by rote without any real comprehension means that individuals use their knowledge 

only to be successful in exams. However, for centuries mathematics has been used to solve the 

problems encountered in daily life (Baki, 2014). This is because mathematics is an important factor in 

everyone’s life. According to Gravemeijer, Stephan, Julie, Lin and Ohtani (2017), the main aim of 

mathematics education should be to educate individuals who can use mathematics in their daily lives. 

An individual's use of mathematics in their daily life will make mathematics into an understandable, 

concrete skill for them. Arthur, Owusu, Asiedu-Addo and Arhin (2018) suggest that students' interest 

in mathematics depends on the ability of teachers to associate mathematics with daily life. 

Countries that are aware of the importance of mathematics in life have placed special 

importance on mathematics education. Despite this, mathematics has been one of the courses most 

feared by students (Çoban & Torçuk, 2008). Students' fear of mathematics courses can only be 

eliminated if they are successful in their studies. Demir and Kılıç (2010) argue that the success of 

students in mathematics courses depends on the quality of education they received during these 

courses. The quality of education provided in mathematics courses can only be ensured with effective 

curriculums. But the effectiveness of any curriculum can only be determined after it has been 

evaluated. Gredler (1996) describes “curriculum evaluation” as a systematic study intended to obtain 

information about the effectiveness of a curriculum. The strengths and weaknesses of an education 

curriculum can only be determined by evaluating it (Tyler, 1949). 

Mathematics education, which play an important role in how countries develop, have been 

rated by Turkish students as the most feared and most difficult course in the curriculum (Çeliköz & 

Duran, 2017). This situation has had a negative effect on the results obtained by Turkish students in 

international exams (PISA, TIMSS). The updates to the mathematics curriculum in Turkey have been 

a result of Turkish students’ low marks in both national and international exams (Bulut, 2015). The 

most recent changes in the mathematics curriculum in Turkey were made in 2018. In this context, the 

mathematics curriculum was reorganized in 2018 both at elementary-school and middle-school level. 

In the updated mathematics curriculum, four learning areas (Numbers and Operations; Geometry; 

Measuring; Data Processing) were determined for the elementary-school level (1st – 4th grade). Five 

learning areas (Numbers and Operations; Algebra; Geometry and Measurement; Data Processing and 

Probability) were determined the middle-school mathematics curriculum (5th – 8th-grade).  

This study was carried out to evaluate the effectiveness of the middle-school 6
th
 grade 

mathematics curriculum which was developed in 2018 and is still in use in Turkey. The literature has 

emphasized that majority of the previous research on mathematics curriculum has been based on 

obtaining opinions (Akça, 2007; Bolat Soycan, 2006; Bütün & Gültepe, 2016; Çetin, 2010; 

Demircioğlu, 2009; Eski, 2017; Güleş Dağlar, 2008; Gündoğdu, Albayrak, Ozan & Çelik, 2012). 

Previous studies, which were based on asking for opinions, were generally conducted using an 

interview (Avcu, 2009; Çelikel & Tanrıseven, 2017; Karakoç, 2019; Sargın, 2016) or a 

questionnaire/scale (Karagöz, 2010; Köksaldı, 2019; Sarıer, 2007; Uludağ, 2012). Furthermore, the 

majority of studies investigated the opinions of teachers (Bal & Dinç Artut, 2013; Budak & Okur, 

2012; Kardaş, 2008; Orbeyi, 2007). In this regard, it can be stated that the majority of studies in the 

literature was not based on a curriculum evaluation approach and model. This study thus evaluates the 

middle-school 6
th
 grade mathematics curriculum based on the “target-oriented curriculum evaluation 
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approach”. The gains listed in the curriculum were accepted as objectives. As a result of this, it is 

thought that this study may contribute to the literature about mathematics education. 

The strengths of the target-oriented curriculum evaluation approach are that it is simple, easy 

to understand, easy to follow, and easy to implement. There are many models in the literature on the 

target-oriented curriculum evaluation approach, but the most widely accepted and used model in 

education is “Tyler’s model of curriculum evaluation” (Fitzpatrick, Sanders & Worthen, 2004). This 

study was based on that model. In Tyler’s model, the aim is to test whether the objectives of the 

education curriculum have been achieved or not (Lewy, 1977). Tyler (1949) suggests that at least two 

assessments should be made to determine whether a objective has been achieved, and that the first one 

should be carried out before the training curriculum is implemented. This is because it is not possible 

to determine whether there has been a change in the students without determining the situation before 

the curriculum is implemented. In this study, two different evaluations were made to determine 

whether the objectives of the 6
th
 grade mathematics curriculum had been reached. The first evaluation 

was made as a pre-test before the application was carried out and the second evaluation was made as a 

post-test after the application of the curriculum. In Tyler’s model of curriculum evaluation, affective 

learning outcomes are as important as cognitive learning outcomes (Lewy, 1977). One of the main 

goals of the 6
th
 grade mathematics curriculum is to ensure that students develop a positive attitude 

towards mathematics. In this context, the “Attitudes Towards Mathematics Scale” was used in the 

present study to monitor how effective the 2018 middle-school 6
th
 grade mathematics curriculum was 

in helping students to develop a positive attitude towards mathematics. It is expected that the data 

obtained from this study will provide valuable clues both into how the mathematics curriculum can be 

updated, and into solving problems encountered in mathematics education. 

The main objective of this research was to determine the effectiveness of the middle- school 

6
th
 grade mathematics curriculum using Tyler’s model of curriculum evaluation. In line with this basic 

objective, answers were sought to the following research questions (RQ): 

RQ1: To what extent were the objectives of the 6
th
 grade mathematics curriculum achieved? 

RQ2: Did the level of achievement of the objectives of the middle school 6
th
 grade 

mathematics curriculum differ significantly between upper, middle and lower group schools? 

RQ3: What are the attitudes of middle-school 6
th
 grade students towards mathematics courses? 

RQ4: Do the attitudes of the middle-school 6
th
 grade students towards the mathematics course 

differ significantly between upper, middle and lower group schools? 

METHOD 

Research Design 

In the present study, the middle-school 6
th
 grade mathematics curriculum was evaluated using 

survey design based on Tyler’s model of curriculum evaluation. The survey design is a research 

method in which detailed information about an event and facts are collected and the current situation is 

described and explained (Karakaya, 2014). In this study, in line with the information obtained from the 

students, the survey design was chosen to evaluate the current state of the middle-school 6
th
 grade 

mathematics curriculum. 

Target of Population and Sampling 

The target population of the research was middle-school 6
th
 grade students in one province of 

Turkey. The stratified sampling method was used to determine the sample. Middle schools were 
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divided into groups in terms of their success levels and schools were selected randomly from each 

group. In order to classify the schools in terms of success level, the middle schools in the province 

where the research was conducted were ranked using the average scores their students had obtained 

from the 2017 TEOG (Transition from Basic Education to Secondary Education). As a result of this 

ranking, the schools in the top 27% were selected as the “upper group”, the schools in the bottom 27% 

were selected as the "lower group", and the schools between these two slices were selected as the 

"middle group". Thus, different school groups were included in the research sample according to their 

level of success. The sample of the study was 266 students. The number of students studying in each 

group is given in Table 1. 

Table 1. Distribution of students according to the school groups 

 Upper group Middle group Lower group Total 

Number of students 120 70 76 266 

 

Data Gathering 

Data were collected through using two different scales, the “Middle-School 6
th
 Grade 

Mathematics Course Achievement Test” and the “Attitude towards Mathematics Scale”. 

“The Middle-School 6
th
 Grade Mathematics Course Achievement Test” was designed by the 

researcher in order to determine the extent to which the objectives of the curriculum had been 

achieved. In this context, three questions were formulated for each of the 38 objectives in the 

“Numbers and Operations”, "Algebra", "Geometry and Measurement" and "Data processing" learning 

areas. A total of 114 question items were prepared. Each multiple-choice question was based on the 

students’ academic level and four possible answers were given. In order to assess the content validity 

of the achievement test, the opinions of the mathematics teachers, curriculum developers, and experts 

in mathematics education were obtained as to whether the prepared question items were in line with 

the objectives. Since there were many questions in the achievement test, it was divided into three 

sections, each containing 38 questions. The opinions of three experts were obtained for each section. 

The opinions of nine experts were obtained in total. The test was redesigned on the basis of their 

recommendations. To determine whether the questions in the achievement test were comprehensible 

for the students, six 6
th
 grade students were divided into three groups. The achievement test forms 

consisting of 38 questions were read out to each group. Following feedback from the students, the 

question items were reorganized. 

The final achievement test consisted of 114 items divided into four sections made up of 27, 

27, 30, and 30 items respectively, taking into account the academic level of the students. The trial 

form of the achievement test was applied to 120 students in the 6
th
 grade in four different sessions. The 

data obtained from the sessions were analyzed using the Iteman program. Difficulty and distinguish 

ability indices were calculated for each question item. The achievement test was finalized by selecting 

the most suitable item for each target from among the items with a medium difficulty level and a 

distinguish ability index above 0.30. The final test consisted of 38 items. The KR-20 reliability 

coefficient for the achievement test was found to be 0.84.  

The “Attitude Towards Mathematics Scale” was applied to determine the attitudes of middle-

school 6
th
 grade students towards the mathematics course. This scale was developed by Önal (2013). 

The necessary permissions to use the scale were obtained via email from the researcher who developed 

it. The scale measures the attitudes towards mathematics courses using four subdimensions: “interest”, 

“anxiety”, “study”, and “necessity”. The scale has 22 items and is a five-point Likert-type scale. The 

observed Cronbach’s alpha coefficient for the scale, which was developed with the participation of 

students studying in the 6
th
, 7

th 
and 8

th 
grades, was 0.90. The observed Cronbach’s alpha coefficient for 

the “Attitude Towards Mathematics Scale” pre-test was 0.89. The observed Cronbach’s alpha 

coefficient for the post-test was 0.90. 
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Data Gathering Procedure 

“The Middle-School 6
th
 Grade Mathematics Course Achievement Test” was divided into two 

sections, each consisting of 19 questions based on the students' academic level. The test forms were 

applied as a pre-test in two different sessions before the curriculum was implemented. After the 

curriculum, the same test forms were reapplied as a post-test in two different sessions. “The Attitude 

Towards Mathematics Scale” was applied to the same student group in a single session as a pre-test 

before the curriculum and as a post-test after the curriculum. 

Data Analysis 

Regarding RQ1, the percentage of correct answers foreach item in the achievement test was 

considered to determine the level of achievement of the objectives of the 6
th
 grade mathematics 

curriculum. The criteria for reaching the stated objectives was determined as 0.75 (Baykul, 2010; 

Özçelik, 1981). In other words, the indication that a objective of the curriculum had been achieved was 

that at least 75% of the students had achieved it. Within the scope of the research, frequency values 

were calculated for the objectives with a level of at least 0.75 and above, and for objectives with a 

level below 0.75. 

Regarding RQ2, one-way analysis of variance (Anova) was performed to determine whether 

there was a significant difference in between-groups level of achievement of the objectives of the 

middle-school 6
th
 grade mathematics curriculum. 

Regarding RQ3, the attitudes of the middle-school 6
th
 grade students towards mathematics 

courses were determined from the mean scores of the pre-test and post-test applications. Items with 

negative statements were scored in reverse order. The dependent groups t-test was performed to 

determine whether there was a significant difference between the mean scores obtained as a result of 

the pre-test and post-test applications in the upper-, middle- and lower-group schools. 

Regarding RQ4, the Anova test was conducted to determine whether the attitudes of the 

middle-school 6
th
 grade students towards the mathematics course differed significantly between upper-

, middle- and lower-group schools. 

FINDINGS 

Findings regarding RQ1 

As a result of the pre-test and post-test applications, the extent to which each of the 38 

objectives of the middle-school 6
th
 grade mathematics curriculum had been achieved was determined. 

The distribution of the frequency values obtained for the targets with an achievement level of at least 

0.75, and those with an achievement level below 0.75, are given in Table 2. 

Table 2. Objective achievement levels 

Upper group Middle group Lower group All groups 

Pre-test Post-test Pre-test Post-test Pre-test Post-test Pre-test Post-test 

.75≥ <.75 .75≥ <.75 .75≥ <.75 .75≥ <.75 .75≥ <.75 .75≥ <.75 .75≥ <.75 .75≥ <.75 

- 38 38 - - 38 22 16 - 38 - 38 - 38 1 37 

 

In terms of pre-test results, Table 2 shows that in all three groups, none of the objectives of 

curriculum had been achieved at a level of 0.75 or above. The post-test results of the lower-group 

schools show that, as in the pre-test results, none of the objectives of the curriculum had been achieved 

at a level of 0.75 or above. It was observed that the students achieved 22 (58%) of the objectives of the 
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curriculum at a level of 0.75 and above in the middle-group schools. In addition, all 38 objectives of 

the curriculum were achieved at 0.75 and above in the upper-group schools. The post-test results of the 

all groups show that, just one of the objectives of the curriculum had been achieved at a level of 0.75 

or above. 

Findings regarding RQ2 

The post-test scores was analyzed using Anova test in order to determine whether there was a 

significant difference between the groups in the achievement of the objectives of the middle-school 6
th
 

grade mathematics curriculum. The Anova test results are given in Tables 3 and 4. 

Table 3. Descriptive statistics for curriculum objective achievement levels  

Groups n X /38 sd 

Upper Group 120 29.38 5.5 

Middle Group 70 25.67 7.26 

Lower Group 76 12.97 6.77 

 

As can be seen in Table 3, students studying in the schools in the upper group had the highest 

mean score. The mean score of those in the upper-group schools was 29.38, while the middle groups’ 

mean score was 25.67, and the lowest mean score was observed in the lower-group schools. The mean 

score of the lower-group schools was 12.97. 

Table 4. Anova test results for curriculum objective achievement levels 

Variance  SS df MS F p 

Between-groups 12880.770 2 6440.385 158.664 .000 

Within-groups 10675.515 263 40.591   

Total 23.556286 265    

 

Table 4 shows that there was a significant difference between the groups in terms of the 

achievement of the objectives of the middle-school 6
th
 grade mathematics curriculum. The Scheffe test 

was conducted to determine which groups significant difference had occurred between. The Scheffe 

test results are given in Table 5. 

Table 5. Scheffe test results for objective achievement levels  

Groups 
Average difference 

Middle group Lower Group 

Upper group 3.70357* 16.40132* 

Middle group  12.69774* 

*p<0.05     

 

Post hoc comparisons using the Scheffe test indicated that the level of achievement of 

objectives of the upper group was significantly different than those of the middle group and lower 

group. In addition, the achievement level of the middle-group schools was significantly different than 

that of the lower-group schools. Taken together, these results suggest that the level of the school 

groups has an effect on the level of achievement of goals. 

Findings regarding RQ3 

To determine the attitudes of the middle-school 6
th
 grade students towards the mathematics 

course, the mean scores obtained from the pre-test and post-test applications for both the total and each 

sub-dimension of the attitude scale was calculated. To determine whether there was a significant 
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difference between the mean scores from the pre-test and post-test applications of the students 

studying at the upper, middle, and lower level schools, the dependent groups t-test was conducted.  

The t-test results are given in Table 6. 

Table 6. Attitude levels t-test results 

Groups   n X  sd df t P 

Upper 

group 

Interest 
Pre-test 120 40.68 8.02 

119 -5.47 .000 
Post-test 120 44.25 4.31 

Anxiety  
Pre-test 120 18.35 4.8 

119 -3.45 .000 
Post-test 120 19.69 3.85 

Study 
Pre-test 120 17.88 2.73 

119 -3.02 .001 
Post-test 120 18.53 1.83 

Necessity 
Pre-test 120 13.4 2.25 

119 -4.85 .003 
Post-test 120 14.31 1.28 

Total 
Pre-test 120 90.31 14.81 

119 -6.06 .000 
Post-test 120 96.78 8.69 

Middle 

group 

Interest 
Pre-test 70 36.96 7.94 

69 -7.86 .000 
Post-test 70 39.77 9.11 

Anxiety  
Pre-test 70 15.63 3.87 

69 -4.78 .000 
Post-test 70 17.44 4.33 

Study 
Pre-test 70 15.27 3.03 

69 -4.58 .000 
Post-test 70 16.87 3.22 

Necessity 
Pre-test 70 11.59 2.89 

69 -3.21 .002 
Post-test 70 12.73 2.45 

Total 
Pre-test 70 79.44 12.50 

69 -10.11 .000 
Post-test 70 86.81 15.65 

Lower 

group 

Interest 
Pre-test 76 34.66 7.18 

75 -7.04 .000 
Post-test 76 36.61 8.43 

Anxiety  
Pre-test 76 14.86 4.28 

75 -3.93 .000 
Post-test 76 15.58 4.93 

Study 
Pre-test 76 14.45 3.2 

75 -3.85 .000 
Post-test 76 15.21 3.26 

Necessity 
Pre-test 76 10.37 3.35 

75 -3.58 .000 
Post-test 76 10.89 3.58 

Total 
Pre-test 76 74.33 13.95 

75 -7.75 .001 
Post-test 76 78.29 15.61 

 

As can be seen in Table 6, both the students’ total attitude mean scores, and the mean scores 

they achieved in the “interest”, “anxiety”, “study” and “necessity” sub-dimensions increased 

significantly in all three school groups. Since the items with a negative statement in the scale were 

reverse-scored, the increase in the mean score in the “anxiety” sub-dimension indicates that “anxiety” 

decreased. The upper-group schools’ mean score for “interest” increased from 40.68 to 44.25, their 

mean score for “anxiety” increased from 18.35 to 19.69, their mean score for the “study” increased 

from 17.88 to 18.53, their mean score for “necessity” increased from 13.4 to 14.31, and their total 

attitude scale mean score increased from 90.31 to 96.78. The middle-group schools’ mean score for 

“interest” increased from 36.96 to 39.77, their mean score for “anxiety” increased from 15.63 to 17.44, 

their mean score for “study” increased from 15.27 to 16.87, their mean score for the “necessity” 

increased from 11.59 to 12.73, and their total attitude scale mean score increased from 79.44 to 86.81. 

The lower-group schools mean score for “interest” increased from 34.66 to 36.61, their mean scores 

for “anxiety” increased from 18.35 to 19.69, their mean score for “study” increased from 14.45 to 

15.21, their mean score for “necessity” increased from 10.37 to 10.89, and their  total attitude scale 

mean score increased from 74.33 to 78.29. In other words, in all school groups, students' interest in 

mathematics courses increased, their desire to study increased, their belief in the necessity of the 

course increased and their anxiety decreased. It can therefore be stated that the attitudes of the students 

in all the school groups towards mathematics courses changed in a positive way. It was observed that 

the schools in the upper group had higher scores than the middle- and lower-group schools, while the 
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middle-group schools had higher scores than the lower-group schools, both for the overall mean score 

and for the mean scores for the sub-dimensions. 

Findings regarding RQ4 

Regarding RQ4, the post-test scores was analyzed using the Anova test in order to determine 

whether the middle-school 6
th
 grade students' attitudes towards mathematics courses differed 

significantly between the groups. The Anova test results are given in Table 7. 

Table 7. Attitude level Anova analysis  

 Source of variance SS df MS F p 

Interest 

Between groups 2837.616 2 1418.808 28.139 .000 

Within groups 13261.001 263 50.422   

Total 16098.617 265    

Anxiety 

Between groups 809.107 2 404.553 21.823 .000 

Within groups 4875.389 263 18.538   

Total 5684.496 265    

Study 

Between groups 518.172 2 259.086 35.705 .000 

Within groups 1908.399 263 7.256   

Total 2426.571 265    

Necessity 

Between groups 545.588 2 272.794 45.564 .000 

Within groups 1574.592 263 5.987   

Total 2120.180 265    

Total 

Between groups 16302.512 2 8151.256 48.534 .000 

Within groups 44171.142 263 167.951   

Total 60473.654 265    

 

Table 7 shows that there was a significant difference between the total attitude scale mean 

scores of the upper, middle and lower groups and between the mean scores for each sub-dimension of 

the attitude scale. The Scheffe test was carried out to determine which groups significant differences 

had occurred between. The Scheffe test results are given in Table 8. 

Table 8. Attitude level Scheffe test results 

 Groups 
Average difference 

Middle group Lower Group 

Interest 
Upper group 4.47857*  

Middle group 7.64474* 3.166617* 

Anxiety 
Upper group 2.24881*  

Middle group 4.11272* 1.86391* 

Study 
Upper group 1.65357*  

Middle group 3.31447* 1.66090* 

Necessity 
Upper group 1.57976*  

Middle group 3.41360* 1.83383* 

Total 
Upper group 9.96071*  

Middle group 18.48553* 8.52481* 

*p<0.05     

 

As can be seen in Table 8, the upper-group students' attitude scores were significantly higher 

than middle- and lower-group students’ scores, while the middle-group students' attitude scores were 

significantly higher than the scores of those in the lower group. In other words, compared to those in 

the lower-group schools, the upper-group school students had a greater interest in the mathematics 

course, more desire to study, a stronger belief in the necessity of the course and a lower level of 

anxiety. The attitudes of the students in the schools in the upper group were thus more positive than 

those of the students in the middle and lower groups. Likewise, the attitudes of the students in the 
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schools in the middle group were more positive than those of the students in the schools in the lower 

group. 

DISCUSSION, CONCLUSION AND RECOMMENDATIONS 

This study, which aimed to determine the effectiveness of the middle-school 6
th
 grade 

mathematics curriculum using Tyler’s model of curriculum evaluation, obtained clues that the 

effectiveness of the curriculum was not at the same level in every school. In line with data obtained 

within the scope of the research, it can be said that the curriculum is implemented effectively only in 

the schools in the upper group. The objectives of the curriculum were reached at a level of 0.75 or 

more only in the schools in the upper group. While almost half of the objectives were reached at 0.75 

or more in the middle-group schools, none of the objectives were reached at 0.75 or more in the lower-

group schools. Similar findings were obtained by Şahan (2007) in a study evaluating the elementary 

school 3
rd

-grade mathematics curriculum. Compared to the schools in the middle and lower groups, 

the upper-group schools were determined to have been more successful in terms of achieving the 

objectives of the curriculum. 

When the middle school 6
th
 grade mathematics curriculum was evaluated across all groups, it 

can be said that the effectiveness of the curriculum was low. This is because the extent to which the 

objectives of the curriculum had been achieved was very low in terms of all the groups. Similar results 

were obtained in studies on mathematics curriculums implemented in previous years in the literature, 

and it was determined that there was a low level of achievements of the curriculum’s objectives 

(Altındağ, 2017; Aslan & Çıkar, 2017; Pektaş, 2012). In countries like Turkey, in which centralized 

curriculums are implemented, it is expected that the objectives of the curriculum will be reached at a 

similar level in all schools nationwide. 

Two possible comments can be drawn about the curriculum based on the low level of 

achievement of the objectives in the middle-group and lower-group schools. The first is that the 

mathematics curriculum may have been prepared only to appeal to students studying in the upper-

group schools. In other words, the objectives of the curriculum were simply unattainable for all 

students. Given that a centrally implemented education curriculum should be accessible to all students 

regardless of their differences, this situation can be interpreted as demonstrating that the curriculum 

had not been well designed. According to İlhan and Aslaner (2019), the objectives included in the 

2013, 2017, and 2018 middle-school mathematics curricula are generally similar. The literature related 

to the 2013 version of the 6
th
 grade mathematics curriculum indicated that the teachers saw the 

objectives in the curriculum as being achievable for the students (Bal & Dinç Artut, 2013; Eski, 2017; 

Sargın, 2016). These findings from previous studies provide clues that the probability of the first 

possible comment is low. 

A second possible comment is that the mathematics curriculum was implemented effectively 

only in the schools in the upper group. In other words, it is possible that the recommendations for a 

student-centered teaching-learning process included in the curriculum were only followed in the 

schools in the upper group. It can be stated that the teaching-learning process that occurred in the 

schools in the middle and lower groups was not suitable for curriculum. No matter how well a 

curriculum is prepared, it is not possible to attain its objectives if the teaching process is not that which 

is described in the curriculum. The effective implementation of the curriculum depends on the teachers 

who implement it. Ball, Hill and Bass (2005), argues that the quality of mathematics teaching is 

related to mathematics teachers' knowledge competencies. In this respect, the failure of the students 

studying in the middle- and lower-group schools may not only have been because the curriculum was 

not well designed: it can also be suggested that the curriculum was not implemented correctly in these 

schools. In other words, it can be said that the official program and the program implemented in 

schools do not match. The literature on mathematics curriculums implemented in previous years 

indicates that this comment is more likely to be true. In many studies, it was concluded that teachers 

did not teach mathematics in the way recommended by the curriculum, and that they used traditional 



International Journal of Progressive Education, Volume 17 Number 2, 2021  

© 2021 INASED 

148 

teacher-oriented methods such as direct instruction and the question-and-answer method (Altındağ, 

2017; Aslan & Çıkar, 2017; Bal & Dinç Artut, 2013; Güleş Dağlar, 2008; Gündoğdu, Gündoğdu et al., 

2012; Güneş & Baki, 2011; Hıdıroğlu & Tuncel, 2019; Köksaldı, 2019; Mercan, 2011; Özönder, 2011; 

Poyraz, 2019; Sargın, 2016; Şahan, 2007).  

Apart from the curriculum, there may be many reasons why the students in the upper-group 

schools were more successful than the students in middle-group and lower-group schools. In line with 

the data obtained from the attitude scale, it can be said that one of the reasons may have been the 

amount of time students spent studying. When the mean scores for the “study” sub-dimension of the 

attitude scale applied within the study were examined, it was found that there was a significant 

difference in favor of the upper group. In other words, students in the upper-group schools may have 

studied more and spent more time on mathematics. Özer and Anıl (2011) argue that the most 

important variable affecting students' success in mathematics courses is the time they devote to 

learning mathematics. Similarly, Savaş, Taş and Duru (2010) found that success in mathematics 

courses was affected significantly by the time devoted to studying. Therefore, one of the reasons why 

students in the upper-group schools were more successful than the other students may have been the 

amount of time they spent studying. 

The time that students devote to studying mathematics depends on their interest in it and their 

belief in the necessity of this course, i.e., their attitude towards mathematics. In fact data obtained of 

attitude scale show that the middle-school 6
th
 grade mathematics curriculum contributed positively to 

students' attitudes towards mathematics. The findings of this study show that the post-test results for 

all three school levels were significantly different than pre-test results. Similar results were obtained in 

the studies of mathematics curriculums used in previous years. Students' pre-test and post-test attitude 

scores were compared, and it was determined that there was a significant difference in favor of the 

post-test (Altındağ, 2017; Pektaş, 2012; Şahan, 2007). However, the findings obtained within the 

scope of the research indicate that the students' attitudes towards mathematics courses differed among 

the school groups. This study determined that the upper-group students' attitude scores were 

significantly higher than the middle- and lower-group students’, and that the middle-group students' 

attitude scores were significantly higher than those of the lower groups. In other words, students 

studying in the schools in the upper group had a more positive attitude towards mathematics than 

students studying in the schools in the middle and lower groups. This may be one of the reasons why 

the level of achievement of the objectives of the 6
th
 grade mathematics curriculum was different 

among the school groups. Many studies in the literature support this view. Previous studies concluded 

that there was a significant relationship between students' achievements in mathematics and their 

attitudes towards mathematics (Bhowmik & Roy, 2016; Kalın, 2010; Kesici & Aşılıoğlu, 2017; Kılıç, 

2011; Kocakaya, Okuyucu, Öner & Uzunyol, 2018; Peteros, Columna, Etcuban, Almerino & 

Almerino, 2019; Savaş et al., 2010; Simegn & Asfaw, 2017; Yücel & Koç, 2011).  

There are many reasons that may affect students' attitudes toward mathematics. One of these 

reasons might be their "anxiety" about the subject. In this study findings supporting this view were 

gathered. It was determined that the upper-group schools, which had the most positive attitude towards 

mathematics courses, were also the schools whose students had the lowest level of anxiety. On the 

other hand, it was determined that the schools in the lower group, which had the least positive attitude 

towards mathematics, were the schools in which the students were most anxious. Similar findings 

were obtained in other studies conducted in the literature. It was confirmed that there was an inverse 

relationship between students' attitudes towards mathematics courses and their anxiety about the 

subject (Kalın, 2010; Kılıç, 2011; Tuncer & Yılmaz, 2016). In terms of achieving the objectives of the 

curriculum, the upper group was the most successful school group, and the lower group was the least 

successful. Students' anxiety about mathematics might be one of the reasons for the difference 

between the groups in terms of achieving the objectives of the 6
th
 grade mathematics curriculum. 

Many studies conducted in the literature have found a significant, inverse relationship between 

students' achievements in mathematics courses and their anxiety levels (Das, Halder & Bairagya, 
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2014; Demir & Kılıç, 2010; Kalın, 2010; Kesici & Aşılıoğlu, 2017; Kılıç, 2011; Puteh & Khalin, 

2016; Shishigu, 2018). 

Students' anxiety about mathematics is affected by many factors. In the study conducted by 

Özdemir, Sezginsoy and Şeker (2019), it was determined that students' anxiety towards mathematics 

was mostly related to teaching. Accordingly, it can be said that one of the factors that cause students to 

worry about mathematics courses is the “teacher”. Şentürk (2010) and Koca (2011) found that 

satisfaction with the teacher affects students' anxiety about mathematics courses. Being satisfied with 

the teacher, in other words, having a positive attitude towards the teacher, will positively affect the 

attitudes of the students towards mathematics. If the student likes their teacher, they may like 

mathematics too. Many studies have concluded that teachers affect the attitudes of students towards 

mathematics courses both positively and negatively (Arıcı, 2013; Keklikci & Yılmazer, 2013; Koca, 

2011; Sezgin, 2013; Şentürk, 2010). Considering the relationship between attitude and achievement, it 

can be said that being satisfied with their mathematics teachers will positively affect students' 

achievements in mathematics. Many studies in the literature provide results supporting this view 

(Cumhur, 2018; Çeliköz & Duran, 2017; Gün & Çavuş Erdem, 2014; Koca, 2011).  

On the basis of the results of this study, it is recommended that the objectives of the middle-

school 6
th
 grade mathematics curriculum put into place in 2018 be reviewed in order to assess whether 

they are achievable for all students. In order for teachers to implement the teaching-learning process 

required by the curriculum, in-service training could be provided, or further training materials could be 

prepared. Suggestions could be made for activities to be added to the curriculum in order to better 

interest all students in mathematics and enable them to enjoy the course. This research was conducted 

solely with students in the 6
th 

grade; similar curriculum evaluation studies could be conducted for other 

grades. 

REFERENCES 

Akça, S. (2007). Evaluation of the 5th primary school 2005 mathematics program considering the 

opinion of teachers, headmasters, and inspectors (Afyonkarahisar sample). (Unpublished 

master’s thesis). University of Afyon Kocatepe, Afyonkarahisar. 

Altındağ, A. (2017). Evaluation of the middle school fifth grade math curriculum according to stake’s 

congruence-contingency model. (Unpublished doctoral thesis). University of Hacettepe, 

Ankara. 

Arthur, Y. D., Owusu, E. K., Asiedu-Addo, S., & Arhin, A. K. (2018): Connecting mathematics to real 

life problems: a teaching quality that ımproves students’ mathematics ınterest. Journal of 

Research & Method in Education, 8(4), 65-71. 

Arıcı, Ö. (2013). A scaling study for the factors affect the attitudes of students towards maths lesson 

according to the views of teachers. Ege Journal of Education, 14(2), 25-40. 

Aslan, M., & Çıkar, İ. (2017). Evaluation of 4th grade mathematics curriculum by Tyler’s objective 

based evaluation model. Necatibey Faculty of Education Electronic Journal of Science and 

Mathematics Education, 11(2), 172-196. 

Avcu, T. (2009). The evaluation of seventh grade mathematics curriculum based on teachers’ 

opinions. (Unpublished master’s thesis). University of Eskişehir Osmangazi, Eskişehir. 

Baki, A. (2014). Matematik tarihi ve felsefesi [History and philosophy of mathematics]. Ankara: 

Pegem Akademi Publishing. 



International Journal of Progressive Education, Volume 17 Number 2, 2021  

© 2021 INASED 

150 

Baykul, Y. (2010). Eğitimde ve psikolojide ölçme: klasik test teorisi ve uygulaması [Measurement in 

education and psychology: classical test theory and practice]. Ankara: Pegem Akademi 

Publishing. 

Bhowmik, M., & Roy, B. B. (2016). A study on the relationship between achievement in mathematics 

and attitude towards mathematics of secondary school students'. International Journal of 

Education & Multidisciplinary Studies, 4(3), 402-408. 

Bal, A. P., & Dinç Artut, P. (2013). The evaluation of the elementary mathematics curriculum. 

Journal of Research in Education and Teaching, 2(4), 164-171. 

Ball, D., Hill, H., & Bass, H. (2005). Who knows mathematics well enough to teach third grade, and 

how can we decide? American Educator, Fall Issue, 14-22. 

Bolat Soycan, S. (2006). Evaluation of 2005 mathematics curriculum for 5th grade in primary school. 

(Unpublished master’s thesis). University of Uludağ, Bursa. 

Budak, M., & Okur, M. (2012). Teacher views about curriculum of 2005 elementary level mathematic 

course 6-8. Classes. International Journal of New Trends in Arts, Sports & Science 

Education, 1(4), 8-22. 

Bulut, T. (2015). The basıc skılls found ın prımary educatıon mathematıcs lesson teachıng program in 

students workbooks. (Unpublished master’s thesis). University of Düzce, Düzce. 

Bütün, M., & Gültepe, T. (2016). Teachers’ views about implementation of the middle school 

mathematics curriculum. Journal of Research in Education and Teaching, 5(10), 80-89. 

Cumhur, F. (2018). The investigation of the factors affecting the mathematical success of students in 

the context of teachers' opinions and suggestions. Journal of Social and Humanities Sciences 

Research, 5(26), 2679-2693.  

Çelikel, F., & Tanrıseven, I. (2017). Investigation of secondary school mathematics curriculum draft 

according to teachers' views. The Journal of Social Science, 4(13), 509-520. 

Çeliköz, N., & Duran, B. (2017). Investigating the effects of teacher attitudes on the mathematics 

achievement in the context of 8th grade students’ perspectives. Journal of Kırşehir 

Education Faculty, 18(3), 564-585. 

Çetin, D. (2010). Teachers’ opinions on first grade mathematics program in elementary education. 

(Unpublished master’s thesis). University of Adnan Menderes, Aydın. 

Çoban Torçuk, F. (2008). Examination of implementation level of "measurement and evaluation" 

aspect of 6th year mathematics lessons of 2006-2007 primary school mathematics education 

program (sample of Muğla). (Unpublished master’s thesis). University of Muğla, Muğla. 

Das, S. K., Halder, U. K., & Bairagya, S. (2014). Math anxiety and math achievement in rural 

minority students. Internatıonal Journal Of Informatıve & Futurıstıc Research. 1(8), 14-19. 

Demir, İ., & Kılıç, S. (2010). Effects of students’ self-related cognitions on mathematics achievement. 

Journal of İstanbul Aydın University Science, 2(4), 50-70. 

Demircioğlu, H. (2009). Primary education mathematics curriculum student of effectiveness in 

application review in terms of views. (Unpublished master’s thesis). University of İstanbul, 

İstanbul. 



International Journal of Progressive Education, Volume 17 Number 2, 2021 

© 2021 INASED 

151 

Eski, C. (2017). Evaluation of the teacher and expert views of the secondary school mathematics 

course curriculum. (Unpublished master’s thesis). University of Marmara, İstanbul. 

Fitzpatrick, J.L., Sanders, J.R., & Worthen, B.R. (2004). Program evaluation alternative approaches 

and practical guidelines. Boston: Pearson Education Inc. 

Fuson, K. C., Clements, D. H., & Sarama, J. (2015). Making early math education work for all 

children. Phi Delta Kappan, 97(3), 63-68. 

Gravemeijer, K., Stephan, M., Julie, C., Lin, F. L., & Ohtani, M. (2017). What mathematics education 

may prepare students for the society of the future? International Journal of Science and 

Mathematics Education, 15(1), 105-123. 

Gredler, M. E. (1996). Program evaluation. NJ: Prentice Hall. 

Güleş Dağlar, S. (2008). A study on the assesment of the 2005 6th grade Turkish mathematics 

curricula. (Unpublished master’s thesis). University of Celal Bayar, Manisa. 

Gün, Z., & Çavuş Erdem, Z. (2014). Assessing the factors affecting the mathematics success via 

correspondence analysis method. Adıyaman University Journal of Educational Sciences, 

4(2), 98-118. 

Gündoğdu, K., Albayrak, M., Ozan, C., & Çelik, N. (2012). Opinions of inspectors about elemantary 

mathematics curriculum. Adnan Menderes University Faculty of Education Journal of 

Educational Sciences, 3(2), 21-37. 

Güneş, G., & Baki, A. (2011). Reflections from application of the fourth grade mathematics course 

curriculum. H. U. Journal of Education, 41, 192-205. 

Hıdıroğlu, Ç. N., & Tuncel, İ. (2019). Evaluation of fractions unit of secondary school fifth grades’ 

mathematics curriculum. Mediterranean Journal of Educational Research, 13(27), 312-365.  

Hodanova, J., & Nocar, D. (2016, March). Mathematics importance in our life. In L. G. Chova, A. L. 

Martínez, & I. C. Torres (Eds.), 10th Annual International Technology, Education and 

Development Conference.  IATED Academy, Valencia. 

İlhan, A., & Aslaner, R. (2019). Evaluation of middle school mathematics course curriculums from 

2005 to 2018. PAU Journal of Education, 46, 394-415. 

Kalın, G. (2010). The examination of elementary studets’ mathematics attitudes, self efficiancy, 

anxiety and achievement. (Unpublished master’s thesis). University of Başkent, Ankara. 

Karagöz, E. (2010). Evaluation of the primary second term mathematics curriculum according to 

teacher views. (Unpublished master’s thesis). University of Muğla, Muğla.  

Karakaya, İ. (2014). Bilimsel araştırma yöntemleri. In A. Tanrıöğen (Ed.), Bilimsel araştırma 

yöntemleri [Scientific research methods] (p. 57-84). Ankara: Anı Publishing. 

Karakoç, G. (2019). Teachers’ views on the mathematics teaching program renewed in 2018 (example 

of Sakarya province). (Unpublished master’s thesis). University of Sakarya, Sakarya. 

Kardaş, G. (2008). The evaluation of the effectiveness of the new mathematics lesson programme 

application at primary education for the classes of 1,2,3,4,5. (Unpublished master’s thesis). 

University of Yüzüncü Yıl, Van. 



International Journal of Progressive Education, Volume 17 Number 2, 2021  

© 2021 INASED 

152 

Keklikci, H., & Yılmazer, Z. (2013). Determining the relationship between primary students' level of 

maths fear and views about their mathematics teachers. Journal of Research in Education 

and Teaching, 2(3), 210-216. 

Kesici, A., & Aşılıoğlu, B. (2017). The effect of secondary students' affective features towards 

mathematics and the stress they experience before the teog exam (the exam for accessing to 

various types of high schools) on their mathematical success. Journal of Kırşehir Education 

Faculty, 18(3), 394-414. 

Kılıç, A. S. (2011). The relationship between general achievements, mathematics achievements, 

attitudes towards mathematics, motivation, and mathematics anxiety of primary school 

students. (Unpublished master’s thesis). University of Gazi, Ankara. 

Koca, S. (2011). The investigation of the differences of 8th grades’ mathematics achievement, attitude, 

and anxiety according to their learning styles. (Unpublished master’s thesis). University of 

Afyon Kocatepe, Afyonkarahisar. 

Kocakaya, S., Okuyucu, M. A., Öner, M., & Uzunyol, B. (2018). Analysis of variables affecting the 

attitudes towards mathematics of middle school students by structural equation model. YYU 

Journal of Education Faculty, 15(1), 495-524. 

Köksaldı, G. (2019). Evaluation of the 5th mathematics program according to the opinions of the 

teachers. (Unpublished master’s thesis). University of Ondokuz Mayıs, Samsun. 

Lewy, A. (1977). Handbook of curriculum evaluation. New York: Longman Inc. 

M.E.B. (2018). Matematik dersi öğretim programı (ilkokul ve ortaokul 1, 2, 3, 4, 5, 6, 7 ve 8. sınıflar) 

[Mathematics curriculum (primary and secondary school 1, 2, 3, 4, 5, 6, 7 and 8th grades)]. 

Ankara: Milli Eğitim Bakanlığı. 

Mercan, Z. (2011). Evalution of secondary mathematics currıculum’s learning-teaching process from 

the point of teacher and student’s views. (Unpublished master’s thesis). University of Muğla, 

Muğla. 

Orbeyi, S. (2007). Elementary mathematics course curriculum evaluation of teacher based on views. 

(Unpublished master’s thesis). University of Çanakkale Onsekiz Mart, Çanakkale. 

Önal, N. (2013). A study on the development of a middle school students’ attitudes towards 

mathematics scale. Elementary Education Online, 12(4), 938-948. 

Özçelik, D. A. (1981). Okullarda ölçme ve değerlendirme [Measurement and evaluation in schools]. 

Ankara: ÜSYM Education Publications. 

Özdemir, E., & Sezginsoy Şeker, B. (2019). Investigation of mathematical anxiety of primary school 

students and comparison of metaphorical perceptions with classroom teachers. Journal of 

Uludag University Faculty of Education, 32(1), 167-191. 

Özer, Y., & Anıl, D. (2011). Examining the factors affecting students’ science and mathematics 

achievement with structural equation modeling. H. U. Journal of Education, 41, 313-324. 

Özönder, P. (2011). Investigating the frequencies of applying new primary education mathematics 

program in the primary schools that are diverse in terms of success levels. (Unpublished 

master’s thesis). University of Sakarya, Sakarya. 



International Journal of Progressive Education, Volume 17 Number 2, 2021 

© 2021 INASED 

153 

Pektaş, Y. (2012). Evaluation of prımary school fourth grade mathematıcs course curriculum. 

(Unpublished master’s thesis). University of Ege, İzmir. 

Peteros, E., Columna, D., Etcuban, J. O., Almerino Jr, P., & Almerino, J. G. (2019). Attitude and 

Academic Achievement of High School Students in Mathematics Under the Conditional 

Cash Transfer Program. International Electronic Journal of Mathematics Education, 14(3), 

583-597. 

Poyraz, G. (2019). Analysis of 5th grade mathematics program according to multiple data (the sample 

of Afyonkarahisar). (Unpublished master’s thesis). University of Afyon Kocatepe, 

Afyonkarahisar. 

Puteh, M., & Khalin, S. Z. (2016). Mathematics anxiety and its relationship with the achievement of 

secondary students in Malaysia. International Journal of Social Science and Humanity, 6(2), 

119-122. 

Sargın, S. (2016). Teachers’ views about renewed middle schools maths curriculum. (Unpublished 

master’s thesis). University of Necmettin Erbakan, Konya. 

Sarıer, Y. (2007). The opinions of the sixth class mathematics teachers about mathematics curriculum. 

(Unpublished master’s thesis). University of Eskişehir Osmangazi, Eskişehir. 

Savaş, E., Taş, S., & Duru, A. (2010). Factors affecting students’ achievement in mathematics. İnonu 

University Journal of The Faculty of Education, 11(1), 113-132. 

Sezgin, M. (2013). Students' attitudes towards mathematics academic self-efficacy perceptions and 

perceptions investigation of teacher behavior. (Unpublished master’s thesis). University of 

İstanbul, İstanbul. 

Shishigu, A. (2018). Mathematics anxiety and prevention strategy: an attempt to support students and 

strengthen mathematics education. Mathematics Education Trends and Research, 1(1), 1-11. 

Simegn, E. M., & Asfaw, Z. G. (2017). Assessing the Influence of Attitude Towards Mathematics on 

Achievement of Grade 10 and 12 Female Students in Comparison with Their Male 

Counterparts: Wolkite, Ethiopia. International Journal of Secondary Education, 5(5), 56-69. 

Şahan, H. H. (2007). Evaluation of third year mathematics program in elementary school. 

(Unpublished doctoral thesis). University of Hacettepe, Ankara. 

Şentürk, B. (2010). The relationship between 5th grade students’ general achievement, mathematics 

achievement and attitudes toward mathematics and mathematics anxiety. (Unpublished 

master’s thesis). University of Afyon Kocatepe, Afyonkarahisar. 

Tuncer, M., & Yılmaz, Ö. (2016). An evaluation of the secondary school students' opinions on 

attitudes and anxieties towards mathematics class. KSU Journal of Social Sciences. 13(2), 

47-64. 

Tyler, R. W. (1949). Basic principles of curriculum and instruction. Chicago: The University of 

Chicago Press. 

Uludağ, İ. (2012). Evaluation of the mathematics program in primary education (1-5 grades) 

according to teachers’ views (the case of Aksaray province). (Unpublished master’s thesis). 

University of Necmettin Erbakan, Konya. 



International Journal of Progressive Education, Volume 17 Number 2, 2021  

© 2021 INASED 

154 

Yadav, D. K. (2017). Exact definition of mathematics. International Research Journal of 

Mathematics, Engineering and IT. 4(1), 34-42. 

Yücel, Z., & Koç, M. (2011). The relationship between the prediction level of elementary school 

students’ math achievement by their math attitudes and gender. Elementary Education 

Online, 10(1), 133-143. 



International Journal of Progressive Education, Volume 17 Number 2, 2021 

© 2021 INASED 

155 

Examination of the Relationship Between Prospective Social Studies Teachers  

Epistemological Beliefs and Their Attitudes Towards Learning 

 

Nalan Altay
 i 

Manisa Celal Bayar University 

 

Abstract  

This study was carried out to determine relationship between prospective teachers (studying at 

department of social studies teaching)’ attitudes towards learning and their scientific epistemological 

beliefs. The study was conducted with 213 prospective (preservice) social studies teachers who were 

studying at Faculty of Education of a public university during 2019-2020 Academic year. Mixed 

method was employed in the study. Attitude scale towards learning and epistemological belief scale 

were used in obtaining quantitative data; and qualitative ones (data) were collected by interview form. 

Analysis of quantitative data was carried out by SPSS 22 statistical package program. Content analysis 

was applied to qualitative data, obtained as a result of the interview with 25 prospective teachers. 

According to findings, obtained from the study, prospective teachers’ attitudes towards learning and 

epistemological beliefs, are at high level and medium-level, respectively. It was found to be a 

significant relationship between attitude towards learning and epistemological belief.        
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INTRODUCTION 

Epistemological belief is a subject that pedagogs have begun to study/examine in recent years. 

Epistemology is derived from the Greek words ‘‘episteme (knowledge)’’ and ‘‘logos 

(reason/understanding/comprehension through reason)’’ (Buehl & Alexander, 2001); and has a 

philosophical content. Subject of study of epistemology is knowledge. Epistemology provides to make 

inference of;  meaning of knowledge, its progress of being learned, teaching and producing (Tezci & 

Uysal, 2004); sources of knowledge; and of how knowledge would be known (Deryakulu, 2004). 

Epistemological beliefs provide to learn and construct knowledge (Kaya & Ekici, 2017); with 

its this aspect, it is influential on life-long learning, as well (Shommer, 1990). Epistemological beliefs 

contain those; being precise (certain/accurate) or changeable of knowledge; source from which 

knowledge is obtained; who created (generated) knowledge; and structure of knowledge (simplicity or 

complexity) (Karhan, 2007). Epistemological beliefs are divided into two parts as developed/improved 

(matured) and undeveloped/unimproved (unmatured/immature) ones. It revealed that individuals, with 

improved epistemological beliefs, have high(er) academic achievement; have more effective learning 

habits; and are more succesful in comprehending knowledge which they have newly encountered 

(Shommer, 1990). Individuals with the improved epistemological beliefs believe that much knowledge 

will change; some knowledge have not been discovered, yet, and that too little knowledge have 

continued without change. Individuals having this belief approach (to) knowledge critically; and they 

believe accuracy (trueness) of knowledge only when adequate evidence has been submitted. On the 

other hand, individuals with unimproved epistemological beliefs believe that much knowledge is 

certain (exact); too little knowledge have not been discovered, yet, and again that too little knowledge 

have been (being) changed (Schommer, 1994). In studies carried out, it was found there were a 

relationship between tendencies to the unimproved belief and approaches to superficial learning; those 

(tendencies) to the improved belief and those (approaches) to deep learning (Aypay, 2011). Hofer 

(2001) revealed that epistemological beliefs have an impact on strategy usage, processes of cognitive 

computing, understanding and conceptual change. Epistemological beliefs have an impact on 

situations of decision-making and making a choice during educational processes (Murat & Erten, 

2018), such as teaching methods and techniques, classroom management and on what will be focused 

during learning process (Koç & Memduhoğlu, 2017).   

Individuals’ epistemological beliefs have an effect on their academic achievement (Buehl & 

Alexander, 2001). Again, it was found to be a relationship between intelligence&ability (talent) and 

epistemological belief (Schommer-Aikin, 2002). Studies in literature were carried out mostly on 

determining the relationship of epistemologic belief with variables of academic achievement, gender, 

department (grade) and class (Bangir &Koç 2011; Erten & Kazu 2015; Aslan 2017; Memduhoğlu & 

Koç 2017). There are also studies at which relationship between epistemological belief and the revised 

two-factor study process (Taşkın, 2019) was investigated; and attitude towards scientific studies 

Kürşad  (2015) was examined. Keskin & Aydın (2016), in their study, compared mathematics and 

social studies teachers’ epistemological beliefs. Other studies on epistemological beliefs belong to 

Aypay (2011), Demir (2012), Demirel &Çam (2016), Aslan & Aybek (2018), and Unlu & Dökme  

(2017).  

On the other hand, there are also studies at which epistemological beliefs were examined 

together with elements such as individual’s learning and studying strategies (Deryakulu, 2004), skills 

to learning and questioning (Elmacı & Yıldız, 2017), skills of problem-solving (Akcan & Sözer, 2007) 

and skills of critical thinking (Başbay, 2013) etc.  

In this study, we addressed relationship between prospective social studies teachers’ 

epistemological beliefs and their attitudes towards learning. Because, one of methods to evaluate 

education process is to take into account of individuals’ scientific process of thinking and their 

attitudes and beliefs towards learning. These attitudes and beliefs should be taken into consideration 

by institutions which train (raise) teachers while organizing curricula (Öngen, 2003). For this reason, 
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teachers and prospective teachers’ attitudes and beliefs towards knowledge and learning should be 

known. Understanding of learning process is necessary for knowledge to be used and for new 

knowledge to be generated. Because, education has gone beyond knowledge transfer (conveying) 

during knowledge age when we are in; and it has undertaken a function that skill to seek knowledge is 

gained (brought in) to individual (Kuo, Hwang, & Lee, 2012). Thus, learning to learn has become 

focal point of education. On the other side, learning process is a complex one. For this reason, 

individual differences necessitates that different learning methods and strategies should be used during 

learning process (Riedler& Eryaman, 2016; Sabancı, 2014). 

Learning is a process to acquire knowledge, skill, strategy, belief, attitude and behaviour 

(Schunk, 2009). It means that the individual has become doing (performing) actions, thoughts and 

affairs (works), which the individual could not do (perform), after various activities (Kara, 2010). 

Learning occurs not only during education-teaching activities at school, but also out-of-school 

environments (Pritchard, 2015). Learning environment and belief in applicability of skills and 

knowledge learned in the real world determine learning motivation (Lumsden, 1994).  

Also individual’s attitude towards learning is quite important. Positive attitudes which will be 

developed towards learning make the individual open to learning. Therefore, a positive behaviour 

towards learning is developed. There is a relationship in a positive way between students’ academic 

achievements and their attitudes towards learning (Ramsden & Entwistle, 1981). Another study that 

presented this relationship belongs to Erdoğdu (2019). Purpose of studies which present relationship 

between achievement (success) and attitude towards learning is to get (make) curricula be 

implemented, which will develop individuals’ attitudes towards learning (Mullis, Cotter, & Martin, 

2020). Positive attitudes towards learning awake a higher desire (request) to participate into learning 

during the learning process (Marton & Salio, 1997). Individuals with a positive attitude towards 

learning have also a high interaction with the teaching staff and other students (Shea, Fredericken, 

Pickett, Pelz, & Swan, 2013). Students with a low academic achievement have a negative attitude 

towards learning. These students believe that neither school or learning will make a contribution to 

them to be successful in the future (Candeias, Rebele, & Oliverira, 2010). 

In the literature, prospective teachers’ attitudes towards learning were examined together with 

variables of level of grade (class), department and gender (Adıgüzel & Dolmacı 2018). Again, there is 

a study by Aydın (2016), which presents prospective science teachers’ attitudes towards learning. 

Another study in the literature is the one belonging to Güngör & Yenel, (2020) that exhibits effect of 

university students (Faculty of Sports Sciences)’ attitudes towards learning on prediction of their 

academic motivations. Also the study by Çelik (2019) draws attention, which presents the relationship 

between social studies and class (primary school) teachers’ thinking styles and their attitudes towards 

learning. 

It is a necessary situation that attitude degree, which individuals have on the relevant object or 

condition (situation), is measured in that behaviours are presented (Kan & Akbaş, 2005). Attitudes are 

classified into/as positive, negative and neutral.   

METHOD 

Main problem of the study is the question ‘‘Is there any relationship between prospective 

social studies teachers’ attitudes towards learning and their epistemological beliefs?’’ Those are sub-

problems of the study:  

1. What level are prospective Social Studies teachers’ attitudes towards learning at? 

2. What level are prospective Social Studies teachers’ epistemological beliefs at? 
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3. Do prospective Social Studies teacher’ attitudes towards learning and their epistemological 

beliefs change by class (grade), gender and place of birth? 

Answers to those following questions were sought to support these above ones in qualitative 

part of the study:  

1.What are prospective Social Studies teachers’ opinions (views) on authority and accuracy 

(trueness/certainty)? 

2. What are prospective Social Studies teachers’ opinions on process of knowledge 

generation? 

3. What are prospective Social Studies teachers’ opinions on source of knowledge? 

4. What are prospective Social Studies teachers’ opinions on reasoning? 

5. What are prospective Social Studies teachers’ opinions on changeability of knowledge? 

6. What are prospective Social Studies teachers’ attitudes towards teaching? 

The study was constructed by the mixed method. The mixed method is a research form that 

qualitative and quantitative methods are used together to examine the study problem comprehensively 

and multi-dimensionally (Yıldırım & Şimşek, 2013). Through the mixed problem, researcher can 

present more strongly answer of the study problem by merging quantitative and qualitative data. This 

method provides with researchers with power that will satisfy weeknesses of both quantitative and 

qualitative researches (Creswell, 2017). In quantitative part of the study, relational screening 

(correlational survey) model was used. Relational screening models are research models that provide 

to present relationship between two or more variables and degree of this relationship (Karasar, 2014). 

A case study was used in qualitative part of the study. Case study is a qualitative research method that 

a case (situation) is thoroughly examined through data collection tools such as observation, interview, 

document and report etc., and that this case- and cases-dependent themes are described (Creswell, 

2007). 

Study Group 

The study group consists of 213 prospective teachers in total, who are studying at department 

of Social Studies Teaching of Education Faculty in a public university during 2019-2020 academic 

year. As a result of statistical evaluation, there was no significant relationship between grade 

(class)&geographical region (place of birth) and attitude towards learning&epistemological beliefs. 

For this reason, these statisticals were not put into the study.  When considering place of birth as rural-

urban, a significant relationship appeared in both two scales. Descriptive statistical results belonging 

to prospective social studies teachers were given in Table 1. Qualitative part of the study was carried 

out with 25 prospective social studies teachers. 
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Table 1. Place of Birth Information of Study Group 

  
 

Place of Birthday Total 

  
 

Eastern 

Anatolia 

Region 

Southeastern 

Anatolia 

Region 

Blacksea 

Region 

Central 

(Inner) 

Anatolia 

Region 

Mediterranean 

Region 

Aegean 

Region 

Marmara 

Region  

Rural 
Number 20 14 5 4 4 25 8 80 

% 25,00 17,50 6,25 5,00 5,00 31,25 10,00 100 

Urban 
Number 24 16 9 17 9 39 19 133 

% 18,05 12,03 6,77 12,78 6,77 29,32 14,29 100 

Total Number 44 30 14 21 13 64 27 213 

  % 20,66 14,08 6,57 9,86 6,10 30,05 12,68 100 

 

Data Collection Tools 

In this study, we applied two scales, one is Attitude Scale Towards Learning and other is 

Epistemological Belief Scale, and one interview form. 

Attitude Scale Towards Learning 

Attitude Scale Towards Learning, developed by Çetin & Çetin (2019), was used to determine 

prospective teachers’ attitude towards learning. This scale was constituted by Likert type 5-point 

rating/scoring system. 9 of items consist of negative judgement (attitude) and 25 of items contain 

positive judgement. It was determined that the scale consisted of three factors indicating variance ratio 

of 53.161% in total. These factors were named as Struggle (Effort) to Learn, Avoidance of (Escaping 

from) Learning and Caring about (Attaching importance to) Learning. Cronbach’s alpha coefficients 

of internal consistency, calculated for whole of the scale and for its sub-factors, are 0.94 for the scale-

wide, .92 for I
st
 sub-factor, .86 for 2

nd
 sub-factor, and .84 for 3

rd 
sub-factor, respectively. In this study, 

Cronbach’s alpha coefficient of attitude scale towards learning was found as .934. Reliabilities of scale 

items vary between .931 and .936. Reliability coefficients of sub-dimensions of the scale were found 

as .938, .922 and .896, respectively.  For point (score) averages,  score interval of 1 - 1.80 was 

considered as very low; 1.81 – 2.60 as low; 2.61 – 3.40 as medium; 3.41 – 4.20 as high; and 4.20 – 

5.00 as very high. 

Epistemological Belief Scale  

This scale was constituted by Likert type 5-point rating/scoring system of Scientific 

Epistemological Beliefs, developed by Elder in 1996, and adapted by Acat, Tüken and Karadağ 

Geçersiz kaynak belirtildi. into Turkish. 15 of items consist negative judgement and 10 of items 

contain positive judgement. However, only two items (item 3 and item 7) were in inversely coded. 

Because, other 13 negative judgements take place in sub-dimensions which contain negative meaning.  

In analysis, performed for the scale, it was determined that the scale consisted of five factors 

indicating variance ratio of 53.34% in total. These factors are named as Authority and Accuracy 

(Certainty/Trueness), Process of Knowlede Generation, Source of Knowledge, Reasoning and 

Changeability of Knowledge. According to reliability analysis performed, Cronbanch’s Alpha 

reliability coefficients were calculated between .86 and .57; and that of whole scale was determined as 

.82. In this study, Croanbach’s Alpha reliability coefficient was calculated between .80 and .580 for 

each sub-dimension of the scale; and it was found as .812 whole of the scale. In the scale applied, 

those with score of 1.0-2.5 were determined as traditional; with 2.5-3.5 as mixed (medium-level); and 

with 3.5-5.0 as constructivist. Prospective teachers’ conventional beliefs were expressed as 
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undeveloped/unimproved (traditional); and their constructivist beliefs as developed/improved 

(modern). All items under sub-dimensions of Authority&Accuracy and Source of Knowledge consist 

negative judgement and here low score averages indicate traditionality of their scientific 

epistemological beliefs.   

Interview Form 

In qualitative reseach dimension, semi-structured interview form was drawn up. Semi-

structured interview contains both clear (explicit) and open-ended questions as a mixed of the 

structured interview type and the unstructured one (Merriam, 2009). We benefitted from the literature 

while preparing questions 

Analysis of Data 

In analyzing data, SPSS statistical package program was used. Before data obtained were 

analyzed, it was checked whether or not data were distributed normally (if data showed a normal 

distribution or not). In order to determine whether or not scores taken from scales had normal 

distribution, we benefitted from analysis results of Shapiro-wilk, Histogram and Q-Q Plot, and from 

Kolmogorov-Smirnov test (p>.05). It is accepted that there is a normal distribution when Kurtosis and 

Skewness values are -1.5 and +1.5 (Tabachnick & Fidell, 2013). It was concluded that scores, taken 

from tests which were performed to determine whether or not prospective teachers’ attitude towards 

learning and their epistemological beliefs have a normal distribution, satistifed normality assumption 

(p>.05). Independent t-test for unrelated (independent) two samples and one-way analysis of variance 

(ANOVA) were carried out (Büyüköztürk, Çakmak, Akgün, Karadeniz, & Demirel, 2014).  

Pearson’s correlation coefficient was applied to determine the relationship between 

prospective teachers’ attitude towards learning and their epistemological beliefs. In all analyses 

performed, significance was tested on p<.05 level and findings/results were presented in tabular form. 

Interview form was examined by content analysis method. Content analysis is a method that 

data obtained are first conceptualized, later are arranged within a certain reasoning/logic, and 

categories are established (Yıldırım & Şimşek, 2011). Investigator (Researcher) triangulation was 

performed to determine validity and reliability of the study. The investigator triangualation is that two 

or more investigators (researchers) analyze qualitative data obtained independently of each other and 

that findings are compared (Patton, 2014). Data were coded including one as investigator (researcher) 

and the other as another academician in the field of educational sciences. Later, percentage of 

agreement (matching) was calculated as 80.1% by comparing code results made. In cases where 

percentage of agreement is 70% or above, qualitative studies/researches are accepted as reliable (Miles 

& Huberman, 1994). Therefore, it was revealed that also qualitative part of the study was reliable. 

Codes taking place in same class (grade) were subsumed under appropriate categories. 

FINDINGS/RESULTS 

In this part, we gave a place to findings (results) for prospective teachers’ attitudes towards 

learning and their epistemological beliefs. Later, we examined the relationship between prospective 

teachers’ attitudes toward learning and their epistemological beliefs. In this part, there are also 

qualitative data that presented prospective teachers’ epistemological beliefs and their attitudes towards 

learning. 

Findings of quantitative part of the study 

Values of arithmetic mean (average), standard deviation and minimum-maximum for 

prospective teachers’ scores of epistemological belief scale and attitude scale toward learning were 
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given in Table 2. According to this, score (point) average of prospective teachers’ attitude scale 

towards learning is 3.51 and it contains the statement ‘I agree’ (high). Scores of epistemological belief 

scale are 2.62 and could be considered as medium level (mixed).  

Table 2. Descriptive statistics for scales 

  Number Mean Standart Deviation Minimum Maximum 

Atttitude Towards Learning 213 3.5095 0.58698 1.59 4.63 

Epistemological Belief  213 2.6232 102.967 1.76 4.80 

Values of arithmetic mean (average), standard deviation and minimum-maximum for 

prospective teachers’ sub-dimension scores of attitude scale toward learning were shown in Table 3. 

Score taken from sub-dimension of avoidance of (escaping from) learning is 4.08. The scale belonging 

to this sub-factor is in the form of the statement ‘‘I strongly agree’’, by its items. It is seen that 

prospective teachers’ scores from avoidance of learning (escaping from learning) are high. While 

score average taken from sub-dimension of caring about learning (attaching importance to learning) 

corresponds, with 3.47, to the interval of 3.40-4.19, that is, to the statement "I agree"; score of struggle 

to learn is, with 3.31, to the interval of 2.60-3.39, that is, ‘‘I neither agree, nor disagree: I am neutral 

(medium level).” 

Table 3. Descriptive statistics for sub-dimensions of attitude scale towards learning 

  

Avoidance 

of  Learning 

Caring 

about Learning Struggle (Effort) to Learn 

Number 213 213 213 

Average (Mean) 3,6808 3.4718 3.3153 

Standard Deviation .72707 .97639 .86143 

Minimum 1.33 1.33 1.53 

Maximum 4.83 5.00 4.89 

 

Values of arithmetic mean, standard deviation and minimum-maximum for prospective 

teachers’ sub-dimension scores of epistemological belief scale were shown in Table 4. Score taken 

from sub-dimension of authority and accuracy (certainty/trueness) is 2.62. The scale belonging to this 

sub-factor is in the form of the mixed (medium level), by its items. While score average taken from 

sub-dimension of process of knowledge generation corrensponds, with 3.87, to modern 

(constructivist); that of sub-dimension of source of knowledge is in the form of the mixed (medium 

level) since it corresponds to the statement 3.18. Reasoning is in the form of modern (3.82) being high 

whereas changeability of knowledge is of medium level (3.27). 

Table 4. Descriptive statistics for sub-dimension of Epistemological Belief Scale 

  

Authority and 

Accuracy 

Process of 

Knowledge 

Generation 

Source of 

Knowledge Reasoning 

Changeability of 

Knowledge 

Number 213 213 213 213 213 

Avarage (Mean) 2.6232 3.8700 3.1772 3.8185 3.2664 

Standard Deviation 1.02967 0.69218 0.93950 1.13757 1.35296 

Minimum 1.00 1.83 1.00 1.00 1.00 

Maximum 5.00 5.00 4.75 5.00 5.00 

 

Prospective teachers’ attitudes towards learning show a significant difference by place of 

birth. It is seen that urban-born students (prospective teachers)’ attitudes towards learning are more 

positive than rural-born ones. When examined sub-dimensions of their attitudes towards learning, 

scores of struggle (effort) to learn, caring about learning and avoidance of learning show a significant 

difference by prospective teachers’ place of birth. While struggle to learn and caring about learning are 

higher in urban-born ones; attitude towards avoidance of learning is higher in rural-born ones. 
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Table 5. T-Test Results For Prospective Teachers’ Attitudes Towards Learning And For Sub-

Dimensions of Attitude Scale Towards Learning, By where They Spend Their Lives (Where 

They Live) 

  Number Mean St. Dev. t P 

Attitude Towards Leaning 

(Whole of Scale) 

Rural 89 3,0621 0,75718 
-7,646 .000* 

Urban 124 3,7263 0,51039 

1.Struggle (Effort) to Learn Rural 89 2,8716 0,90531 
-6,531 .000* 

Urban 124 3,5484 0,60674 

2.Caring about Learning Rural 89 2,9024 0,93066 
-6,472 .000* 

Urban 124 3,6116 0,66893 

3.Avoidance of Learning Rural 89 2.2097 1,17463 
3,840 .000* 

Urban 124 1,7030 0,74885 

*p<0,05 

 

Prospective teachers’ epistemological beliefs show an significant difference by place of birth. 

Urban-born ones’ attitudes are higher than rural-born ones. When examining sub-dimensions of 

epistemological belief, dimensions of reasoning and process of knowledge acquigeneration show a 

significant difference by prospective teachers’ place of birth. In these two dimensions, urban-born 

ones’ average scores are higher. When examining other sub-dimensions, it is seen, while urban-born 

ones’ average score higher in dimensions of source of knowledge and changeability of knowledge, 

that (score) of authority and accuracy is less (lower). However, no significant difference appeared in 

these sub-dimensions. 

Table 6. T-Test Results For Epistemological Belief And Sub-Dimensions of Epistemological 

Beliefs Scale, By Prospective Teachers’ Place of Birth 

 Number Mean Std. Deviation t P 

Epistemological Beliefs 

(Whole of the Scale) 

Rural 89 3,0530 0,59228 2.136 .034* 

Urban 124 3,2277 0,58644   

1.Authority and Accuracy Rural 89 2,6671 1,02697 0.526 .599 

Urban 124 2,5917 1,03460   

2. Reasoning Rural 89 3,5243 1,26819 -3,268 0,00* 

Urban 124 4,0296 0,98683   

3. Process of Knowledge 

Generation 

Rural 89 3,2491 1,03631 -2,486 0,01* 

Urban 124 3,5833 0,91571   

4. Source of Knowledge Rural 89 3,2016 0,91382 0,446 0,65 

Urban 124 3,1433 0,96044   

5. Changeability of Knowledge Rural 89 3,0927 1,41089 -1,593 0,22 

Urban 124 3,3911 1,30128   

*p<0,05 

 

As is seen in Table 7, the relationship between prospective teachers’ epistemologicl beliefs 

and their attitudes towards learning was examined. There is a significant relationship between 

epistemological belief and attitude towards learning.  

Table 7. The Relationship Between Prospective Teachers’ Epistemological Beliefs and Their 

Attitudes Towards Learning 

Attitude Towards Learning 

Epistemological Belief 

r ,179** 

P 0,009 

N 213 

*p<0.01 
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As is seen in Table 8, the relationship between sub-dimensions of epistemological belief scale 

and those of attitude scale towards learning was examined. According to this, it was determined a 

negative relationship significantly between struggle (effort) to learn and authority&accuracy; and a 

positive one significantly between reasoning, process of knowledge generation, source of knowledge 

and changeability of knowledge. It revealed there was a positive relationship significantly between 

caring about learning and process of knowledge generation; and a significant one positively between 

avoidance of learning and authority&accuracy.    

Table 8.The Relationship Between Sub-Dimensions of Prospective Teachers’ Epistemological 

Beliefs and Those of Attitude Scale Towards Learning 

  
Authority and 

Accuracy 
Reasoning 

Process of 

Knowledge 

Generation 

Source of 

Knowledge 

Changeability 

of Knowledge 

Struggle (Effort) to Learn 

R -,367** ,235** -,173* ,147* ,146* 

P 0,000 0,001 0,011 0,032 0,034 

N 213 213 213 213 213 

Caring about Learning 

r -0,013 0,121 ,243** 0,000 0,129 

P 0,847 0,078 0,000 0,994 0,060 

N 213 213 213 213 213 

Avoidance of Learning 

r ,421** 0,105 0,127 -0,040 0,089 

P 0 0,128 0,064 0,563 0,196 

N 213 213 213 213 213 

**p<0.01 

*p<0,05 

 

Findings/Results for Qualitative Dimension of the Study 

In this part, there are analysis results of data obtained from interviews with prospective 

teachers. Analysis results were divided into theme, sub-theme (category) and codes. Representations 

in the form of A.1, A.2, A.3, A.4, A.25 were used for prospective teachers who participated into the 

interview. 

Findings/Results for Epistemological Beliefs  

Five themes were generated for prospective teachers’ epistemological beliefs. Findings/results 

belonging to these themes are as below: 

Authority and Accuracy (Certainty/Trueness) 

Two categories were determined about theme of authority and accuracy. Codes belonging to 

these categories and frequency values for the codes were given in Figure 1. While ten prospective 

teachers expressed a positive opinion on authority and accuracy of knowledge, fifteen prospective 

teachers stated an adverse (negative) opinion on authority and accuracy of knowledge. This finding is 

in accord with data obtained from quantitive part of the study.     

 

Figure 1. Prospective Social Studies Teachers’ Opinions on Theme of Authority and Accuracy  

 

Authoritarian 

•Science's telling exact truth (accuracy) (6) 

•Scientists' telling truths (4) 

Non-Authoritarian 

•Absence of exact truth (accuracy) (10) 

•Suspecting (5) 
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A.1, A.2, A.5, A.9, A.10.A.15. A.16, A.18. A23 ve A.25 expressed an opinion toward 

knowledge is right and exact (precise). Prospective teachers, who have stated that knowledge is exact 

and right, believe that science tells exact truths (accuracies) and that also scientists tell truths. Of 

prospective teachers, A.3,A.4, A.6, A.7, A.8, A. A.11, A.12, A.13, A.14, A.17, A.19, A.20, A.21, 

A.22, A.24 expressed an opinion toward disbelieving that science tells exact truths. Some of these 

opinions were given below: 

A.1: “Of course, we take data that we have obtained from those who are engaging in science, 

as truer (more exact) knowledge. We consider them as true (accurate).”  

A.5: ‘‘I have no doubt about exact trueness (truth/accuracy) of what those engaging in science 

tell.” 

A.4: “I am of the opinion that it is not exact (accurate). I think that there is no accuracy 

(preciseness/certainty) of science.”  

A.7: “Science is based on experiment and observation, but there is no such thing as exact truth 

in science.”   

A.8: “I try to reach exact results by benefitting generally from several sources but not one and 

I test its accuracy (trueness)”. 

A.20:”What is exact truth is there is no exact truth.” 

A.21:”Truths (Rights) can be tomorrow’s wrongs. It is not reliable.” 

Reasoning 

It was determined two categories about theme of Reasoning. Codes belonging to these 

categories and frequency values for the codes were given in Figure 2. Seventeen prospective teachers 

find favourable for (approach positively to) reasoning factor. This finding is in accord with data 

obtained from qualitative part of the study. 

 

Figure 2. Prospective Social Studies Teachers’ Opinions on Reasoning 

 

A.1, A.2, A.3, .A.4, A.5, A.6, A.7, A.8, A.10, A.11, A.12, A.14, A.15. A.16, A..18, A.19, 

A.20, A.21, A.22, A23 and A.25 approach to (find favourable for) reasoning positively. They 

expressed an opinion toward that obtaining (acquiring) prior knowledge facilitates to understand new 

knowledge and toward understanding functioning (running/working) of events and facts and 

importance of sense of curiosity (wonder). Of prospective teachers, A.9, A.13, A.17, A.24 stated that 

basic knowledge have already existed (there have already been basic knowledge) in course books. 

Some of these opinions were given below: 

A.1: “Knowledge provides me with understanding more easily and more readily." 

A.5: “To have knowledge about provides me with associating (relating/correlate) what are 

known to what are unknown. This makes learning permanent.” 

Positive 

•Satisfying sense of wonder (curiosity)(2) 

•Important of prior knowledge(14) 

•Understanding functioning  of events (5) 

Negative 

•  Existing of basic knowledge in scientific 

sources (4) 
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A.11: I desire more about research when I have an idea on the subject.’’ 

A.17. All needed things have already been teaching in courses.” 

A.24: To have prior knowledge enables me to carry out more qualified research/study. It 

facilities for me to correlate between events and cases.” 

Process of Knowledge Generation 

Two categories were determined in this theme. Codes belonging to these categories and 

frequency values for codes were given in Figure 3. While nineteen prospective teachers expressed an 

opinion toward that scientific studies were effective during process of knowledge generation, six 

prospective teachers stated that press (media) was influential during this process. This finding is in 

Accord with data obtained from quantitative part of the study. 

 

Figure 3. Prospective Social Studies Teachers’ Opinions on Process of Knowledge Generation 

 

A.1, A.2, A.4, A.5, A.6, A.7, A.8, A.9, A.10, A.11, A.12, A.14, A.15, A.16, A.18, A.21, A.22, 

A23 and A.25 expressed an opinion toward that process of knowledge opinion is based on scientific 

studies and observations. Prospective teachers ‘‘A.3, A.13, A.17, A.19, A.20, A.24’’ stated that 

knowledge could be generated via press (media).  Some of these opinions were given below: 

A.3: “While geography is source that is based on nature and society observations, history is 

one that we have knowledge about based upon works which past civilizations left. For this reason, 

publications belonging to researchers, who are studying in this field during process of knowledge 

generation, become sources/references to which ‘‘We’’ also refer.”  

A. 8: Social studies, by its nature, is based on observation and research. Articles which are 

written based on these researches are quite important.” 

A.10: “Scientific studies, carried out by teachers in generating knowledge, are the most 

important parts of the process.” 

A.13:  ‘‘Various observations and researches/studies are used in generating knowledge.’’ 

A. 16. “Knowledge by former teachers who studied in their field.”  

A. 18: “I see (aware of) that course books are also reference to generating new knowledge.” 

A.23: ”Now, internet and knowledge we obtain from internet are quite effective in generating 

new knowledge.’’ 

Source of Knowledge 

Two categories were determined on category of source of knowledge. Codes belonging to 

these categories and frequency values for codes were given in Figure 4. Thirteen prospective teachers 

Scientific Studies 

•Articles (7) 

•Course Books (9) 

•Teachers (3) 

Media 

•General (Public) Network (4) 

•Films (Movies) and Documentaries (2) 
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expressed an opinion toward that they learned knowledge through courses during education-teaching 

process. Twelve prospective teachers stated that they reached knowledge in their own rights (efforts) 

and tries (works). This finding is in accord with data obtained from qualitative part of the study. 

 
Figure 4. Prospective Social Studies Teachers’ Beliefs of Theme of Source of Knowledge 

 

For A.1, A.2, A.3, A.6, A.8, A.9, A.10, A.11, A.12, A.14, A.16, A.23, A.24, only courses and 

primarily what they have learned in courses constitute source of knowledge. Prospective teachers in 

this group regard only courses and primarily what they have learned in courses as source of 

knowledge. A.4, A.5, A.7, A.13, A.15, A.17, A.18, A.19, A.20, A.21, A.22, A.25 expressed an 

opinion toward that they reached knowledge as a result of their curiosity and researches. Examples 

belonging to these opinions were presented below: 

A.1 “We can much more reinforce a knowledge, which I have learned in course, when we 

encounter it in our life. Actually, we exactly learn through experience (experiential learning).” 

A.8: ‘‘I learn also in courses, however, I learn incomplete parts as a result of my researches 

(investigations). It can be thought that, sometimes, course durations can fall short in terms of learning 

everything on a subject, so I try to complete these deficiencies myself. Films (movies), documentaries 

and so on.” 

A.24:”I learn in courses since it is more helpful to learn it in the course.” 

A.4: ‘‘In general, I learn to satisfy my curiosity. Because, curiosity enables human to be more 

eager to learn.” 

A.5:‘‘I learn knowledge which I have learned, as a result of my researches (investigations) and 

efforts, rather.’’ 

A.7: “In my own rights (efforts) to research. Courses remain at the medium level. Of course, 

there are much things that I have learned in courses, but, when I have thought in general, my own 

investigations (researches) provided me with much more knowledge since I know my area of 

interest(s) myself.” 

A.17: ‘‘I learn making an effort by my investigations (researches).’’ 

A.18:I am in the opinion that I have learned in my own rights (efforts). What is read becomes 

permanent in the mind.  

A.25:I learn as a result of my own investigations and efforts. Because, I learn better making an 

effort myself, instead of listening. 

Changeability of Knowledge 

Two categories were determined on theme of changeability of knowledge. Codes belonging to 

these sub-categories and frequency values for codes were given in Figure 5.Ten prospective teachers 

think that knowledge is unchangeable; sixteen prospective teachers think that knowledge is 

changeable. This finding is in accord with data obtained from quantitative part of the study. 

Through School-Courses 

•  What are learned in courses only (9) 

•Primarly courses (4) 

With his/her own tries/works 

•Providing learning more 8) 

•Desire to learn on areas of interests (4) 
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Figure 5. Prospective Teachers’ Beliefs of Theme of Changeability of Knowledge 

 

A.7, A.11, A.12, A.13, A.14, A.16, A.20, A.21, A.24 expressed an opinion on that knowledge 

will not change. A.1, A.2, A.3, A.4, A.5, A.6, A.8, A.9, A.10, A.15, A.17, A.18, A.19, A.23, A.25 

stated that knowledge can change. Prospective teachers expressed an opinion toward that with 

emerging new knowledge, change will become unavoidable; changes in life are inevitable; and that 

also basic knowledge specific (peculiar) to social studies can change together with social changes. 

Some examples belonging to these opinions were presented below:  

A.7: “In time, there can be little changes. But, basic principles will not be able to be changed 

even if they were tried to change as governments changed.  

A. 16: “I am on the fence about this subject. For example, I have thoughts such as, on the one 

hand, it will not change that moon rotates (moves) around the earth, but on the other hand, the old 

knowledge (old/given knowledge) will be able to change when new knowledge have been found in 

archaeology or history”. 

A. 20: “I don’t think that basic principles will change; however, new additional knowledge to 

basic principles or auxiliarly principles can be developed”. 

A. 24: “Basic principles of social studies will not change. These principles are situations that 

are always at the forefront in our lives.” 

A.1: “I think that it can change. Basic principles and knowledge can differ (vary) by the 

situation of society’s at that moment. In addition, when an older source was able to be found by a 

knowledge which was accepted before, new knowledge replaces that knowledge”. 

A. 5:‘‘If characteristics, which are requested from individual in the future, become different as 

a result of globalization and social changes, there can be changes in basic principles and knowledge.” 

A.8: “Improvements can be made to keep up with the changing education, technology and the 

globalizing world, but there are unchanging constituents (basic units/building stones) for social 

studies.” 

A. 22: “In general, history has changeable knowledge. It is not proven depending on 

experiments and there is a situation of emerging/appearing new knowledge continuously. As a 

consequence of new studies/researches and examinations, new knowledge are able to emerge, and in 

that case, also basic principles and knowledge can change. For example, new knowledge can emerge 

about the first settlement places of the world. Therefore, course content also can change.”  

  

Unchangeable 

•Basic ideas and principles will remain constant 
(5) 

•Basic change will not be despite of some 
changes  (5);...will be unchangeable 

Changeable 

•Emerging new findings (8) 

• Inevitability of change (4) 

•Social changes will create/make a change  (4) 
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Prospective Teachers’ Opinions on Learning 

Whole of prospective teachers’ opinions on learning is positive opinion statements. Two sub-

themes were determined on the learning theme. Codes belonging to these sub-themes (category) and 

frequency values for codes were given in Figure 6: 

 

Figure 6. Prospective Teachers’ Opinions on Learning Theme of Knowledge 

 

A.1, A.2, A.5, A.6, A.7, A.8, A. 10, A.11, A.12, A.14, A.16, A.17, A.18, A.20, A.21, A. 22, 

A.24, A.25 stated that learning is an imperativeness (obligation). A.3, A.4, A.9, A.13, A.15, A.19, 

A.23 are prospective teachers who expressed an opinion toward desiring to learn. Prospective teachers 

who considered learning as a obligation emphasized that learning is necessary to acquire/obtain 

qualification, to provide self-confidence and to have a profession. On the other hand, prospective 

teachers who desired to learn expressed an opinion toward that learning is a part of life and that they 

are glad to learn. Some examples of these opinions were presented below: 

A.4: “Knowledge is a thing that will be always necessary for our life. It is for being 

informed/getting knowledge by improving ourselves, but not for having a profession or taking 

on/assuming a qualification. For this reason, like to take a step to rights (truths) deleting wrongs from 

our lives. And, as long as there are good teachers like you, to learn becomes enjoyable”. 

A.8:”To learn gives a power to person. It increases self-confidence. I care that I have ideas to 

talk about.” 

A.10: “I think that to learn is effective and helpful for people in expressing themselves, in 

acquiring sense of confidence and in their behaviours.” 

A.13: “Learning is an important phenomenon for each individual who has come into the 

world.” 

A.17:“To learn makes you different always within society. It distinguishes you, with either 

your attitudes or your stance, from others. Among them, you shine a jewellery, are distinguished and 

become a distinguished (exclusive) person. There is a need for the distinguished people for future and 

a need to learn in order to be able to the distinguished. To learn, for this reason, is important to me.”  

A.20‘‘First of all, to learn means an individual who is the informed, that is, self-sacrificing, 

self-confident. (As long as) we should learn, so respect and confidence to ourselves will increase.” 

A. 21: “We need to learn in order to save money”. 

A.23:‘‘Learning is a part of life and an element that provides continuance of life. Just as a 

baby needs mother, it is in question our neediness to learning (we need to learn). It is of great 

importance to me. It continues for life, together with us...” 

  

Imperativeness (Obligation) 

•Acquiring qualification (11) 

•Self-confidence (3) 

•To have a profession (3) 

 

Request (Desire/Want) 

•A part of life (5) 

•Felicific (Pleasing)  (2) 
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DISCUSSION AND CONCLUSION 

It was concluded that prospective teachers’ attitudes towards learning are at high level in 

whole of the scale. Findings/results tally with studies by Adıgüzel & Dolmacı (2018) and Aktürk 

(2012), as well. When taking sub-dimensions of the scale into consideration, avoidance of (escaping 

from) learning and caring about (attaching importance to) learning are at high level; struggle (effort) to 

learn is at medium one. In qualitative findings/results of the study, majority of prospective teachers 

consider the learning as obligation to have a profession, to gain prestige and self-confidence. For this 

reason, it can be said that prospective teachers care about learning. In addition, avoidance of learning’s 

being high can be associated with (related to) prospective teachers’ exam anxiety and anxieties of 

selection examinations which they will face at the entrance to the teaching profession. As a matter of 

the fact that, anxiety against learning was found to be at medium level in study by Adıgüzel (2014), as 

well. Erdamar (2010) found out that prospective teachers’ attitudes towards studying belong to factors 

of perceiving self to be successful and of developing a positive attitude towards the teaching stuff. On 

the other side, belief that learning is based (depending) upon effort (struggle) was also found in the 

study by Terzi, Şahan, Çelik & Zöğ 2015. Struggle (effort) to learn is higher in urban-born ones than 

rural-born ones. In addition to this, it was found that while rural-born prospective teachers’ state of 

avoidance of learning was higher, struggle to learn and caring about learning are higher in urban-born 

prospective teachers. This result can be interpreted as urban spaces being places where scientific 

developments are spread and as them being open to new ideas (innovations). 

Prospective teachers’ epistemological beliefs are at medium level. Also Demir (2012), in his 

study he carried out with prospective teachers who were studying at department of primary education, 

concluded that prospective teachers’ epistemological beliefs were at medium level. In their studies, 

Keskin & Aydın found that prospective teachers’ epistemological beliefs are low.  In sub-dimensions 

of the study, authority and accuracy were found to be at medium level. In qualitative part of the study, 

no great difference was determined between those (10) having the undeveloped/unimproved beliefs in 

this field and ones (15) having developed/improved beliefs. It revealed that prospective teachers’ 

beliefs of process of knowledge generation are constructivist. Also in qualitative findings, number of 

those expressed opinion toward that scientific method was used during process of knowledge 

generation is (much) more (19). Source of knowledge is at medium level; as a matter of the fact that, it 

was seen that attendees who stated that source of knowledge was course and prospective teachers who 

learned in their own rights (efforts) were numerically at approximate value. Prospective teachers’ 

scores of reasoning are at hight level. Also in qualitative findings, there are findings which indicate 

improved belief level for this sub-factor (21). Changeability of knowledge is at medium level. In also 

qualitative findings, frequencies of prospective teachers who stated that knowledge is unchangeable 

(10) and those who said that it is changeable (15) are close to eachother (at approximate in number). 

In their studies by Aslan & Aybek 2018, prospective teachers believe partly that knowledge is 

exact and true. In a study, carried out with prospective social studies teachers to determine 

epistemological beliefs, prospective teachers believe at high level that knowledge is the one and exact. 

Trautwein & Lüdtke 2007 revealed that university students’ cultural accumulations (backgrounds) 

predicted negatively their beliefs of accuracy (preciseness/certainty) of knowledge. On the other hand, 

prospective teachers have a medium level of beliefs that source of knowledge is scientific books and 

those who engage in science. This result ensued in studies by Akyıldız 2014 and Murat &Erten 2018, 

as well. 

It revealed that urban-born ones’ epistemological beliefs are stronger than rural-born ones. On 

the other side, individuals with the undeveloped/unimproved epistemological beliefs think that 

learning ability is gifted for (inherent in born) and it can not be developed later (Schommer, 1990). For 

this reason, to raise (grow) in urban (city) strengthens also beliefs that learning skill can be developed. 

By sub-factors of the scale, reasoning and process of knowledge generation were found to be high in 

urban-born ones. It can be said that while urban-born prospective teachers have had deeper beliefs of 
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learning, rural-born ones have tended towards approaches such as rote. On the other hand, authority 

and accuracy (certainty/preciseness) were found to be high in rural-born ones. 

When examining the relationship between sub-dimensions of attitude scale towards learning 

and those of epistemological belief scale, it revealed there was a negative relationship significantly 

between struggle/effort) to learn and authority and accuracy. Prospective teachers’ struggles to learn, 

who believe that knowledge is exact true, are less (lower). Also in a study which were carried out with 

teachers, it revealed that teachers had partly developed/improved beliefs that there is a single truth. A 

very poor, negatively and significant relationship was found between belief that learning is based on 

effort (struggle) and positive attitude towards investigations (researches) (Kürşad, 2015). It can be 

said, as reason for this situation, the fact that prospective teachers’ some epistemological beliefs that 

have not improved, yet,  has had an impact on their attitudes towards learning. Particularly, education 

that prospective teachers have received, has an impact on their attitudes towards learning and 

epistemological beliefs. It should be provided that prospective teachers who are receiving social 

studies education should take an education with suitable qualification to the inquiry (research and 

investigation)-based teaching strategy; and an education understanding, at which constructivist 

teaching that is a learning theory suitable for this is implemented, should be strenghtened. 
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Abstract 

This study aims to examine the Life Studies Curricula which have been adopted since the 

proclamation of the Republic in terms of children’s rights. The 1936, 1948, 1968, 1998, 2009, 2015, 

and 2018 curricula were examined for this purpose. The study was designed in accordance with the 

scanning model. The data was collected and analyzed through document review. A form prepared 

using the Convention on the Rights of the Child obtained from UNICEF's official website and the 

study conducted by Uluç (2008) was used as the data collection tool. The data was analyzed with the 

descriptive analysis method, and the outcomes/objectives in the curricula were evaluated based on the 

prepared form. The study revealed that children's rights were included most in the 2009 curriculum 

and least in the 1936 curriculum. When all of the curricula were examined, it was found that the 

curricula included participation rights most and development rights least.  
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INTRODUCTION 

All individuals need other individuals to support them from the moment they are born. In 

other words, individuals need adult support in order to acquire the right to life, which is the most basic 

right. But this support should not be perceived as adult control. Every individual, including those in 

the childhood period, deserves to live in an environment that enables them to lead a healthy life, 

support them in all areas of development, and help them realize their potentials. This is generally 

related to the concept of human rights, but it refers to children's rights when it comes to childhood.  

When the historical development of children's rights is examined, it can be said that the 

process that started with the Geneva Declaration of the Rights of the Child in 1924 became more 

global with the Convention on the Rights of the Child on 20 November 1989 (UNICEF, 2009; 

Karataş, 2016; Merey, 2016). The Convention on the Rights of the Child is a document that legally 

guarantees the rights of children. It is very important as it determines and guides the scope and quality 

of children's rights (Collins, 2017). The first section of the Convention on the Rights of the Child 

including articles 1 to 41 explains rights of children and responsibilities of states; the section including 

articles 42 to 45 explains duties and responsibilities of states for protection of children's rights, 

regulations for teaching the articles of the CRC (Convention on the Rights of the Child) to both 

children and adults, and inspection of the field of application of the convention while the third section 

including articles 46 to 54 explains the process for ratification and entry into force of the articles. The 

rights of the child contained in the Convention on the Rights of the Child are gathered in 4 basic 

sections: the right to life, the right to development, the right to protection and the right to participation. 

The right to life covers the most basic needs of the child, such as having appropriate living standards 

in the society they live, being able to benefit from health services, and to feed adequately etc. The 

right to development includes the support of the child as an individual to receive the necessary 

education and access information so that they can use their potential. The right to protection makes 

sure that children are protected against all kinds of physical or psychological abuse and neglect 

(UNICEF, 2004; as cited in Toğrulca, 2019). Physical protection of children is related to their freedom 

while psychological protection is related to education (Ezer, 2004).  The right to participate is the 

right to protect and support the child's participation in any social or political environment and to make 

sure that they have a voice in decision-making and implementation processes. The right to participate 

is important for a variety of reasons including respect for children's rights, fulfillment of legal 

responsibilities, improvement of services and decision-making, improvement of democratic dialogues, 

protection and empowerment of children. That is because positive participation improves children's 

self-confidence and skills (Collins, 2017; UNICEF, 2004). Accordingly, the Convention on the Rights 

of the Child requires that children live, are taken care of, raised and participate in a favorable 

environment in general (Dirican, 2018:40). 

Children's rights are an integral part of social and individual emancipation, i.e. human rights. 

Freedom-based education given in childhood is closely related to future libertarian life. Therefore, 

children's rights should be developed in parallel with the necessities of the time (Fazlıoğlu, 2007; as 

cited in Gürdoğan Bayır, Gültekin and Balbağ, 2016). Children and adults who do not know the rights 

of the child cannot be expected to be conscious and participatory in this matter. Therefore, children's 

rights should be an integral part of education from an early age (Uluç, 2008). It is thought that 

elementary education also forms the basis for children to realize and adopt these rights, and that they 

should also be included in curricula. The fact that primary school teachers and administrators included 

in the study conducted by Uçuş and Şahin (2012) stated that they shared issues related to children's 

rights with children only when they were included in the curricula supports this necessity. Of course, 

courses such as life studies, social studies, human rights and citizenship etc. are considered to be 

highly effective for a subject with individual and social dimensions such as children's rights. In this 

study, children's rights were examined within the context of the life studies lesson. The life studies 

lesson aims to make children get to know themselves and be happy and useful individuals in society 

and in the world. Therefore, it is stated that the life studies lesson is the first lesson in which children 

can learn about social life and form the basis of their ideas about being individuals and citizens (Erbay, 
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2013). Children need to be aware of and know their rights so that the life studies lesson can achieve 

the aim of raising good people and good citizens, (Sönmez and Görmez, 2016). In the light of all 

these, it is very important to address the rights of the child in the life studies lesson. In order to 

effectively address children's rights in the life studies lesson, they should be reflected in the learning 

outcomes in curricula as they form the basis of in-class activities. For this reason, it is very important 

that the outcomes in the life studies curriculum include children's rights. The literature reveals that 

there are studies examining Life Studies Curricula in terms of children's rights, but these studies focus 

more on the right to participation (Dündar and Hareket, 2016; Öztürk, 2017). This study is different in 

that it reveals all of the rights to life, development, protection and participation included in the 

Convention on the Rights of the Child from past to present. A detailed examination of Life Studies 

Curricula in terms of children's rights is considered important as it draws a general picture of life 

studies and children's rights. Based on this idea, this study aims to examine the extent to which the 

Life Studies Curricula have included children's rights since the proclamation of the Republic. The 

study tries to answer the following questions for this purpose: 

 How much did the Life Studies Curricula put into force between 1936 and 2018 (the 

1936, 1948, 1968, 1998, 2009, 2015 and 2018 curricula) incorporate children's rights? 

 How does the extent to which children's rights are included in the Life Studies 

Curricula vary by years? 

METHOD 

Aiming to examine Life Studies Curricula from past to present in terms of children's rights, 

this study was carried out using the scanning model. Scanning models are research models that enable 

identifying a past or present situation as it is. In the scanning model, the researcher can directly 

examine the object or individual, or obtain historical data such as written documents, pictures, and 

sound recordings etc. and  interpret this information in a certain way with their own observations 

(Karasar, 2010: 109).  

The convenience sampling method, which is one of the purposive sampling methods, was 

used to determine the curricula to be included in the study. The case is selected by determining close 

and easily accessible cases in the convenience sampling method (Patton, 1987; Yıldırım and Şimşek, 

2005). The research sample consists of the learning outcomes (objectives) included in the 1936, 1948, 

1968, 1998, 2009, 2015, and 2018 Life Studies Curricula obtained through scanning. 

Data Collection 

The data was collected and analyzed through document review. In order to reach the 

documents, a comprehensive screening process was carried out to reach the curricula included in the 

sample (Yıldırım and Şimşek, 2005). Table 1 shows the information about the documents and how 

those documents were accessed.  

Table 1: Information on Documents 

Name of the Data How was it accessed? 

1936 Life studies Curriculum Obtained from a library with the help of an expert. 

1948 Life studies Curriculum Obtained from a website making online sales. 

1968 Life studies Curriculum Obtained from a library with the help of an expert. 

1998 Life studies Curriculum Obtained from a library with the help of an expert. 

2009 Life studies Curriculum Obtained from the website of the Turkish Education Board. 

2015 Life studies Curriculum Obtained from the website of the Turkish Education Board. 

2018 Life studies Curriculum Obtained from the website of the Turkish Education Board. 
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Table 1 shows that seven curricula that were put into effect and practice were examined. The 

1926 curriculum could not be evaluated because it could not be reached. After the primary sources 

were reached, the curricula were examined in detail and it was decided to examine the learning 

outcomes.  

A form was created to effectively examine the outcomes. A literature review was carried out, 

and the form created by Uluç (2008) to examine primary education curricula was used after obtaining 

the author's permission as well as the Convention on the Rights of the Child while preparing this form. 

The form was given its final shape in line with the opinions received from experts in the fields of 

Classroom Teaching and Social Studies Teaching.  This form was named as “Children's Rights 

Assessment Form”. The Children's Rights Assessment Form consists of 4 categories: The right to life, 

the right to development, the right to protection and the right to participation as well as the summary 

items under these categories. The meanings of the articles in the convention were summarized in a 

clear and understandable manner while determining the items. For example, the item “protection of the 

rights to life, survival and development” in the right to life category of the Children's Rights 

Assessment Form was created by summarizing Article 6 in the right to life category of the Convention 

on the Rights of the Child
1
.  

Data Analysis 

Descriptive analysis, which is a qualitative data analysis method, was used in the data analysis 

step. In descriptive analysis, data is often classified according to pre-determined themes, and findings 

related to these themes are summarized and interpreted (Baltacı, 2019). Descriptive analysis was used 

in this study as examination was performed according to the form-based categories. 

It was recorded whether the examined outcomes included items related to the relevant 

category, and percentage and frequency values were calculated. The outcomes were included in the 

categories of the form according to their meanings (by using their explanations, if any). For example, 

the outcome “participates in the process of determining in-class rule/rules and obeys the rules” was 

included in the right to participation category. Moreover, frequently repeated words were used as 

codes. For example, outcomes containing the code “participates” were examined in the participation 

category upon examining the meaning of the outcome.  

In order to ensure the reliability of the research, the 2018 curriculum was evaluated by a 

different researcher based on the created form, and the results of the two evaluations were compared 

using the reliability formula developed by Miles and Huberman (1994). Accordingly, it was concluded 

that the evaluation results were 80% consistent.   

FINDINGS 

In this section, the findings obtained from the analysis of the data are presented in accordance 

with the sub-objectives. Only the findings related to the categories found in the curricula are given in 

tables in order to avoid intensity.  

  

                                                           
1
 Article 6:  

1. States Parties recognize that every child has the inherent right to life. 

2. States Parties shall ensure to the maximum extent possible the survival and development of the child 

(UNICEF, 2004). 
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Children's Rights in the Life studies Curriculum which Took Effect between 1936 and 

2018 

In this section, each curriculum is evaluated separately in terms of children's rights.  

Review of the 1936 Life Studies Curriculum 

The 1936 Life Studies Curriculum contains a total of 94 learning outcomes: 30 for the first 

grade, 33 for the second grade, and 31 for the third grade. Table 3 shows the categories included in 

these outcomes as well as information related to the relevant items. 

Table 3. Outcome Codes and Grades in the 1936 Curriculum 

Categories Articles 
Grade 1 Grade 2 Grade 3 Total 

f % f % f % f % 

Right to 

Life 

(f=5) 

Article 31: The right to rest and 

leisure, to engage in play and 

recreational activities. 

3 3.19 2 2.12 0 0 5 5.31 

Matching outcome codes* 13,14,15  8, 27      

Total  3 3.19 2 2.12 0 0 5 5.31 

* Matching outcome codes are outcome numbers assigned according to the grades in the curriculum. 

Percentages of the outcomes were obtained from the proportion of matching items to total outcomes.  

 
The review of the 1936 Life Studies Curriculum according to Table 3 reveals that the right to 

development, the right to protection and the right to participation examined in the form were not 

included in any learning outcomes. Only the right to life was included in the curriculum for the first 

and second grades by 5.31%. These outcomes, as shown in Table 2, are related to the right to rest, 

leisure and engage in recreational activities. For example, the outcome “13_Play at home: Games; 

how do we play with toys at home?” included in the curriculum for the first grade was associated with 

“Article 31: the right to rest and leisure, to engage in play and recreational activities” as it states that 

playing games is a valuable way of spending time. No outcomes related to children's rights could be 

found for the third grade.   

Review of the 1948 Life Studies Curriculum 

The 1948 Life Studies Curriculum contains a total of 89 learning outcomes: 30 for the first 

grade, 31 for the second grade, and 28 for the third grade. Table 3 shows the categories included in 

these outcomes as well as information related to the relevant items: 

Table 4: Outcome Codes and Grades in the 1948 Curriculum 

Categories Articles 
Grade 1 Grade 2 Grade 3 Total 

f % f % f % f % 

Right to Life 

(f=4) 

Article 24: Right to access to health care and 

protection of the health by competent persons 

and institutions 

0 0 0 0 1 1.12 1 1.12 

Matching outcome codes     24    

Article 26: The right to benefit from social 

security. 
0 0 0 0 1 1.12 1 1.12 

Matching outcome codes*     15    

Article 31: The right to rest and leisure, to 

engage in play and recreational activities. 
0 0 2 2.24 0 0 2 2.24 

Matching outcome codes*   13,16      
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Right to 

Development 

(f=1) 

Article 23: Right to special care for disabled 

people 
0 0 1 1.12 0 0 1 1.12 

Matching outcome codes*   16      

Right to 

Participation 

(f=4) 

Article 13: Right to express views 0 0 1 1.12 0 0 1 1.12 

Matching outcome codes*   25      

Article 17: Access to mass media and other 

sources of information 
0 0 3 3.37 0 0 3 3.37 

Matching outcome codes*   
9, 24, 

25 
     

Total  0 0 7 7.86 2 2.25 9 
10.1

1 

* Matching outcome codes are outcome numbers assigned according to the grades in the curriculum. 

Percentages of the outcomes were obtained from the proportion of matching items to total outcomes.  

 
The review of the 1948 Curriculum according to Table 3 reveals that it contains the right to 

life in four outcomes, the right to participation in four outcomes, and the right to development in one 

outcome. Accordingly, it was found that children's rights were included in the 1948 curriculum 

outcomes by 10.11%. On the other hand, no outcomes could be found regarding children's rights in the 

outcomes for the first grade. It was concluded that the right to life, the right to participation, and the 

right to development were included only for the second and third grades. No outcomes could be found 

regarding the category of the right to protection.  

For example, part C titled “related articles published in newspapers and magazines” under the 

second-grade outcome “9- Savings and national products week” was associated with “Article 17: 

Access to mass media and other sources of information” as it encourages research and free use of 

resources. 

Review of the 1968 Life Studies Curriculum 

The 1968 Life Studies Curriculum contains a total of 123 learning outcomes: 37 for the first 

grade, 42 for the second grade, and 44 for the third grade. 

Table 5: Outcome Codes and Grades in the 1968 Curriculum 

Categories Articles 
Grade 1 Grade 2 Grade 3 Total 

f % f % f % f % 

Right to Life 

(f=6) 

Article 31: The right to 

rest and leisure, to 

engage in play and 

recreational activities. 

3 2.43 1 0.81 2 1.62 6 4.87 

Matching outcome 

codes* 

I.6 

I.7 

III.D 

 
IV. 

9 
 

III. F 

VI. D 
   

Right to 

Participation 

(f=1) 

Article 17: Access to 

mass media and other 

sources of information 

0 0 1 0.81 0 0 1 0.81 

Matching outcome 

codes* 
  VI.4    7 5.69 

Total  3 2.44 2 1.63 2 1.63 7 5.69 

*The part given in the table with Roman numerals indicates the unit number while the other number or letter 

indicates the outcome code. Percentages of the outcomes were obtained from the proportion of matching items to 

total outcomes.  

 

Table 5 shows that the learning outcomes of the 1968 curriculum include the right to life and 

right to participation dimensions of children's rights. Accordingly, it can be said that children's rights 

were included in the 1968 curriculum by 5.69%. On the other hand, the right to rest and engage in 
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recreational activities which is a part of the right to life was included at all levels while the right to 

communication under the right to participation category was included only for the second grade. It was 

found out that the right to protection and the right to development were not included in the outcomes 

of the 1968 curriculum.  

For example; the fifth sub-outcome titled “making use of leisure time” under item F 

“Improving our district and making it beautiful” in the third unit titled “Getting to know our 

district” among the third grade outcomes was associated with “Article 31: The right to rest 

and leisure, to engage in play and recreational activities”. 

Review of the 1998 Life Studies Curriculum 

The 1998 Life Studies Curriculum contains a total of 228 outcomes: 58 for the first grade, 86 

for the second grade, and 84 for the third grade. 

Table 6: Outcome Codes and Grades in the 1998 Curriculum 

Categories Articles 
Grade 1 Grade 2 Grade 3 Total 

f % f % f % f % 

Right to Life 

(f=9) 

Article 6: Protection of the right 

to life, survival and development 
0 0 1 0.43 0 0 1 0.43 

Matching outcome codes*   10-VIII      

Article 24: Right to access to 

health care and protection of the 

health by competent persons and 

institutions 

0 0 3 1.31 0 0 3 1.31 

Matching outcome codes*   
S.154-X 

4-XI 
     

Article 31: The right to rest and 

leisure, to engage in play and 

recreational activities. 

2 0.87 2 0.87 1 0.43 5 2.19 

Matching outcome codes* 
8-II 

10-II 
 

3-III 

8- III 
 9- II    

Right to 

Development 

(f=5) 

Article 8: Protection of identity 3 1.31 0 0 0 0 3 1.31 

Matching outcome codes* 

4-I 

4-IV   

4-VI 

       

Article 28-29: Right to qualified 

education. 
0 0 1 0.43 1 0.43 2 0.87 

Matching outcome codes   S.16  S.18    

Right to 

Participation 

(f=5) 

Article 12: The right to express 

views freely in all matters 

affecting the child, to be given 

due weight, and to play an active 

role in decisions. 

1 0.43 0 0 1 0.43 2 0.87 

Matching outcome codes 2- III    1- V    

Article 14: freedom of thought, 

conscience and religion 
1 0.43 0 0 0 0 1 0.43 

Matching outcome codes E-III        

Article 15: Right to association 

and peaceful assembly 
1 0.43 0 0 0 0 1 0.43 

Matching outcome codes 2- II        

Article 17: Access to mass media 

and other sources of information 
0 0 1 0.43 0 0 1 0.43 

Matching outcome codes   8-VII      

Total  8 3.51 8 3.51 3 1.31 19 8.33 

* Target behaviors are listed under the units in the 1998 curriculum. The first digit in the outcome codes given in 

the table indicates the unit number while the second digit expressed with Roman numerals indicates the target 

behavior number. Special targets and extra units are coded with S and E respectively.  
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Table 6 shows that the outcomes of the 1998 Curriculum include the categories of right to life, 

right to development, and right to participation. Accordingly, it was found that children's rights were 

included in the 1998 curriculum outcomes by 8.33%. The right to life category includes outcomes 

related to living, receiving health services, resting, and having fun. Outcomes related to identity 

protection and qualified education were determined in the right to development category. The right to 

participation category includes outcomes related to the right to express views in all matters affecting 

the child, freedom of thought, the right to form associations and, the right to access mass media. On 

the other hand, no outcomes containing the right to protection could be detected. When examined at 

grade level, it was found that the outcomes for all three grades were related to children's rights. 

However, it can be said that the third grade includes fewer children's rights compared to other grades.  

For example, the outcome “Target III. Participation in election activities in the 

classroom” in “Unit 2: Participation in classroom activities and task sharing” in the first 

grade curriculum was associated with “Article 12: The right to express views freely in all 

matters affecting the child, to be given due weight, and to play an active role in decisions”.  

Outcome number 15 titled “Leading a healthy life” which was among the special targets for 

the second grade was matched with “Article 24: Right to access to health care and protection 

of the health by competent persons and institutions”. 

Review of the 2009 Primary School Life Studies Curriculum 

A total of 292 learning outcomes were determined in the 2009 Life Studies Curriculum: 86 for 

the first grade, 95 for the second grade, and 111 for the third grade. 

Table 7: Outcome Codes and Grades in the 2009 Curriculum 

Categories Articles 
Grade 1 Grade 2 Grade 3 Total 

f % f % f % f % 

Right to life 

(f=5) 

Article 31: The right to rest 

and leisure, to engage in 

play and recreational 

activities. 

2 0.68 2 0.68 1 0.34 5 1.71 

Matching outcome codes* 
A.1.23 

B.1.21 
 

A.2.22 

A.2.31 
 C.3.10    

Right to 

development 

(f=3) 

Article 8: Protection of 

identity 
1 0.34 0 0 2 0.68 3 1.02 

Matching outcome codes* B.1.8    
B.3.7 

B.3.14 
   

Right to 

protection 

(f=3) 

Article 2: Prohibition of 

discrimination. 
0 0 0 0 3 1.02 3 1.02 

Matching outcome codes*     

A.3.2 

B.3.8   

B.3.16 

   

Right to 

participation 

(f=51) 

Article 12: The right to 

express views freely in all 

matters affecting the child, 

to be given due weight, and 

to play an active role in 

decisions. 

5 1.71 3 1.02 3 1.02 11 3.76 

Matching outcome codes* 

A.1.10 

A.1.11 

A.1.12 

B.1.25 

B.1.28 

 

A.2.6 

A.2.21 

B.2.17 

 

A.3.30 

A.3.33 

C.3.31 

   

Article 13: Right to express 

views 
5 1.71 2 0.68 4 1.36 11 3.76 

Matching outcome codes* 

A.1.22 

B.1.18 

B.1.19 

 
B.2.16 

C.2.12 
 

A.3.6 

A.3.8 

B.3.12 

   



International Journal of Progressive Education, Volume 17 Number 2, 2021  

© 2021 INASED 

182 

C.1.3 

C.1.8 

B.3.34 

Article 14: freedom of 

thought, conscience and 

religion 

1 0.34 0 0 0 0 1 0.34 

Matching outcome codes* A.1.3        

Article 15: Right to 

association and peaceful 

assembly 

1 0.34 1 0.34 0 0 2 0.68 

Matching outcome codes* A.1.13  A.2.7      

Article 17: Access to mass 

media and other sources of 

information 

3 1.02 11 3.76 12 4.10 26 8.90 

Matching outcome codes* 

A.1.29 

A.1.31 

C.1.6 

 A.2.29 

B.2.6 

B.2.13 

B.2.14 

B.2.26 

B.2.28 

C.2.6, 

C.2.11 

C.2.15 

C.2.19 

C.2.21 

 A.3.11 

A.3.22 

A.3.25 

B.3.10 

B.3.11 

B.3.22 

B.3.36 

C.3.18 

C.3.20 

C.3.21

C.3.22 

C.3.25 

   

Total  18 6.16 19 6.50 25 8.56 62 21.23 

The letter indicates the theme, the digit in the second order indicates the grade, and the number given in the third 

order indicates the outcome code in the table.  

 

Table 7 indicates that the 2009 Curriculum includes outcomes in all categories of the right to 

life, the right to development, the right to participation, and the right to protection. Accordingly, 

children's rights were included in the 2009 curriculum by 21.23%. When the categories are examined 

separately, it is seen that the right to participate came first by a significant margin. It is seen that the 

right to make decisions, express opinions, and access information is dominant in this category (f=51). 

It is understood that the right to life comes after the right to participation (f=5). The right to rest and 

engage in recreational activities is included in the right to life while the right to development includes 

protection of identity. It was found that the right to development and the right to protection were 

equally included (f=3). When examined in terms of grades, it is understood that children's rights were 

included in all grades. The relevant outcome could not be detected in the right to protection category 

for the first and second grades. When the 2009 curriculum is examined in general, it can be said that 

children's rights were included in the curriculum by 21.23%, but most of these outcomes are related to 

the right to participation.  

For example; the second-grade learning outcome “A.2.6. Contributes to the democracy 

culture by participating in election activities in his/her school and class” matches “Article 12: 

The right to express views freely in all matters affecting the child, to be given due weight, and 

to play an active role in decisions” as the child is entitled to express his/her opinions freely in 

matters affecting himself/herself. The third-grade outcome “A.3.2. Accepts that similarities 

and differences among students are natural” corresponds to “Article 2: Prohibition of 

discrimination” as it enables children to know and accept each other as is. 

Review of the 2015 Life Studies Curriculum 

A total of 146 learning outcomes were determined in the 2015 Life Studies Curriculum: 54 for 

the first grade, 49 for the second grade, and 43 for the third grade. 
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Table 8: Outcome Codes and Grades in the 2015 Curriculum 

Categories ARTICLES 
Grade 1 Grade 2 Grade 2 Total 

f % f % f % f % 

Right to Life 

(f=5) 

Article 24: Right to access to 

health care and protection of 

the health by competent 

persons and institutions. 

1 0.68 0 0 0 0 1 0.68 

Matching outcome codes* 1.3.11        

Article 26: The right to benefit 

from social security. 
1 0.68 1 0.68 1 0.68 3 2.05 

Matching outcome codes* 1.4.4  2.4.6  3.4.1    

Article 31: The right to rest 

and leisure, to engage in play 

and recreational activities. 

0 0 0 0 1 0.68 1 0.68 

Matching outcome codes*     3.5.7    

Right to 

protection 

(f=3) 

Article 2: Prohibition of 

discrimination. 
1 0.68 1 0.68 1 0.68 3 2.05 

Matching outcome codes 1.1.14  2.1.2  3.1.5    

Right to 

Participation 

(f=9) 

Article 12: The right to express 

views freely in all matters 

affecting the child, to be given 

due weight, and to play an 

active role in decisions. 

2 1.36 1 0.68 1 0.68 4 2.73 

Matching outcome codes* 
1.1.6 

1.2.3 
 2.1.4  3.6.6    

Article 13: Right to express 

views. 
1 0.68 1 0.68 1 0.68 3 2.05 

Matching outcome codes* 1.1.11        

Article 15: Right to association 

and peaceful assembly 
0 0 0 0 1 0.68 1 0.68 

Matching outcome codes*     3.1.3    

Article 17: Access to mass 

media and other sources of 

information 

0 0 1 0.68 0 0 1 0.68 

Matching outcome codes   2.4.5      

Total  6 4.10 5 3.42 6 4.10 17 11.64 

* The first number indicates the grade, the second number indicates the theme number, and the third number 

indicates the outcome number in the table.  

 
Table 7 indicates that children's rights were included in the outcomes of the curriculum by 

11.64%. It was observed that the 2015 Life Studies Curriculum included outcomes regarding the right 

to life, the right to protection and the right to participation. The right to participation was included 

most in the 2015 curriculum like the 2009 curriculum (f=9). This category includes the right to 

participate in decisions on matters of self-interest, the right to express their views, and the right to 

access mass media. The right to life category is followed by the right to participation (f=5). It was 

determined that this category included outcomes related to the rights to benefit from health services 

and social security. The right to protection was included least in the 2015 Life Studies Curriculum 

(f=3). As for the right to protection, prohibition of discrimination was emphasized. No outcomes were 

found in the curriculum to be classified under the right to development category. When examined in 

terms of grades, it is understood that children's rights were included almost equally in all grades. 

For example, the outcome “1.1.6. Participates in the process of determining in-class 

rule/rules and obeys the rules” matches “Article 12: The right to express views freely in all 

matters affecting the child, to be given due weight, and to play an active role in decisions” as 

students participate in the decision making process. 
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Review of the 2018 Life Studies Curriculum 

The 2018 Life Studies Curriculum includes a total of 148 outcomes: 53 for the first grade, 50 

for the second grade, and 45 for the third grade. 

Table 9. Outcome Codes and Grades in the 2018 Curriculum 

Categories Articles 
Grade 1 Grade 2 Grade 3 Total 

f % f % f % f % 

Right to life 

(f=7) 

Article 6: Protection of the 

right to life, survival and 

development 

1 0.67 0 0 0 0 1 0.67 

Matching outcome codes HB.1.4.5        

Article 24: Right to access 

to health care and 

protection of the health by 

Competent persons and 

institutions 

1 0.67 0 0 0 0 1 0.67 

Matching outcome codes* HB.1.3.2        

Article 26: The right to 

benefit from social security 
0 0 0 0 2 1.35 2 1.35 

Matching outcome codes*     
HB.3.4.5

HB.3.4.6 
   

Article 31: The right to rest 

and leisure, to engage in 

play and recreational 

activities. 

3 2.02 0 0 0 0 3 2.02 

Matching outcome codes* 

HB.1.1.1

HB.1.5.6 

HB.1.5.7 

       

Right to 

development 

(f=1) 

Article 23: Right to special 

care for disabled people 
1 0.67 0 0 0 0 1 0.67 

Matching outcome codes* HB.1.1.2        

Right to 

protection 

(f=8) 

Article 2: Prohibition of 

discrimination. 
3 2.02 3 2.02 2 1.35 8 5.40 

Matching outcome codes* 

HB.1.1.1

HB.1.1.2 

HB.1.5.4 

 

HB.2.1.1 

HB.2.1.2

HB.2.5.7 

 
HB.3.1.1

HB. 3.1.2 
   

Right to 

participation 

(f=14) 

Article 3: Making the best 

interests (requirements) of 

the child a primary 

consideration 

1 0.67 0 0 0 0 1 0.67 

Matching outcome codes* HB.1.1.10        

Article 12: The right to 

express views freely in all 

matters affecting the child, 

to be given due weight, and 

to play an active role in 

decisions. 

2 1.35 2 1.35 1 0.67 5 3.37 

Matching outcome codes* HB.1.1.11  
HB.2.1.4

HB.2.2.5 
 HB.3.6.5    

Article 13: Right to express 

views. 
    1 0.67 1 0.67 

Matching outcome codes     HB.3.1.8    

Article 15: Right to 

association and peaceful 

assembly 

0 0 0 0 3  3 2.02 

Matching outcome codes*     

HB.3.1.6 

HB.3.1.7

HB.3.5.7 

   

Article 17: Access to mass 

media and other sources of 

information 

1 0.67 0 0 3 2.02 4 2.70 
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Matching outcome codes*     

HB.3.5.8 

HB.3.5.9

HB.3.6.2 

   

Total  13 8.78 5 3.37 12 8.10 30 20.27 

*The letters in the outcomes given in the table represent the life studies lesson, the first number represents the 

grade, the second number represents the theme number, and the third number represents the outcome number. 

 

According to the table, there were 30 learning outcomes containing CRC articles in the 2018 

Life Studies Curriculum. Table 9 indicates that the most participation rights are included in the 

outcomes of the 2018 curriculum (f=14). The primary benefit of the child, making decisions on 

matters of self-interest, expressing views,  freedom of association and freedom of peaceful assembly, 

gaining access to mass media are the articles related to the right to participation included in the 

learning outcomes. The right to protection was included in the curriculum most after the right to 

participation (f=8). It was observed that the non-discrimination clause for the right to protection was 

included in the curriculum. The right to life category includes the protection of the right to life, the 

right to benefit from health and social security services, and the right to rest and entertainment (f=7). 

For example; the second-grade outcome “HB.2.1.4. Participates in decision-making 

processes on class-related issues” is included in the right to participation category containing 

“Article 12: The right to express views freely in all matters affecting the child, to be given due 

weight, and to play an active role in decisions”. 

The Extent to which Children's Rights are Included in the Life Studies Curricula and 

Their Distribution by Years 

This section gives the distribution of all life studies curriculum outcomes by year.
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Table 10: Distribution of Learning Outcomes in the Life Studies Curricula by Years, Categories and Articles 

Categories Articles 

1936 

Curriculum 
1948 Curriculum 

1968 

Curriculum 

1998 

Curriculum 
2009 Curriculum 2015 Curriculum 

2018 

Curriculum 
Total 

f % f % f % f % f % f % f % f % 

Right to Life 

Article 6: Protection of the right to life, survival and 

development 
0 0 0 0 0 0 1 0.43 0 0 0 0 1 0.67 2 1.33 

Article 24: Right to access to health care and protection 
of the health by competent persons and institutions. 

0 0 1 1.12 0 0 3 1.31 0 0 1 0.68 1 0.67 6 4.00 

Article 26: The right to benefit from social security. 0 0 1 1.12 0 0 0 0 0 0 3 2.05 2 1.35 6 4.00 

Article 31: The right to rest and leisure, to engage in 
play and recreational activities. 

5 5.31 2 2.24 6 4.87 5 2.19 5 1.71 1 0.68 3 2.02 27 18.00 

Article in the 

curriculum 
 5 5.31 4 4.49 6 4.87 9 3.95 5 1.71 5 3.42 7 4.73 41 27.33 

Right to 

Development 

Article 4: Information on the rights of the child 0 0 0 0 0 0 1 0.43 0 0 0 0 0 0 1 0.66 

Article 8: Protection of identity 0 0 0 0 0 0 3 1.31 3 1.02 0 0 0 0 6 4.00 

Article 23: Right to special care for disabled people 0 0 1 1.12 0 0 0 0 0 0 0 0 1 0.67 2 1.33 

Article 28-29: Right to qualified education 0 0 0 0 0 0 2 0.87 0 0 0 0 0 0 2 1.33 

Article in the 

curriculum 
 0 0 1 1.12 0 0 6 2.63 3 1.02 0 0 1 0.67 11 7.33 

Right to 

protection 
Article 2: Prohibition of discrimination. 0 0 0 0 0 0 0 0 3 1.02 3 2.05 8 5.40 14 9.33 

Article in the 

curriculum 
 0 0 0 0 0 0 0 0 3 1.02 3 2.05 8 5.40 14 9.33 

Right to 

Participation 

Article 3: Making the best interests (requirements) of 

the child a primary consideration 
0 0 0 0 0 0 0 0 0 0 0 0 1 0.67 1 0.66 

Article 12: The right to express views freely in all 
matters affecting the child, to be given due weight, and 

to play an active role in decisions. 

0 0 0 0 0 0 2 0.87 11 3.76 4 2.73 5 3.37 22 14.66 

Article 13: Right to express views 0 0 1 1.12 0 0 0 0 11 3.76 3 2.05 1 0.67 16 10.66 

Article 14: freedom of thought, conscience and religion 0 0 0 0 0 0 1 0.43 1 0.34 0 0 0 0 2 1.33 

Article 15: Right to association and peaceful assembly 0 0 0 0 0 0 1 0.43 2 0.68 1 0.68 3 2.02 7 4.66 

Article 17: Access to mass media and other sources of 
information 

0 0 3 3.37 1 0.81 1 0.43 26 8.90 1 0.68 4 2.70 36 24.00 

Article in the 

curriculum 
 0 0 4 4.49 1 0.81 5 2.20 51 17.47 9 6.16 14 9.46 84 56.00 

Total articles 
 

5 5.31 9 10.11 7 5.69 19 8.33 62 21.33 18 11.64 30 20.27 150 13.40 
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Table 10 indicates that the curricula include a total of 150 learning outcomes related to 

children's rights. 84 (56%) of these outcomes are in the right to participation category, 41 (27.33%) are 

in the right to life category, 14 (9.33%) are in the right to protection category, and 11 (7.33%) are in 

the right to development category. 

When all of the curricula included in the study are examined, it is seen that the outcomes are 

associated most with the right to participation (56%). It was concluded that the curriculum with the 

highest amount of participation rights was the 2009 curriculum. The right to participate in the 2009 

curriculum mostly focused on the right to access sources of information (f=36), to be consulted on all 

matters of self-interest (f=22) and to express views (16). No outcomes were associated with the right 

to participation in the 1936 and 1948 curricula. 

When all of the curricula included in the study are examined, it is seen that the second 

category with which the outcomes are associated most is the right to life (27.33%). The right to life 

was associated most with the outcomes of the 1998 curriculum. The focus was on the right to engage 

in recreational activities (f=27) in this category. This is followed by the right to benefit from health 

services (f=6) and the right to benefit from social services (f=6).  

When all of the curricula included in the study are examined, it is seen that the third category 

with which the outcomes are associated most is the right to protection (9.33%). The highest number of 

outcomes regarding the right to protection category was determined in the 2018 curriculum. The only 

right associated with outcomes in this category is the prohibition of discrimination. These outcomes 

are included in the 2009, 2015 and 2018 curricula. 

When all outcomes included in the study are examined, it is seen that the Right to 

Development category was included least in the outcomes (7.33%). A total of 11 outcomes were 

identified in this area. The right that was included most in this category is protection of identity (f=6). 

It is followed by the right of the disabled child to special care (f=2), and the right to qualified 

education (f=2). It was concluded that the right to development was included most in the 1998 

curriculum. In the 1936 and 2015 curricula, however, no outcomes could be associated with this 

category. 

As for the extent to which children's rights were included in the curricula in general, they were 

included most in the 2009 curriculum (21.33%). The 2009 curriculum is followed by the 2018 

curriculum (20.27%), 2015 curriculum (11.64%), the 1948 curriculum (10.11%), the 1998 curriculum 

(8.33%), the 1968 curriculum (5.69%), and the 1936 curriculum (5.31%).  

 CONCLUSION, DISCUSSION AND RECOMMENDATIONS 

This study aims to examine Life Studies Curricula from the proclamation of the Republic to 

the present day in terms of children's rights. The document analysis revealed that children's rights have 

been included in Life Studies Curricula, albeit a little, since 1936. Of course, this has increased over 

the years, and the categories that are predominant in each curriculum differ.  

When the 1936 Life Studies Curriculum is examined, it is seen that only the right to life was 

included by 5.31%. When examined according to the grades, the right to life was included only in the 

first and second grades. As for the outcomes included in the right to life, it is observed that these 

outcomes contained only the right to rest and leisure, to engage in recreational and cultural activities. 

The 1936 curriculum is extremely important in that new pedagogical ideas and the Republican regime 

could be reflected in the curriculum (Şahin, 2009). When the 1936 curriculum is examined, it is seen 

that important historical events and national feelings such as patriotism and devotion to the homeland 

come to the fore (Atik and Aytaç, 2019). In this regard, it is expected that children's rights are included 

to a small extent in the 1936 curriculum. One of the most important reasons why the 1936 curriculum 

contained so few items is that developments regarding children's rights had only recently started to 
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come to the fore. It was observed that topics such as winter entertainment, new year, games etc. were 

added to the contents of the 1936 curriculum (Atik and Aytaç, 2009; Şahin, 2009). In this regard, it is 

quite significant that the right to life was included in the 1936 Life Studies Curriculum in the form of 

recreational and cultural activities in particular. Similarly, Kalender (2018) states in his study 

examining Life Studies Curricula in the context of the educational goals of the CRC that the 1936 

curriculum contained, albeit in a small number, elements related to entertainment. As a result, 

considering the outcomes and the data, it can be said that the right to life, which is the most 

fundamental right that can be granted to children, was attached importance in the 1936 curriculum 

while other rights remained in the background. 

It was found out that children's rights were included in the 1948 Life Studies Curriculum by 

10.11%.  Four outcomes matched the right to life, 4 matched the right to participation, and 1 matched 

the right to development. Compared to the 1936 curriculum, it is significant that the right to 

participation was particularly included in that curriculum. That is because the 1948 curriculum aims to 

get students to know their environment and to become aware of the nature in which they live. The 

1948 curriculum took its content from the environment and emphasized that teachers should teach the 

lessons in relation to nature. It was even stated that the outcomes in the curriculum could be ignored if 

they did not match the child's environment (Kalender, 2018). Therefore, the child plays an extremely 

important role in the creation of the content. Including the right to participation in the curriculum as 

much as the right to life enables the connection of the curriculum with the environment as well as 

learning through experience. 

The review of the 1968 Life Studies Curriculum revealed that the right to rest and engage in 

recreational activities, which is a part of the Right to Life category, was included in all grades in 

similar amounts like the previous curricula. However, since the 1968 curriculum included the right to 

participation only in one outcome, it can be said that the right to participation was included in a small 

amount compared to the 1948 curriculum. The 1968 curriculum was enacted in the 1968-1969 

academic year after a very long period of experimentation and planning. It is the curriculum that 

remained in force for the longest time, and it focuses on 5 basic skills: development of environmental 

awareness skills, civics, social relations, economic life knowledge and good life knowledge (Mala, 

2011; Gözütok et al., 2013). This period, together with the education-oriented developments in the 

world, was a period in which different understandings and approaches were on the rise. However, 

development towards children's rights were not included enough in the curriculum as they were not 

reflected in education. Kalender (2018) found that the 1948 curriculum included characteristics related 

to developing communication in the social environment (expressing views and establishing positive 

communication) more than the 1968 curriculum. The study conducted by Öztürk (2017) on Life 

Studies Curricula within the scope of the right to participation revealed that the right to participation 

was not directly included in the 1968 curriculum (Öztürk, 2017). However, Öztürk (2017) states that it 

was included in the 1968 curriculum particularly to emphasize participation of children in the planning 

of the learning process, but it was not reflected in the curriculum. All these results are consistent with 

the results of this study. In this context, it can be inferred that the 1968 curriculum is weak in terms of 

children's rights, especially the right to participation.  

The 1998 Life Studies Curriculum includes outcomes related to the rights to life, development 

and participation by 8.33%. Outcomes containing social rights started to be included in the curriculum 

as part of the Right to Life category. This result is consistent with the result of the study conducted by 

Kalender (2018). As for the right to development category, outcomes related to the protection of 

identity were included in the curriculum for the first time. The right to protection, as in previous 

curricula, was not included here. However, the 1998 curriculum is significantly different from the 

previous curricula in that the outcomes contained children's rights. This increase can certainly be 

interpreted as a reflection of the adoption of the United Nations Convention on the Rights of the Child, 

which was ratified in Turkey in 1995.  
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The rise that started in 1998 continued with a much more serious leap in the 2009 Life Studies 

Curriculum. The 2009 curriculum was created by few additions the 2005 curriculum. The 2009 

curriculum is a curriculum based on the concept of learning as well as students’ needs and role in 

learning. However, the curriculum is similarly based on constructivism. As for the learning outcomes 

of the 2009 curriculum, children's rights were included by 21.33% in the curriculum. The 2009 

curriculum includes children's rights more than all the other curricula. Studies examining Life Studies 

Curricula in terms of children's rights in Turkey reveal that the situation is similar in terms of the right 

to participation and educational purposes (Kalender, 2018; Öztürk, 2017). The study conducted by 

Ersoy (2011) states that most students learn children's rights in the life studies lesson, which can be 

regarded as a positive result of this. On the other hand, one of the findings reveals that the 2009 

curriculum is the curriculum that contains the right to participation most. Inclusion of the right to 

participation in the curriculum to such a great extent could have resulted from the fact that this 

curriculum is a child-oriented curriculum. In addition, the curriculum integrated social and sports 

skills with other outcomes and encouraged children to take part in more activities (Mala, 2011). One 

of the important aspects of the 2009 curriculum that differs from other curricula is that, for the first 

time, outcomes related to the right to protection were included in this curriculum. It is very important 

that the right to protection is included in the curriculum, although it is relatively low compared to the 

right to participation. The right to protection refers to protection of children from consequences of 

others’ dangerous decisions and from all forms of neglect, abuse, exploitation and discrimination 

(Alderson, 2000; Verhellen, 2015). Children can protect themselves more effectively if they have 

information about situations that may be experienced regarding the violation of the right to protection 

starting from early ages. Therefore, it is important to introduce children to protection rights within the 

education system, and the fact that they are included in the Life studies lesson only to a small extent is 

a matter that requires rectification.  

It is noteworthy that the emphasis on children's rights decreased in the 2015 Life Studies 

Curriculum. It was found that 11.64% of the outcomes in the curriculum included children's rights. 

The 2015 curriculum includes outcomes regarding the right to life, the right to protection and the right 

to participation, but the right to development was not included. It is stated that the decrease in the 2015 

curriculum could have resulted from the introduction of Human Rights, Civics and Democracy lesson 

for the fourth grade (Kalender, 2018). The 2018 Life Studies Curriculum, which is an edited version of 

the 2015 curriculum, included children's rights by approximately 21%. It was concluded that all 

categories were included in the 2018 Life Studies Curriculum but the right to participation was 

included more. It can be inferred that the shortfall in the 2015 curriculum was fixed at certain points.   

When all the Life Studies Curricula were examined together, it was concluded that the right to 

participation, the right to life, the right to protection, and the right to development were included by 

56%, 27.33%, 9.33%, and 7.33% respectively. The curriculum whose outcomes are most compatible 

with children's rights is the 2009 Life Studies Curriculum. It was also concluded that the right to 

participation was included most in the curricula. In his study examining primary school curricula, Uluç 

(2008) states that the principles of Life studies curriculum such as child centricity, active learning, and 

authenticity also coincide with the right to participation articles. However, the study has revealed that 

the right to participation has been included in the curricula especially since the 1998 curriculum. 

Öztürk (2017) states that expression of opinions by students was implicitly included in the 1968 

curriculum whereas the right to participation was directly included. As for the distribution of 

participation rights within the curriculum, there was a slight decrease in the 2015 curriculum while 

they were included more in the 2018 curriculum. However, studies on child participation indicate that 

participation is not adequately included. For example, Kılıç (2017) investigated the extent to which 

children's rights to participation were realized in a primary school with high quality in terms of 

children's rights. As a result, it was concluded that the level of direct participation of children was 

quite low, and that child participation was not taken into account even while building playgrounds at 

schools. Urfalıoğlu (2019) found that children's participation and participation in arrangement of 

learning and teaching activities aimed at ensuring environmental protection and sustainability were not 

at the desired level. In this respect, it can be said that participation needs more regulations for 



International Journal of Progressive Education, Volume 17 Number 2, 2021  

© 2021 INASED 

190 

implementation even though we have come across participation as a positive situation in outcomes 

especially in recent years.  

The right to life is the second most popular category among the learning outcomes of the 

curricula. Although this category came after participation, it was included in similar amounts in all the 

curricula that were examined. The right to life is also the most fundamental element of human rights 

and can be considered a prerequisite for the realization of all rights. In this sense, it is important that 

all the Life studies lessons from past to present require children to have the right to life as well as the 

awareness of living. However, it was found that most of the outcomes were associated with this 

article, which focused more on the right to rest and leisure, to engage in cultural and recreational 

activities. It can be said that the right to protection is included in the curricula to a small extent. The 

outcomes regarding the right to protection were included only in the 2009, 2015, and 2018 curricula. 

All of these outcomes focus on “prohibition of discrimination”, i.e. protecting the child from all kinds 

of discrimination. Merey (2012) examined the social studies curriculum and concluded that the right to 

protection was not included at the primary school level. However, the right to protection refers to 

protection of children from all kinds of neglect and abuse (UNICEF, 2009). In order to achieve this, 

children need to be more familiar with the contents of their right to protection through courses such as 

Life studies and Social Studies. An important contribution of the right to protection is towards children 

who are forced to leave their birthplace for various reasons. It is observed that migrant children who 

attend educational institutions are also unable to adapt to school or are subjected to ostracizing both 

because they do not speak Turkish and because of family attitudes (Uzun and Bütün, 2019). The Life 

studies lesson is an effective lesson that can contribute to adaptation of these children. For this reason, 

it may be effective to make regulations regarding the Right to Protection category in curricula taking 

into account both the migration situation in the country and the cases of child abuse. It was concluded 

that the right to development was included least in the curricula. In this study, the right to development 

refers to guidance provided for the child’s parents, the right of the child to have his/her identity 

registered and be raised by his/her parents, adoption, special care for disabled children, and raising 

children in environments that can support healthy development of children. This also includes the right 

of children to be enabled to develop, informed of their rights, and to receive qualified education. 

However, the study revealed that children’s right to development, including informing them of 

children's rights, was included only to a small extent.  

When the findings of the research were evaluated in general, it was concluded that children's 

rights began to be included, albeit to a small extent, in Life Studies Curricula with the right to life in 

1936. It can be said that the right to participation and development began to take place in curricula 

since 1948 to a small extent, and that children’s rights have become more visible in curricula with the 

ratification of the CRC since 1998. On the other hand, it was concluded that the 2009 curriculum, 

which was revised due to the changes made in 2005, was the curriculum that included children's rights 

most. It can also be said the right to protection began to take place in curricula in 2009. Lastly, 

although they had a small decrease in the 2015 curriculum, children's rights were included in the 2018 

curriculum in a similar amount to the 2009 curriculum. However, results of studies that focus on the 

practices related to children's rights show that there are some difficulties regarding the reflection of 

children's rights on education (Kılıç, 2017; Urfalıoğlu, 2019). Moreover, study results indicate that 

children's rights are a part of education and have many positive effects Howe and Covell (2011) 

demonstrated that implementing a curriculum based on rights, respect and responsibility increases 

participation, supports adoption of citizenship values, decreases peer bullying, and creates a more 

positive school environment. Çarıkçı (2019) determined that curricula containing children's rights raise 

awareness of children's rights. For this reason, it is important to make children's rights more visible 

and emphasize them more in curricula. On the other hand, documents on how children's rights will be 

addressed and reflected in the classroom environment can be prepared or sharing good examples can 

be supported. In addition, when the data obtained so far is evaluated as a whole, it is observed that 

categories related to children's rights are concentrated in certain articles. The right to participation, for 

example, mostly focuses on expressing oneself and sharing opinions freely. This may result in children 

developing a limited perspective on children's rights. However, there are no outcomes for children's 
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rights or the introduction of the CRC in the 2018 Life Studies Curriculum which is in effect. In this 

sense, it can be emphasized that special attention should be paid to inclusion of children's rights in 

curricula with different dimensions during the preparation phase of curricula. Again, when considered 

in terms of the outcomes, the right to development and the right to protection are ignored compared to 

other categories. For example, the right to protection in general includes protection from violence and 

all forms of abuse, but it was included among curriculum outcomes only after 2005 through 

prohibition of discrimination. Especially the right to protection should be included more 

comprehensively in curricula.  
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Abstract 

This study aims to first investigate the effect of the extreme response style (ERS) which could lead to 

an attitude-achievement paradox among the countries participating in the Trends in International 

Mathematics and Science Study (TIMSS 2015), and then to determine the individual- and country-

level relationships between attitude and achievement by adjusting the effect of ERS. For the sample of 

this correlational study, 500 students were randomly selected from each of the 15 countries that 

participated in TIMSS 2015. The differences in the ERS tendency of the countries were determined by 

performing MANOVA. To determine the effect of ERS, two different multidimensional item response 

theory (MIRT) models were used: one did not include the ERS trait as a dimension while the other 

included this trait as a dimension. The results were analyzed with Latent GOLD 5.1 and WinBUGS 

software. To determine the relationship between attitudinal variables and achievement, the correlation 

values based on the observed scores and MIRT models were obtained. Whether there was any 

significant difference between these correlation values was determined by Fisher's rz transformation. 

The findings of this study were as follows: (a) the model in which the ERS trait was included as a 

dimension best fit the data and (b) the correlation values based on the observed scores were negative 

and those based on the MIRT models were positive, with the two statistically differing from each 

other. ERS is one of the factors causing the achievement-attitude paradox; however, it not sufficient to 

explain this paradox. 
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INTRODUCTION 

In addition to providing cognitive data related to science and mathematics achievement, the 

Trends in International Mathematics and Science Study (TIMSS) also provides data on non-cognitive 

variables (attitude, perception, interest) through questionnaires in different formats presented to 

students, teachers, parents, and school administrators. There are a large number of international survey 

studies and publications that used the results of the TIMSS applications, in which attitudes were 

addressed as one of the non-cognitive constructs and the differences in attitudes associated with the 

achievement of the students were explored in international comparisons. These studies also shed light 

on the differences in attitudes and values between different cultures. 

Some of the international comparison studies (Kadijevich, 2008; Marsh, Trautwein, Lüdtke, 

Köller & Baumert, 2005) investigating the relationship between attitudes and achievement indicate 

that students with high success in a subject matter tend to exhibit positive attitudes toward the related 

course, while others (Buckley, 2009; Van de Gaer & Adams, 2010) emphasize that students' attitudes 

toward a course are negative despite their high achievement. A negative relationship between attitude 

and achievement has been observed in international comparison studies using the data obtained from 

TIMSS, International Student Assessment Program (PISA), and the Progress in International Reading 

Literacy Study (PIRLS). As opposed to motivation theories, such as expectancy-value theory 

(Atkinson, 1957), which emphasize that there is a positive relationship between attitude and success, 

the direction of this relationship varies according to the individual or group level. In other words, there 

may be a positive relationship between students’ attitudes and achievement within one country while a 

negative relationship may be observed between different countries (Van de gaer, Grisay, Schulz & 

Gebhardt, 2012). Therefore, the use of the correlations obtained at the individual and group levels 

interchangeably decreases the validity of the results obtained from research (Robinson, 1950). 

In the literature, the fact that the relationship between attitude and achievement is positive 

within a country and negative between different countries is defined as an achievement-attitude 

paradox (Van de et al., 2012). One of the main reasons for this paradox is the possible response style 

differences between countries (Buckley, 2009). Since Cronbach developed the concept of response 

style 1941, this style has become the focus of much attention, in terms of the "tendency to 

systematically respond to the questionnaire items regardless of the content of the item" (Paulhus, 1991, 

p.17). The response style of individuals causes various psychometric problems in the data (Bolt & 

Newton, 2011). More specifically, it reduces the validity of test scores by causing systematic errors in 

the test scores of individuals with the same level of knowledge or similar attitudes or personality traits, 

leading to differences in scores (Cronbach, 1946). Conversely, individuals with the same raw score are 

considered to be at the same level in terms of the substantive trait to be measured. For example, 

assuming that two respondents (A and B) respond to eight items measuring extraversion, and these 

items have five response categories ranging from 0 to 4. If respondent A chooses the extreme 

responses of each item and displays a response pattern of 0-4-0-4-0-4-0-4, and respondent B chooses 

only the midpoint of response categories for each item and displays a response pattern of 2-2-2-2-2-2-

2-2, these two respondents would obtain the same raw score of 16.  If the raw score alone is taken into 

consideration, both A and B would receive the same level of extraversion. However, this raises the 

question of whether these two scores really mean the same. Do they both represent the level of 

extraversion, or rather do they indicate two different response styles (an extreme and a midpoint 

response style)?  

Response styles threaten the validity of research results in two ways (Baumgartner and 

Steenkamp, 2001). The first is by affecting the univariate distribution of the variable discussed in the 

research. Specifically, it causes errors in the mean and variance of the scale scores. Therefore, when 

the effect of response style is not controlled, false results may be obtained from comparative tests, 

such as the t-test and F-test (Cheung & Rensvold, 2000). When this situation is considered especially 

in the context of international comparative studies, the differences in the substantive trait can be 

misinterpreted due to the differences in the countries' own response styles. Therefore, studies that do 
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not take bias into account due to response styles in cross-cultural studies may make biased inferences 

about the mean difference in attitude scores between groups (Harumi, 2011). In other words, the 

differences observed in attitude scores can be interpreted as differences in the measured substantive 

trait although there are differences in response styles. Another situation in which response styles 

threaten validity is related to their effect on multivariate distribution. In particular, they lead to 

obtaining biased results from Cronbach's alpha, regression analysis, factor analysis, and structural 

equation modeling by distorting the correlation between variables (Reynolds & Smith, 2010). 

In the literature, it has been stated that there are various response styles that negatively affect 

the validity of test scores. This study investigated the effects of the extreme response style (ERS), in 

which the tendency is to respond at one of the two extremes of the response scale (Baumgartner & 

Steenkamp, 2001). The reasons for examining ERS were: (i) lack of response categories due to the 

four-point Likert type of scales used to measure students’ attitudes in TIMSS 2015 applications, (ii) 

the variance in individuals' responses being explained more than the variance in other response styles 

(De Jong, Steenkamp, Fox & Baumgartner, 2008), (iii) the effect of ERS being more reliably 

controlled by various methods (Engle, 2016), (iv) frequent expression of differences in exhibiting 

extreme response styles in intercultural comparisons, and (v) differences in educational achievement in 

relation to ERS (Lu & Bolt, 2015).  

In the literature, the frequently recommended methods to determine the effect of ERS are 

based on Ad Hoc Extreme Response Style Measures and latent trait models. In the former, the ERS 

index is formed by using the frequency of responses of individuals in the extreme categories of the 

response scale or the standard error of item scores. The literature contains research that involves 

constructing an ERS index, determining whether there is a difference between the variables by 

performing variance analysis (Bachman, O’Malley & Freedman-Doan, 2010; İlgün Dibek, Yavuz & 

Çokluk Bökeoğlu, 2018), and examining the relationship between individual-level response styles and 

country-level characteristics using regression models (Harzing, 2006) and hierarchical linear models 

(Baumgartner & Steenkamp, 2001; Johnson, Kulesa, Llc, Cho, & Shavitt, 2005). 

Research studies using classical methods (ad-hoc ERS measures, regression, or hierarchical 

linear models) have assumed a linear effect of response styles on bias in individuals' scale scores. In 

addition, these methods are inadequate to determine the extent to which the different levels of the 

substantive trait to be measured correlate with the created response style indices, and whether the 

actual measured property of the responses given at the ends is related to the end limits of the 

substantive trait itself or response styles. In addition to these classical methods, various families of 

stochastic models have been proposed to measure response styles in psychological assessments with 

Likert response formats.  In research using latent trait models, it is not necessary to create an ERS 

index based on descriptive statistics. It has been seen that some of these studies (Cheung & Rensvold, 

2000) perform confirmatory factor analysis (CFA) and some perform latent class analysis (LCA). 

However, since CFA models adopts a linear approach to the effects of response styles on responses to 

items, it is insufficient in determining non-linear effects. Therefore, while it can be used to study 

acquiescence response styles (Billiet and McClendon, 2000), it is not the preferred method of 

determining ERS. In the literature, when the studies examining the response styles with latent class 

analysis are examined, it is seen that they take the measurement level of ERS categorically. Some of 

these studies (Moors, 2004; van Rosmalen, van Herk, & Groenen, 2010) perform latent class 

multinominal logistic models while others (Eid & Rauber, 2000) analyze ERS with latent class mixed 

models. However, there are several limitations to the use of LCA in determining response styles. First, 

the response style is considered as a categorical variable; however, in the psychology literature, 

response styles are often seen as a continuous variable (Greenleaf, 1992a; Prediger, 1999). Another 

limitation is that the scores cannot be purified from the effect of the response style. Therefore, it is not 

a useful method for correcting the ERS bias on the substantive trait of measurement (Bolt & Johnson, 

2009). 



International Journal of Progressive Education, Volume 17 Number 2, 2021 

© 2021 INASED 

197 

In determining response styles, the Multidimensional Item Response Theory (MIRT) model is 

used because of the limitation that the previously proposed methods cannot account for the 

simultaneous influence of the substantive trait and the response style on the selection of response 

categories.  As one of the latent trait models, MIRT is used to model the relationship between two or 

more latent variables and the response to an item (Reckase, 2009). In this context, MIRT evaluates the 

response style statistically as another psychological dimension which has an effect on the individual's 

response and analyzes it together with the effect of the substantive trait. In MIRT models, the 

probability of selecting the k-response category of an item j at an ability level of θ1, θ2 ,,,, θn is 

determined as follows (Bolt & Johnson, 2009): 

 (    |      )   
   (                   )

∑    (                   )
 
   

                                                              (1) 

where  

a: category slope of parameter of item j 

c:  intercept parameter 

θ1: substantive trait parameter;  

θERS: trait related to extreme response style 

In order to model the response style, constant value constraints are applied to the category 

slope parameters along the items. For example, in a seven-point Likert type, in order for θ1 to be 

interpreted as the substantive trait to be measured and θERS as the trait of the extreme response style, 

for θ1, the “a” parameters of the response categories of all items are fixed to the values -3, -2, -1, 

0,1,2,3 while for θERS, these values are fixed to the values 3, -1.2, -1.2, -1.2, -1.2, -1.2, 3. It should be 

noted that the response categories, which are symmetrical to each other, are fixed to the same value by 

absolute value and  ∑         is for each item j (Lu & Bolt, 2015). 

In the literature, there are also studies involving the response styles with MIRT models. Of 

these studies, Bolt and Johnson (2009) used MIRT to determine and control the impact of ERS on 

individuals' motivation to smoke and the status of items’ differential item functioning (DIF). The 

researchers stated that the effect of extreme response style also changed according to the level of 

motivation to smoke, and that the corrected scores of the individuals differed from the uncorrected 

scores according to the response style. In another study, the same researchers described how to use the 

multidimensional multinomial logit item response model to explain that this model was effective when 

the trait related to the response styles and the substantive trait to be measured were related to each 

other.  

Extending a previous study (Bolt and Johnson 2009), Bolt and Newton (2011) analyzed the 

responses to multiple scales of American students participating in PISA 2006 in order to better predict 

the effect of ERS with the model developed by the researchers. At the end of the study, they found that 

the effect of ERS could be better predicted using multiple scales. 

Lu and Bolt (2015) aimed to determine the role of ERS in the attitude towards science scores 

of students participated in PISA 2006. To this end, he included each variable related to attitude 

towards science and ERS into MIRT model separately in a multi-level context in order to determine 

and correct the impact of ERS on the responses of the countries participating in PISA 2006 to the 

attitude scales. The final outcome was that ERS had a negative effect on the attitudes towards science 

of the students having a high level of achievement at the country level. However, due to the 

complexity of the models the researchers could not include all attitudinal variables and ERS into the 

models at the same time, which may distort the results. 
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Although these studies using the MIRT model largely seem to compensate for the 

shortcomings of the other methods in terms of predicting the effect of ERS, these studies are 

insufficient to examine the effect of response styles in a multi-level context. Therefore, in order to 

contribute to filling the gap in the field of education and make more valid inferences, in this study, a 

multi-level MIRT model was used because it provides the opportunity to determine and correct the 

effect of ERS. In addition, intercultural comparison research and theories (Bandura, 1994; Marsh, 

Trautwein, Lüdtke, Köller & Baumert, 2005), which indicate that there is a positive relationship 

between the student's attitude toward a course and their success in that course, do not take into account 

the differentiation of each school system in a social, economic and cultural manner. Therefore, these 

studies and theories fail to explain the relationship between achievement and attitude and the change in 

the direction of this relationship from one country to another (Shen & Tam, 2008). In this context, the 

country-level comparison of the relationships between students' achievements and their perceptions 

and attitudes with multilevel analyses goes beyond the theories providing information at the individual 

level (e.g., motivation theories and self-efficacy theories). Therefore, the results of this study are 

valuable in terms of understanding the country-level relationships between achievement and attitudes, 

yielding a valid interpretation of these relationships. In this respect, it is considered that the results 

obtained from the research will assist in explaining the negative relationship between attitude and 

success at the country level. In addition, although various methods are used to control the effect of the 

response style PISA 2015 (OECD,  2017), which is one of the large-scale applications that take into 

account the results of the studies where various secondary analyzes are made by making use of its 

data, there is no information about this situation in TIMSS applications.  In the light of this 

information, regarding the students from countries that participated in the TIMSS 2015 application and 

displayed an attitude-achievement paradox, the responses to the following research questions were 

sought in this study: 

a) How do the two models, one including ERS and the other excluding ERS as a dimension, 

fit the data related to the responses of the students to the attitude scales? 

b) How does the relationship between mathematics achievement and unadjusted and 

ERS-adjusted attitude scores vary at both individual and country levels? 

c) Is there any significant difference between the correlation coefficients indicating individual-

level and country-level relationships between mathematics achievement and unadjusted and ERS-

adjusted attitude scores? 

METHOD 

Research Model 

This study aimed to determine the effect of ERS which might cause an attitude-success 

paradox among the countries participating in the TIMSS 2015 application and examine the 

relationship between attitude and mathematics achievement by correcting the effect of ERS on the 

attitude scores of eighth-grade students in different countries. In this context, it was a correlational 

study. 

Population and Sample 

The sample of the present study consisted of eighth-grade students from the countries 

participating in TIMSS 2015 and displaying the attitude-achievement paradox. The reasons for the 

selection of eighth-grade students participating in TIMSS 2015 were as follows: (i) students at this 

grade level are in a transition period from secondary school to high school, where the knowledge and 

skills required to be acquired in the mathematics curriculum differ greatly (Rodriguez, 2004) and (ii) 
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fourth-grade students are not aware of their attitudes and cannot evaluate themselves effectively 

(Harter, 1999). 

This study aimed to represent the pattern of the relationship between attitude and achievement 

in country selection among all countries participating in TIMSS 2015. To achieve this, students who 

do not like mathematics, are not confident in mathematics and do not value mathematics were 

selected. Based on the students’ mathematics achievement scores, the countries were classified as 

those with high mathematics achievement but low attitude scores, those with moderate mathematics 

achievement and attitude scores, and those with low mathematics achievement but high attitude 

scores. A total of 15 countries, five countries representing each category, were included in the sample: 

Singapore, Republic of Korea, China-Taiwan, Hong-Kong, Japan, Sweden, Italy, Malta, Australia, 

Norway, Turkey, Chile, Kuwait, Egypt, and Saudi Arabia. Then, the missing values in the data set of 

each country were deleted and 500 sub-samples from each country were randomly selected. 

Data Collection Tools 

A student questionnaire and mathematics achievement test were used as data collection tools. 

In the student questionnaire, for the countries in which the students have higher mathematics 

achievement, the percentage of students who have negative attitudes in terms of students’ liking of 

learning mathematics, self-confidence in mathematics, and valuing mathematics  was higher than that 

of other countries where students have low mathematics achievement. Therefore, the scales of these 

variables were used in the present study. Each of the items in these scales has four response categories 

listed as “1” indicating "strongly agree” and "4" indicating “strongly disagree". 

The Cronbach's alpha reliability coefficients obtained from the selected countries ranged 

between .70 and .96 (Martin, Mullis, Hooper, Yin, Foy & Palazzo, 2016). The reliability coefficients 

greater than .70 indicate that the scores obtained from the scales are reliable (Fraenkel & Wallen, 

2006). In the study, the scores of eighth-grade students regarding mathematics achievement were 

obtained from the mathematics achievement tests applied in TIMSS 2015. In this study, as in similar 

studies (e.g., Buckley, 2009), the mean of five plausible values was used to represent students' 

mathematics achievement. 

Data Analysis 

The missing values  for each country were deleted from the data set considering the number of 

individuals in the sample and the fact that multiple assignments would affect the individual's extreme 

response style scores. Since the response categories of the items in the scales were ordered in a way 

that a high score obtained from the item represented a negative attitude toward mathematics, reverse 

coding was undertaken for the items reporting positive attitude. Considering the time taken for the 

analysis in terms of the processor speed and memory of the computer, 500 sub-samples from each 

country's data set were selected randomly to avoid the complexity of analyses and to maintain an equal 

number of students in the samples. To determine whether the 500-sub-sample adequately represented 

the sample of the countries, the correlation values between the achievement scores and the scale mean 

scores of the sub-sample and the sample were examined. The correlation values between the related 

variables in the sub-sample and the correlation values between the variables in the whole sample were 

found to be similar, which is accepted as an indicator of the representation of the sub-sample. 

For the first sub-goal of this study, two different models were developed with certain 

limitations. The first (basic) model consists of three dimensions: liking of learning mathematics ( L), 

self-confidence in mathematics ( C), and valuing mathematics ( V), which are dimensions related to 

the attitude to be measured. In the first model, the response category curve parameters (ajkm) were 

fixed to equally spaced values (-3, -1, 1, 3) for each dimension. In the second model, as opposed to Lu 

and Bolt (2015), the fourth dimension ERS bias ( ERS) was also included. Otherwise,including only 
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one attitudinal trait and one ERS trait at one time can cause a loss of information on the estimation of 

ERS ,which yield to biased estimation on the attitudinal trait. The category curve parameters for the 

fourth dimension were fixed to “1, -1, -1 and 1 for all items in the scales. Then, in order to determine 

the model that better fit the data, the model fit statistics for the models were obtained using the Latent 

Gold program (Vermunt & Magidson, 2008). The model-data fit is determined based on various model 

fit indices (the Bayesian information criterion- [BIC], Akaike information criterion [AIC], Akaike 

information criterion 3 [AIC3], and consistent Akaike information criterion [CAIC]). The lower values 

of these information criteria indicate a better fit (Vermunt & Magidson, 2005). 

For the second sub-goal of the study, to determine the uncorrected and corrected attitude 

scores, firstly, the parameters of the items and individual related to the attitudinal dimensions and 

response style were estimated. For this purpose, a two-stage estimation process was undertaken using 

a multilevel MIRT model. In the first stage, the intercept parameters of the items in the scales were 

estimated with three-dimensional and four-dimensional models. Latent Gold was used to estimate the 

item parameters. In the second stage, using the estimated item intercept parameters for the cases where 

the effect of ERS was and was not taken into account, the attitude values of the students were 

estimated using the estimated parameters of the items. At this stage, theta value  ERS was not included 

in the model while estimating the uncorrected attitude scores of individuals with the three-dimensional 

model. In addition, the relationship between the attitudes and achievements of the countries was 

determined using mean achievement scores at the country level for the cases where the ERS was not 

controlled and controlled separately. At this stage, analysis was carried out using the WinBUGS 

(Spiegelhalter, Thomas & Best, 2004) software and the Markov Chain Monte Carlo (MCMC) method. 

Similar studies were examined to determine the number of iterations required for the 

convergence of the parameter to not be affected by the initial values. In these studies, iterations were 

found to vary between 2000 and 10000. Therefore, in this study, as suggested by Gelman and Rubin 

(1996), a single chain was used and 8,000 iterations were performed for both models depending on the 

capacity of the computer where the analyses were performed. As suggested by Geyer (1992), 2% (160) 

of these iterations were used in the burn-in period to reduce the effect of initial values on posterior 

values.  

It was examined whether the Markov chain converges in deciding the adequacy of the number 

of iterations and the accuracy of the parameter estimation. Time series graphs (Sinharay, 2004) and 

Monte Carlo (MC) errors (Ntzoufras, 2009), which are frequently employed to evaluate convergence 

in MCMC, were used. MCMC simulations performed for the countries participating in TIMSS 2015 

did not show irregularity and convergence was achieved in the time series graphs.  

In addition, the fact that MC errors were less than .05 (Ntzoufras, 2009) shows once again that 

convergence was achieved. After determining the corrected and incorrected attitude scores of eight-

grade students in the countries participating in TIMSS 2015 according to the effect of ERS, the 

relationships between mathematics achievement and these latent trait scores and the observed scores 

were determined. In order to determine the within-country relations between the variables related to 

mathematics achievement and attitude toward mathematics based on the observed scores, firstly the 

mean of the scale scores of different attitude scales of the individuals in each country was calculated 

and four different values of each country (mathematics achievement score, mean scale scores for the 

liking of learning mathematics, self-confidence in mathematics, and valuing mathematics) were 

determined. It was then checked whether these values from 15 countries were normally distributed. 

Since the sample size was less than 35, the results of the Shapiro-Wilk normality test were considered 

(Shapiro & Wilk, 1965). Accordingly, it was determined that the country-level mean mathematics 

achievement scores of the selected countries were not normally distributed (p = .03). Therefore, the 

Spearman rank differential correlation coefficient (rs), which is one of the non-parametric correlation 

coefficients, was calculated to determine the relationship between the observed scores of attitude-

related variables and mathematics achievement. At this point, the observed points were utilized. In 

addition, in order to determine the effect of controlling ERS on the relationship between attitude 
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toward mathematics and mathematics achievement at the country level, three and four dimensional 

models were analyzed by WinBUGS and correlation values were obtained. Since the three-

dimensional and four-dimensional models were in the common latent trait metric (Lu & Bolt, 2015), 

the correlation values obtained from the three-dimensional model at the country level were considered 

as a baseline to compare the correlation values obtained with the four-dimensional model.  

Concerning the third research question, to determine whether there was a significant 

difference in the correlation values between the observed scores of attitude-related variables and 

mathematics achievement, and the correlation values obtained with the three-dimensional model and 

the four-dimensional model,  MedCalc 18.2.1 (MedCalc Software bvba) (2018) was used. This 

program basically converts the correlation coefficients (r) to the z score. This transformation is called 

Fisher’s r to z transformation. In this analysis, the z observed score is determined at the next stage. In 

this analysis, the z observed score was determined to be higher or lower than the critical value at the 

.05 level, showing whether the correlation coefficients significantly differed. 

RESULTS 

Two different MIRT models were analyzed to determine the data fit of the models with and 

without ERS as a dimension. In this respect, the three-dimensional model including only attitudinal 

variables, such as liking of learning mathematics, self-confidence in mathematics, and valuing 

mathematics as dimensions and the four-dimensional model including ERS as a separate dimension 

were analyzed separately, and various model-data fit indices were obtained. 

Table1. Model Comparison 

Models 
Fit Indices 

LL BIC AIC AIC3 CAIC L² P 

Three-dimensional 

Model -209522.32 419820.91 419218.64 419305.64 419907.91 286174.19 7.7e-54656 

Four-dimensional 

Model -196641.21 394094.39 393464.43 393555.43 394185.39 260411.98 1.5e-49216 

 

As shown in Table 1, the model fit index values estimated by the four-dimensional model 

were lower than those estimated by the three-dimensional model. Since lower values of model fit 

indexes indicate a better fit (Vermunt & Magidson, 2005), it was found that the four-dimensional 

model best fitted the data, showing that the effect of ERS on individuals' responses to items existed. In 

this case, when the effect of ERS was taken into consideration, the true values of the latent trait levels 

of the students' attitudes were more accurate and clear. At the same time, the limitations applied to the 

item response categories of the attitudinal traits and ERS in the four-dimensional model contributed to 

the increase of model-data fit. The within-country correlation values between the students' corrected 

and uncorrected attitude scores and mathematics achievement according to the effect of ERS are given 

in Table 2. 

Table 2. Within Country Correlation Values 

Countries Liking Learning Mathematics Self-confidence in 

Mathematics 

Value on Mathematics 

 a b a b a b 

Singapore .28 .33 .39 .50 .11 .22 

Republic of Korea  .41 .47 .50 .63 .39 .42 

China-Taiwan .44 .49 .51 .63 .35 .41 

Hong-Kong .32 .32 .37 .44 .19 .25 

Japan .35 .39 .44 .54 .22 .28 

Sweden .42 .46 .63 .68 .19 .28 

Italy .36 .38 .52 .57 .19 .25 

Malta .29 .32 .41 .50 .11 .22 



International Journal of Progressive Education, Volume 17 Number 2, 2021  

© 2021 INASED 

202 

Australia .29 .35 .50 .60 .19 .27 

Norway .37 .42 .61 .66 .20 .28 

Turkey .19 .23 .52 .59 .11 .15 

Chile .19 .26 .45 .53 .13 .21 

Kuwait .20 .23 .33 .44 .18 .27 

Egypt .24 .33 .37 .50 .14 .30 

Saudi Arabia .28 .25 .39 .54 .11 .26 

a = Correlation value for the relationship between non-corrected attitude score and mathematics achievement, b 

= Correlation value for the relationship between corrected attitude score and mathematics achievement 

 

In Table 2, the within-country correlation values for the relationship between the uncorrected 

and corrected attitude scores of the students with the mathematics achievement for each dimension are 

shown to be similar to each other with increment in addition to being positive. In other words, the 

students who had positive attitudes toward mathematics had a higher level of mathematics 

achievement in both cases (where the effect of ERS was not controlled and controlled).  

To determine whether the increment in correlation is significant or not, the p values obtained 

from Fisher's z transformations were performed. The results about these transformations were given in 

Table 3. 

Table 3.Differences between the Within-country Correlations of the Uncorrected and Corrected 

Attitude Scores of Countries with the Mathematics Achievement 
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As can be seen from Table 3, in general,  there is a significant difference between the 

correlation scores of the uncorrected and corrected attitude scores regarding confidence in 

mathematics with  mathematics achievement of students in the countries participating in TIMSS 2015 

(p<.05). 

 The between-country correlation values between the students' corrected and uncorrected 

attitude scores and mathematics achievement according to the effect of ERS are given in Table 4. 

Table 4. Between-Country Correlation Values 

Variable Pair 

Correlation Value 

based on Observed 

Scores (rs1) 

Correlation value obtained 

from three-dimensional model 

Correlation value 

obtained from four-

dimensional model 

Achievement-Liking -.59 .08 .15 

Achievement- Confidence -.74 .04 .19 

Achievement-Value -.65 .01 .13 

Achievement-ERS - - -.09 

 

Table 4 reveals that the correlation bases on the observed score were negative and those based 

on the MIRT models were positive. For example, there is a significant negative relationship between 

mathematics achievement and liking of learning mathematics at the country level (rs1 = -.59, p < .01); 

thus, the students with high mathematics achievement tended to dislike mathematics. On the other 

hand, according to the country-level correlation value of the estimated scores according to the three-

dimensional MIRT model, a positive low-level relationship was found between these students' math 

achievement and their attitudes regarding their liking of learning mathematics. Similarly, according to 

the country-level correlation value of the four-dimensional MIRT model, which took into account the 

effect of ERS, a positive correlation was found between mathematics achievement and students' liking 

of learning mathematics. The change in the estimation of the correlation values at the country level 

according to different models was observed in other dimensions related to attitude as well. 

The results of Fisher's rz transformation to determine whether there was a significant 

difference in the country-level relationships between mathematics achievement and the uncorrected 

and corrected attitude scores according to the effect of ERS are presented in Table 5. 

Table 5. Differences between the country-level correlations 

Correlation value pairs Dimension z p 

a-b 

Self-confidence -3.40 .01* 

Liking -2.63 .01* 

Value -2.75 .01* 

a-c 

Self-confidence -3.43 .01* 

Liking -2.64 .01* 

Value -2.81 .00* 

b-c 

Self-confidence -.61 .54 

Liking -.06 .95 

Value -1.16 .24 

*significant at .05, a = Correlation value based on the observed scores, b = Correlation value based on the scores 

obtained from the three-dimensional MIRT model, c = Correlation value based on the scores obtained from the 

four-dimensional MIRT model 

 

Table 5 shows the statistically significant difference between the correlation values based on 

observed scores, showing the relationship between mathematics achievements and the attitudinal 

variables at the country level and the correlation values predicted by the MIRT models (p < .05). 
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However, no statistically significant difference was found between the correlation values showing the 

relationship between mathematics achievement and each variable determined based on the scores 

predicted by the three-dimensional MIRT model and the correlation value obtained from the four-

dimensional MIRT model. 

When the findings obtained from this study using Likert-type scales based on self-statements 

of the students were evaluated as a whole, ERS was effective in the students' responses and the effect 

of ERS on the students' attitudes also affected the direction and level of their relationship with the 

achievement of the students. 

DISCUSSION, CONCLUSION AND SUGGESTIONS 

This study aimed to determine the effect of extreme response style on students' attitudes in 

international assessments and the role of this effect on their relationship between mathematics 

achievement and attitudes toward mathematics. Compared to Bolt and Johnson (2009), Bolt and 

Newton (2011) and Lu and Bolt (2015), the present study added a multilevel structure to the MIRT 

model by including all attitudinal variables and ERS at one time and implemented it with the data 

regarding attitude toward mathematics obtained from TIMSS 2015 assessment where students are 

nested in countries. In this respect, the three-dimensional MIRT model in which the effect of ERS was 

controlled and the four-dimensional MIRT model which included the effect of ERS were analyzed, 

and based on these models, the students' uncorrected and corrected attitude scores were determined 

according to the effect of ERS. The correlations of attitude scores with mathematics achievement were 

examined at the individual and country levels. 

As a result of the analysis of the three- and four-dimensional MIRT models, it was concluded 

that ERS had an effect on the students' responses to the items related to attitude due to the better fit of 

the four-dimensional model with the data. A similar finding was also found in the study which 

examined the role of ERS in the responses of students from the United States participating in PISA 

2006 (Bolt & Newton, 2011). In their study, it was stated that the model in which ERS was considered 

as a separate dimension better fit the data. This shows that ERS has an impact on students' responses 

in large-scale applications involving students from various cultures, such as TIMSS and PISA. There 

are several reasons for the effect of ERS in this study, which uses data from a large-scale application, 

such as TIMSS, where certain standardized test and scale development steps are followed and the 

validity and reliability of the scores of instruments are established. For example, students come from 

different community structures (Hosftede, 2001). More specifically, when the countries categorized 

according to their achievement and attitude scores are classified in terms of the dimensions of the 

society stated by Hofstede (2001), it can be stated that the countries in the 1st and 3rd groups are more 

collectivistic and have a high power distance, and the countries in the 2nd group are more 

individualistic and less in power. Group dependence, interpersonal relationships and group solidarity 

are important for individuals living in collectivist cultures, since these individuals determine their 

behavior and attitudes according to norms or demands of society (Hofstede, 2001). On the other hand, 

those living in an individualist society have more control over their actions, can take responsibility for 

their actions, and tend to compete more than cooperate. In this context, in an individualist society, 

people tend to have more extreme reactions (Johnson et al., 2005), while individuals in collectivist 

cultures tend to react at a medium level in order to achieve cohesion in society (Smith, 2004). 

One of the factors affecting the different response styles of cultures is power distance. It is the 

degree to which powerless individuals in a society accept and expect that power is not evenly 

distributed (Hosftede, 2001).  In societies with high power distances, the idea that inequality is 

necessary to maintain order in society is dominant, but it is important to have the same views as those 

of individuals with high power. In societies with low power distances, the views of each individual are 

respected. Therefore, individuals in societies with low power distances tend to respond in the middle, 

while societies with high power distances tend to react at extreme ends (Johnson et al., 2005).  Thus, 
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in the current study, it was seen that the respondents exhibited different response styles according to 

the dominant characteristics of the cultures in which they lived. 

According to the results of the analysis of the scores of the eighth-grade students who 

participated in TIMSS 2015, the relationships between the corrected and uncorrected attitude scores 

according to the effect of ERS and the mathematics achievement at the individual and country levels 

and the observed scores and the scores obtained from the multidimensional item response theory 

models were analyzed. It was concluded that there was a high negative relationship between 

mathematics achievement and students’ attitudes toward mathematics at the country level. In addition, 

it was found that these relationships were positively altered and decreased when predicted according to 

the three-dimensional model which produced latent trait scores. When the effect of ERS was taken 

into consideration, it was found that there were positive relations in similar amounts. In other words, 

when the relationship between mathematics achievement and attitude toward mathematics was 

determined on the basis of the scores estimated by MIRT models, it was in a positive direction similar 

to the relationships at the individual level. This finding is similar to the outcome of the study in which 

the relationship between science attitudes and science achievement of students participating in the 

PISA 2006 application, in which the effect of ERS was considered (Lu & Bolt, 2015). In these large-

scale applications ERS is one of the factors causing this situation. On the other hand, it was concluded 

that the relationship between ERS and mathematics achievement was low and that the correlation 

values at the individual and country levels obtained from both three dimensional and four dimensional 

MIRT models were close to each other. This shows that unlike the three-dimensional model, 

controlling ERS in the four-dimensional model is not sufficient to explain the attitude-success paradox 

alone. This may be caused by other response styles (acquiescence response style-[ARS], 

disacquiescence response style-[DRS], etc.) that are effective in individuals' responses and affect the 

correlation between the variables (Reynolds & Smith, 2010). Another factor affecting the amount of 

the relationship between mathematics achievement and attitude toward mathematics may be the big 

fish and little pond effect (Marsh et al., 2008). More specifically, in this study, which was based on 

students' self-report, they may have evaluated themselves and expressed their attitudes differently than 

they would in a group of students. In this case, the direction and level of their relationship with 

mathematics achievement may have been affected. 

It was concluded that the correlations between the observed scores regarding the attitude 

toward mathematics of students participating in TIMSS 2015 and mathematics achievements and the 

correlation values estimated by MIRT models differed at the country level. A similar finding was 

found in a study conducted by Lu (2012). Accordingly, in PISA 2006, the relationship between 

students’ observed scores regarding attitudes toward science and their science achievement 

participating was found to be different with the case where the effect of ERS was taken into 

consideration in MIRT model. The reason why the correlation values determined based on the 

observed scores are different from the correlation values obtained by performing the MIRT models 

might be that the MIRT models are based on latent traits. Also, the correlation values computed by 

using observed scores are based on classical test theory and correlation values obtained with MIRT 

models are based on IRT. So, the correlation values calculated according to the two theories were 

different. In addition, the three-dimensional models providing uncorrected attitude scores and the four-

dimensional models providing corrected attitude scores are based on the same theory, IRT, have 

similar algorithms in the background, and are on the same latent trait metrics, So, this fact may have 

had an effect on the finding that correlation values obtained from 3 and 4 dimensional MIRT model 

are similar to each other, which was the case in the study of Lu (2012). 

The results of the present study should be evaluated within the following limits. Firstly, since 

the scales used in this study were of four-point Likert type, the mid-point response category did not 

exist. Therefore, the effect of selecting the mid-point response category on attitude scores was not 

examined. By increasing the number of response categories, the effect of the midpoint response style 

can also be examined. In addition, the effect of other response styles, such as acquiescence and 

disacquiescence can be included in the models established in the research. Another limitation of the 
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study is that a Bayesian approach was adopted to ensure that all uncertainties in the parameter 

estimations were taken into consideration simultaneously and that standard errors were obtained more 

easily. However, Bayesian approaches require specific priors; for example, in this research, the 

identity matrix was used as a prior, but since the priors used may have affected the results, alternative 

methods that do not require the use of priors, such as the marginal maximum likelihood method can be 

used for the same purpose in future studies. The length of time required for the analyses in the research 

is one of the limitations of the current study. Depending on the capacity of the computer used, the 

analyses lasted approximately 120 hours each for each model due to the sample size being large to 

ensure the reliability of the results and the necessity for the variables related to attitude and ERS to be 

modeled simultaneously. To reduce the processing time, a two-dimensional model including a variable 

related to attitude and ERS as a separate dimension can be analyzed separately as it was done in the 

study of Lu and Bolt (2015). Similarly the mean of five different possible values was presented to 

represent students' mathematics achievement. In future research, to reduce the analysis time, five 

different plausible values can be included in the model in order to represent students' mathematics 

achievement. By overcoming these limitations, the number of countries can be increased to provide 

better representation. 
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Abstract 

This study focuses on Arabic-speaking children with a refugee or/and migrant background and its 

purpose is to explore if and how the Persona Doll method can influence this target group in terms of 

their attitudes and learning. The present study is a qualitative research in the form of action research. 

On the basis of data collection through participant observation, interviews and identity texts, a Persona 

Doll was designed that mirrored specific characteristics of the participant children and shared stories 

that reflected their personal experiences. The designed sessions with the Persona Doll were based on 

Brown’s methodology and were implemented in a non-formal education setting. In this paper, a 

detailed description is provided and after content analysis, the major findings are presented. 

Specifically, it was demonstrated that the Persona Doll generated positive attitudes, contributed to 

language education and empowered bicultural identity.  
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INTRODUCTION 

Empowering refugee children with the use of Persona Doll 

Greece has been facing new challenges due to the increasing numbers of migrants it has been 

receiving recently (Varga, 2015). An area of concern is the education of these populations. Arab 

children in particular needed intense focus. By consulting relevant literature ( Block, Cross, Riggs & 

Gibbs, 2014; Dooley, 2017; Dryden-Peterson, 2015; Save the children, 2017), one can establish 

parameters that should be considered for their education. An important issue is their emotional and 

social well-being. In addition, they should be educated and (re)integrated into regular school life. 

Similarly, they should be empowered so as to face racism or discrimination. It is also of vital 

importance to acquire the dominant language, without, however, being uprooted from their heritage 

language or from their culture (Cummins, 2004).  

An intriguing and child-friendly approach is the Persona Doll (henceforth PD), an educational 

tool useful for empowerment and intercultural education (Vitsou, 2016; Vitsou & Magos, in press). 

All types of dolls have ineffable power on children and can attract even adults (Vitsou, 2013). The PD 

can trigger children’s imagination, help them express their emotions and thoughts, motivate their 

participation and bridge their differences in terms of culture, race, religion or language (Vitsou, 2016). 

In the present study, the PD was used with Arabic-speaking refugee or/and migrant children in 

a non-formal education context. The aim of the research was to explore if it would influence and 

support them in terms of their emotional expression, empowerment and bilingualism or emergent 

bilingualism.  

Embracing diversity through the Persona Doll Approach 

The Persona Doll Approach (henceforth PDA) is an educational tool that functions as an 

instrument for approaching diversity and equality. It applies anti-discrimination interventions and 

relies on the belief that children are not inherently ill-natured; negative attitudes are learned and can be 

rectified (Smith, 2009). The dolls ‘visit’ the children and share their life stories. These stories 

introduce difficult issues relevant to human rights, or social issues related to racism, preconceptions, 

disability and ableism, poverty, gender, social class differences, physical differences, and diseases 

such as AIDS. The PD enhances children’s connection to the stories and thus provokes interaction and 

opportunities for flexible and critical thinking. It also provides psychosocial support, develops their 

communication and problem-solving skills, disputes discrimination, and reinforces their emotional 

literacy. Moreover, through the stories of the dolls, children realize that both actions and words can be 

hurtful, and learn to support non-discriminatory practices (Brown, 2001; Smith, 2006, 2009).  

A series of researches have been conducted in many countries concerning the impact of the 

PDA on changing the behaviour of young children, on combating prejudice and racism, on them 

expressing their feelings, and developing empathy (Acar & Çetin, 2017; Saneka & de Witt, 2019; 

Jesuvadian & Wright, 2011). 

Carol Smith, a PD trainer, carried out researches to evaluate the results of the PD both on 

young children and their teachers. Her investigations were conducted in South Africa, in poor areas, 

with high discrimination rates. Through the PDΑ, the selected stories addressed issues like racism, 

xenophobia, abuse, inequality, prejudice, diversity, inclusion and human rights. Her researches aimed 

to raise issues of identity and self-esteem, develop empathy and emotional intelligence, cease negative 

behaviors toward diversity and promote an activist approach (Smith, 2009; 2013). 

Accordingly, Glenda Mac Naughton (2000) undertook the Australian Preschool Equity and 

Social Diversity (PESD) research project and used PDs to uncover young children’s attitudes toward 
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the aboriginal population of Australia.  The results revealed that the children knew much more about 

social diversity than the researchers thought. The Anglo-Australian children had misconceptions of the 

culture of indigenous Australians. Furthermore, there were discriminatory reactions toward a PD 

because of its dark skin. At the end of the project, Mac Naughton concluded that “PDs, their stories 

and the conversations they initiate can and do illuminate the diverse and complex understandings 

young children are constructing about the social world around them” (Brown, 2001, p.55).  

Furthermore, several teachers stated that when they used the Doll, “the classroom atmosphere 

was different”, that is, “more relaxed, involved and participatory” (Smith, 2009, p. 88). Reportedly, 

the children were more aware of their feelings and expressed them more frequently (Smith, 2013). 

They could relate emotionally more easily when a PD was present. And the Doll even made it easy for 

shy children to participate in discussions (Smith, 2009). 

Teachers also pointed out that PDs’ stories, as well as their appearance in real clothes, helped 

children empathize with them (Smith, 2009, p. 86-87). They felt relieved, because they could share 

their problems with the Dolls and other pupils. This illustrates that PDs’sessions can be a “therapeutic 

and psycho-social” practice for children’s support (ibid, p. 87). 

As mentioned, PDs were used in South Africa, in the UK, in Australia, New Zealand and 

elsewhere. However, “PDs are not so widely known” in Greece (Dimitriadi, 2015, p.63). Still, one can 

identify limited research efforts to academic conference presentations (Dimitriadi, Kollara & Michali, 

2013; Dimitriadi, 2018; Kantartzi, 2018; Vitsou & Agtsidou, 2008), graduate and postgraduate 

dissertations (Christou, 2016; Lioliou, 2011), and issues of recently published journals (Kantartzi, 

2019; Vitsou, 2014). 

The target groups of these researches ranged from kindergarten to elementary pupils. The 

studies investigated whether the PD could cause a shift in children’ stereotypical perceptions, 

exclusionary behaviors, and attitudes towards injustice. The results suggested that in all cases the PD 

was positively accepted and enhanced empathy among pupils (Christou, 2016; Vitsou & Agtsidou, 

2008; Vitsou & Magos, in press). Furthermore, it was indicated that it helped children embrace their 

heritage identity, recognize unfair behaviors (Vitsou & Agtsidou, 2008), reduce exclusionary 

behaviors (Christou, 2016), and adopt positive attitudes toward refugees (Vitsou & Magos, in press). 

Research Aim and Questions 

The aim of this study was to investigate the impact of the PD on Arabic- speaking children 

with a refugee and/or migrant background, regarding their attitudes and their learning experiences. 

More specifically, the following research questions are formulated:  

 Which attitudes, behaviours, and feelings are generated by the PD to this specific 

target group?   

 Which educational benefits are developed by the PD to these children?   

Research Design 

In the present study, a qualitative research method was employed and its guidelines were 

followed (Creswell, 2014). Also, some characteristics of an action research approach were adopted. As 

Creswell (2012) states, with action research, the practice of education can be improved by examining 

and reflecting on existing or arising issues. In addition, through this research design, students and 

other individuals are liberated from “situations that constrain their self-development and self-

determination” (p.577).  
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Research Site and Sample 

The intervention was conducted in a non-profit organization, the “Forum Anaptyxis” (Φόρουμ 

Ανάπτυξης 1ُمنتدى التنمية, namely Development Forum) established approximately in 2016. This NGO 

was selected because it has many Arabic-speaking students and teachers with a refugee or/and migrant 

background. For these children, the Forum’s ideology is to reinforce and promote only the Arabic 

language, empowering in that way their identity. Thus, the children are engaged in learning Arabic and 

Quran.  

The sample consisted of primary-school-aged children who attend Arabic lessons once a 

week, every Saturday, for four hours. The choice of the organization and classroom was intentional 

(Bryman, 2017), and the selected action framework was their learning place. The participants were 

nine, from five to ten years old, and had basic knowledge of Greek (Table1).  

Table 1 Participants ‘characteristics 

Participants Age Country of 

origin 

Religion Native 

language 

Years of stay Years of Study in 

Forum 

S1      girl 7 Syria Islam Arabic Since her birth 2 years 

S2      girl 8 Syria Islam Arabic 2 years 1 year 

S3      girl 8 Syria Islam Arabic 3 years 2 years 

S4      boy 9 Morocco Islam Arabic Since his birth 1 and a half year 

S5      boy 9,5 Syria Islam Arabic Since his birth 2 years 

S6      boy 9,5 Syria Islam Arabic Since his birth 2 years 

S7      boy 10 Syria Islam Arabic Since his birth 3 years 

S8      boy 6 Syria Islam Arabic Since his birth 1 year 

S9      boy 7 Syria Islam Arabic 2 years 1 and a half year 

 

Methodological Tools and Procedure 

As Stemler states (2001), in qualitative research, validity and credibility are ensured through 

triangulation of data. According to Creswell (2014), qualitative and multiple sources of data lead to 

concrete results and to a better understanding of the object of research.  Accordingly, a variety of 

qualitative research tools were employed for data collection. The researcher utilized field notes, 

observations, interviews with the children, identity texts
2
 created by the children and of course young 

learners the Persona Doll Method (Bolderston, 2012; Brownell, 2019; Taylor, Bogdan & DeVault, 

2015; Cummins et. al, 2006). These tools were perceived as appropriate for gathering and analyzing 

data to make the PD and create its profile and its stories (Table 2). 

  

                                                           
1
The information was retrieved from: 

 ΦόρουμΑνάπτυξης" - Facebook" ُمنتدى التنمية

 
2
According to Cummins et. al. (2006), identity texts are creative products designed by the students within the 

pedagogical space. The construct of identity texts can form powerful communication between the learners and 

the teachers and also illustrate the links between identity affirmation and literacy engagement (Cummins, Hu, 

Markus & Montero, 2015). This research tool gave voice to the children and revealed some information about 

their personal identity and their everyday life.   

https://el-gr.facebook.com/pages/category/Nonprofit-Organization/%D9%85%D9%8F%D9%86%D8%AA%D8%AF%D9%89-%D8%A7%D9%84%D8%AA%D9%86%D9%85%D9%8A%D8%A9-%CE%A6%CF%8C%CF%81%CE%BF%CF%85%CE%BC-%CE%91%CE%BD%CE%AC%CF%80%CF%84%CF%85%CE%BE%CE%B7%CF%82-941616735946552/
https://el-gr.facebook.com/pages/category/Nonprofit-Organization/%D9%85%D9%8F%D9%86%D8%AA%D8%AF%D9%89-%D8%A7%D9%84%D8%AA%D9%86%D9%85%D9%8A%D8%A9-%CE%A6%CF%8C%CF%81%CE%BF%CF%85%CE%BC-%CE%91%CE%BD%CE%AC%CF%80%CF%84%CF%85%CE%BE%CE%B7%CF%82-941616735946552/


International Journal of Progressive Education, Volume 17 Number 2, 2021  

© 2021 INASED 

214 

Table 2  Main Data 

Source of data Main collected data Where these data were used 

Children’s interviews 

 

 

 

During interviewing: 

Translanguaging instances to make 

meaning  

 

Accent differentiated than that of a native 

Greek child 

 

Home: 

Biographical information 

Sociolinguistic profile  

 

Low reading skills in Arabic  

 

🠦 Deploying children’s bilingual identity with 

translanguaging approach during the PD 

sessions  

🠦 Conversations through the PD sessions to 

reinforce speaking skills. 

 

Creating the PD’s profile and the 1st storytelling 

session.      

                                    

🠦 Home activity at the 4th PD session to 

reinforce reading skills 

Greek school: 

Difficulties and attitudes concerning 

Greek. 

 

 

 

 

Low self-esteem in using the first language  

Desire to use Arabic at school 

 

Doing homework without parental 

engagement  

 

🠦Designing the 3rd PD session to enhance 

Greek speaking and comprehension skills and 

reinforce self-confidence in terms of Greek 

language use  

 

Clues used at the 1st storytelling of the PD. 

Bridging children’s languages, with 

translanguaging practices.  

 

🠦Increasing parental involvement  

Observation  

 

Children’s physical features 

Classroom climate: monotony 

Teaching description:  

 

Exclusive use of Arabic  

 

Teacher-centered method 

  

Low writing skills in Arabic 

 

A participant’s refusal to attend 

🠦 PD’s physical appearance   

🠦Need for something enjoyable: use of PD  

🠦Use of translanguaging at the PD sessions  

🠦Learner-centered method - group discussion 

with the use of PD 

🠦Written home activity at the 4th PD session to 

reinforce writing skills. 

 

🠦Use of the PD as a motivation 

Identity texts  

 

Tendency for a wide linguistic repertoire 

(Arabic, Greek, English) 
🠦 Creating a birthday drawing-card for the PD 

at the 2nd session. 

🠦 Deploying children’s bilingual identity with 

translanguaging approach during the PD 

sessions. 

 

Furthermore, their use ensured a safe and supportive environment for the young participants, 

allowing them to unfold their experiences and thoughts. 

Creating the Persona Doll’s profile 

With these tools, the researcher tried to consider all possible aspects of the children's lives, 

and focused on documenting their physical characteristics, the ethnic and cultural identities, their 

socio-economic status, the structure of their families, and their preferences ( Vitsou & Agtsidou, 

2008). Furthermore, information was gathered regarding their duration of stay in Greece, their 

knowledge of Greek, their socio-economic and family status. After the analysis of these data, the 

identity and stories of the PD were created, and its profile was completed based on the following table 

of Rodford (n.d.) (Table 3). 
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Table 3 The Persona Doll’s profile 

Name Said/Saed/ Saeed سعيد(meaning: happy or lucky) 

Age 7 years old 

Date of birth 6-12-2012 

Country of origin Syria 

Appearance  Black hair, brown eyes, beige-skinned 

Favourite Foods / Sweet Mousakhan, Makloubeh, Mansaf, / Ice-cream 

Pets He takes care of a kitten in the yard of the block of flats 

Favourite game Tag is his favourite playground game that involves two or more players' chasing 

other players  

Favourite Activities Football, bike riding and walks in the sea 

Favourite colour Blue 

TV program MBC3 channel which presents children’s interest content   

What type of house does he/she live in A small but nice apartment close to his school 

Family Background He lives with his parents: His mother’s name is Noor نور  (meaning: light) (twenty-

eight years old), and his father’s name is Imranعمران (meaning: prosperity) (thirty-

years old). His elder brother Naserناصر (meaning: friend, protector) (ten years old) 

and his younger twin sisters Imanِإيَمان (meaning: faith or belief) and Amaniأماني 

(meaning: wishes, aspirations, desires) (five years old) 

Religion Muslim 

Language Arabic, English and Greek 

Any other significant details He has been in Greece for 12 months with his family. He speaks mainly Arabic 

and still has difficulty in Greek. 

He is good at running fast. 

He doesn’t like fighting 

 

The PD was dressed in actual kids’ clothes to help children identify with it and develop 

empathy during their contact (Smith, 2009).  The researcher opted to introduce a child-like boy Doll 

(Figure 1, since the majority of the research participants were boys, and research suggests that the first 

Doll to be presented should be a male one (Brown, 2001; Dimitriadi, 2015; Vitsou & Agtzidou, 2008). 

 

Figure 1 The Persona Doll Saeed 

 

The Persona Doll Sessions 

The PD sessions and their aims are presented below (Table 4).  
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Table 4  The PD sessions 

        

Throughout the first PD session, a conversation between the researcher and the participants 

was initiated. They were encouraged to actively participate by asking more questions about the PD’s 

image and story and make this new ‘person’ feel comfortable and welcome. They were sitting around 

a table, while the PD was sitting on the researcher’s lap speaking to her ear (Figure 2). The researcher 

conveyed the PD’s words to the young students using translanguaging of Greek and Arabic.  

 

Figure 2 Presenting the Persona Doll 

 

During the following sessions, the PD shared problematic situations that emerged from the 

children's interviews. These situations introduced issues of inequality (Ridley, 2006; Smith, 2009) and 

1st Session 

Aim Objective Description Participants 

Introducing the PD to the 

children.  

Familiarizing the children 

of the classroom with the 

PD. 

 

a) Sharing basic information 

about PD’s life story. 

b) Questions that were asked 

by the class.  

Nine participants were 

present.  

 

 

2nd Session 

Knowing better the PD 

and becoming friends 

with it. 

 

a) Presenting a happy, 

pleasant event.  

b) Finding similarities with 

the PD. 

c) Establishing a friendly 

climate. 

Celebrating the PD’s birthday; 

songs and drawings-cards. 

Eight participants were 

present. 

3rd Session 

1. Developing and 

strengthening critical 

thinking skills. 

2. Identifying with the 

PD. 

 

a) Increasing empathy for 

the PD. 

b) Encouraging the 

children to share their 

thoughts, feelings and 

experiences.  

 

c) Unlearning negative 

attitudes. 

 

a) Presenting an unfair 

incidence of violence.  

b) Presenting a problematic 

situation concerning the 

second language. 

 

c) Helping the PD. 

 to understand a fable of 

Aesop: a “mini-lesson”. 

 

 

Nine participants were 

present. 

 

4th Session 

Strengthening and 

boosting the self-

confidence of children. 

Students’ positive 

reinforcement through their 

resolution to the Doll’s 

problem. 

a) Children read the stories 

they wrote. 

b) The PD. thanks  

the children for their 

contributions.  

Seven participants were 

present. 
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the participants found out what bothered the PD. They were given the opportunity to share their 

feelings and thoughts on its problems, and express their own relevant ones (Smith, 2009; Ridley, 

2006). The aim was to develop children's empathy (Allen & Whalley, 2010) 

Data analysis 

The collected data were analyzed through the content analysis method which “has been 

defined as a systematic, replicable technique for compressing many words of text into fewer content 

categories based on explicit rules of coding” (Stempler, 2001, p.6). Photos and field notes were taken 

and studied several times. The goal was to identify and code the most important information and then 

categorize it into themes, based on literature and the aims of the study (Schreier, 2014). Afterwards, 

the data were decrypted and meaningful interpretations were extracted. (Roller, 2019; Williamson, 

Given & Scifleet, 2018).   

RESULTS 

The PD sessions provided several findings answering the initial research questions.  

Accordingly, these data were categorized and are presented cohesively in themes. The findings are 

highlighted by direct quotations taken from the researcher’s field notes. 

Children’s responses to the PD: The children showed strong identification and empathy with 

the PD. Specifically, when it was first introduced in the classroom, they identified with certain of its 

characteristics, and this motivated them to open up. As Brown (2001, p.17) maintains, “children need 

to be able to relate to particular features that they share with the Dolls.”  According to the researcher’s 

field notes, the children were happy, excited, and cheered when they found similarities with the PD, as 

it can be illustrated in the following research-participants interaction:  

R: “Saeed is seven years old” 

S1 & S9: “me too”  

R: “Saeed is from Syria” 

       a chorus of “just like me”, “just like us” 

S6: “from which city of Syria?”  

R: “from Aleppo”  

S3: “I am from Aleppo, too”  

Most participants were boys; so, according to literature (Brown, 2001; Dimitriadi, 2015; 

Vitsou & Agtzidou, 2008), a boy-like PD was introduced. At the first meeting, the boys were 

restrained from physical contact. However, over the next sessions, they wanted to play with it, greeted 

it, hugged it and helped it to wear its fallen shoe (Figure 3). 

Interestingly, even boys older than six years old responded positively to it and effectively 

pretended that it was a child just like them. This is important, as the literature suggests that the PD has 

an impact mainly on children younger than six years old (Brown, 2001; Dimirtiadi 2015, Pagett, 

2005). The children were talkative, participative, and asked the PD a lot of questions: 

S6: “In which school in Zografou does he go?” 

S5: “What does he prefer, winter or summer?”  

S9: “Pizza or souvlaki?”  

S4: “Car or motorcycle?” 
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All the above suggest that the boys were stimulated by a boy-like doll, challenging stereotypes 

about dolls attracting girls exclusively. 

 

    

Figure 3 Playing and helping the PD 

 

The children’s responses to the PD were positive and a good classroom climate was created. 

The activities during the sessions created a relaxed and pleasant atmosphere. The girls immediately 

accepted the PD and showed affection. For example, a participant expressed with embarrassment her 

will to kiss it. 

 S1: “I want to kiss Saeed”                                                                                                                      

The young participants manifested caring, compassion and empathy (Figure 4). They wanted 

to communicate with the PD and know it better:  

S1: “I have my young sister here”. 

S9: “my mother teaches here and we bring Layana [his two-years-old sister] with us” 

S1: “Tell him to bring his brother and sisters the next time” 

For this reason, they listened attentively and respectfully his stories, which is an essential goal 

of PDA (Brown, 2001).  

Noteworthily, the PD captured also the interest of the other students of the Forum. They stared 

at it and approached the researcher during their break to ask questions such as:  

“What is his name?”  

“What is he doing here?” 

Its appearance was very much like theirs, which was an element of attraction. 
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Figure 4 Hugging the PD and showing affection 

 

Children’s positive attitudes generated thanks to/ toward the PD: The unpredicted violent 

incident against the PD triggered particular attitudes. The researcher had in mind the details of the 

incident and also considered instances of fighting among the children that were reported by the 

coordinator of the Forum. Therefore, she took the initiative to raise –through the PD– children’s 

awareness of violent behaviors in addition to her pre-planned unpleasant story. 

The PD’s first, generalized question, i.e. whether they had ever felt sad, allowed for children’s 

free and uncensored expression of sadness due to numerous reasons. A boy expressed his grievance 

against a friend who stopped playing with him.  

S5: “I became sad when a good friend of mine stopped calling me for going to play and when 

we met again, he didn’t remember my sister’s name.”    

Others expressed a sadness much more related to their collective, severe sufferings:  

S3: “I sometimes get sad because I miss my family in Syria” 

S6: “There is no peace in Syria; people die and Ι don’t like that, I have relatives there”   

All the children showed their understanding of the PD’s feelings with words and also with 

nods.  Their sorrows and their empathizing with the PD were expressed unreservedly. 

A discussion was raised about what to do when we observe such unjust, bad actions, and all 

the children agreed that they should be stopped. Once again, they expressed themselves not only 

through words; they all applauded generously the girls who defended the PD. 

In this first incident, the PD was a victim of an aggressive act. The most important finding is 

the activist reaction of the two participant girls: 

S2: “I told them not to tease him [the Persona Doll Saeed].” 

S1: “I looked at them like that” and she drew her brow in anger.  

As Derman-Sparks et al. (1989) support, PD assists in unlearning negative attitudes and 

promotes an activist approach. The children’s affection to the PD, and their considering it as an actual 
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person, gradually transformed into the desire to help it. The girls recognized and understood 

unfairness, and demonstrated empowerment by standing up for the PD. In the face of the unfair 

behavior, they did not remain passive observers, but intervened actively to defend it.  

Similarly, positive attitudes were observed during the PD sessions. When it mentioned its 

insufficient knowledge of Greek, an empathetic and caring interaction took place, as some young 

participants tried to comfort it, sharing their personal stories:  

S3: “don’t be sad; you will learn” 

S1: “me too! I don’t speak Greek very well, but I try”  

Another child wanted to dispel his fear by saying:  

S6: “when I was at preschool, they bullied me, and I did the same to them and after that we 

became friends.”  

Others adopted problem-solving skills by saying: 

S9: “I speak Greek well; I can teach him [the Persona Doll Saeed]” 

S5: “My teacher tells me to speak Greek with my classmates and I will get improved.”  

A young girl strongly identified with the Persona Doll:  

S2: “I speak little Greek…. I don’t always understand them…. I prefer this school [the Forum] 

because I can understand everything.” 

The particular girl (Figure 5) treated the PD as a real child and tried to help it with its school 

activity: she took it from the researcher’s knees, put it on a chair and read the fable aloud.  

 

Figure 5 Helping the Persona Doll learn 

 

The Persona Doll motivated language learning: the findings of the research suggest that the 

PD is a tool that motivates learning. In the third session, where the researcher distributed the fable of 

the Tortoise and the Hare, the participants volunteered to read the story to help the PD understand it: 

S5: “Can I read?”  
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S8: “I want to read” 

Even children with difficulties in Greek felt motivated to read at their own pace. The 
other participants did not disapprove of their attempt, but were patient and listened 
respectfully.  

Moreover, the children wanted to read in Greek and translate into Arabic. An indicative 

example is the case of the participant S8, who strongly objected to participating in the Arabic lessons. 

During the PD sessions, there was a change in his attitude. He was gladly involved in the whole 

procedure and participated actively. He was raising his hand with readiness and strongly expressed his 

desire to read more than once, causing the obvious surprise of his teacher. 

The PD reinforced language skills: The PD led to language development, as the children 

eagerly participated in group discussions. They could remember details about the PD’s life and 

previous sessions.  They gradually built a wider vocabulary. This happened because they wanted to 

learn the meanings of many words in Greek and Arabic, and spent enough time practicing; therefore, it 

is quite possible that the new words became part of their vocabulary.  

Thanks to the PD, the children had sufficient language practice. Specifically, they read in 

Greek an Aesop's fable, the Tortoise and the Hare, and then provided a translation in Arabic. 

Interestingly, when they were asked to provide a summary of the fable, some children employed 

translanguaging. To promote reading comprehension, a discussion took place about the moral of the 

story. Then, the children shared spontaneously their perceptions. In sum, they practiced abundantly 

their skills of reading, writing and speaking.  

The PD contributed also in the parental involvement. Parents gladly assisted their children’s 

learning. The participants talked with their parents about the fable and some of them cooperated to 

write it in Arabic (Figure 6). In the fourth session, these children showed with enthusiasm their 

writings. They reported that they worked pleasantly with their parents and that their parents were 

happy to work with them. 

 

Figure 6 The fable in Arabic 
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The mini-lesson boosted the children’s self-confidence mainly in the second language. Those 

with little knowledge of Greek read in Greek, while those with even less knowledge of Greek did not 

hesitate to join the discussion. Almost no one remained silent. They showed no embarrassment in case 

of errors; instead, they frequently asked for corrections, as they expressed interest about their mistakes 

in writing, their overall image indicates that they became more self-confident regarding their language 

learning. 

The PD nurtured cultural identity. The PD sessions succeeded in bridging the participants’ 

native language with the dominant one. In this way, they managed to fully express their cultural 

identity in terms of the language(s) they used, which was not evident.  

In the Forum, the use of Arabic was almost obligatory. This had caused instances of awkward 

silence among the children during class observation and data collection. The researcher aimed to make 

space for their bilingualism, which became apparent in children’s interviews, identity texts and 

drawings for the PD. Thus, in each PD session, the researcher, using translanguaging, encouraged the 

children to communicate leveraging all their linguistic and semiotic resources in order to express their 

bilingual identities. As a result, all of them followed her example and combined Greek and Arabic. 

The children seemed to enjoy the combination of languages. This was evidenced firstly with 

the children’s involvement with the fable, as they had to read in one language and summarize in 

another. These readings, as well as the writing of the fable in Arabic, were done agreeably.  Similarly, 

the children seemed to enjoy singing in many languages the ‘happy birthday’ song. Regarding their 

spontaneous speaking, it became obvious that choosing words of both languages helped them express 

themselves more easily. For instance, concerning the moral of the fable, a discussion with 

translanguaging occurred, a part of which is set out: 

S3:شوي شويαργά αργά περπατούσε γιατί χελώνα ضحك )على(كان األرنب يركض بسرعه وكان ي ” 

[the hare was fast and made fun of the turtle because it was walking slow slow] 

R: “και είναι σωστό αυτό;” [and is this right?] 

S2 &S3: “ال” [no] 

S9: “όχιمش مزبوط” [no, it is not right] 

DISCUSSION 

In general, the findings of this research confirmed the examined literature. This was apparent 

primarily in the children’s positive response to the PD, as they saw in it somebody who was exactly 

like them (Brown, 2001). This resulted in their numerous manifestations of affection (Smith, 2009). 

Their identification with the PD, and their affection towards it contributed in the creation of a warm 

environment, which made them feel free to discuss sensitive issues (ibid). 

As suggested by the literature, a boy-like doll was used (Brown, 2001; Dimitriadi, 2015; 

Vitsou & Agtsidou, 2008). It was showed that the boys overcame their hesitations and closely engaged 

with the PD. Remarkably, while there is evidence in the literature that the PD is effective for children 

up to six years old (Brown, 2001; Dimitriadi, 2015; Pagett, 2005), it was demonstrated that it was also 

efficient for older children. It is possible that these were carried away thanks to the charm of the PD 

and the power of togetherness.  

The literature also suggested that the PD is stress-reducing (Vitsou, 2016). Expectedly, there 

was documented an absence of stress and an abundance of positive feelings, resulting in a positive 

classroom climate which promoted participation and children’s unreserved expression. 
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As suggested by the literature, the PD made the children demonstrate affection, compassion, 

empathy (Smith, 2013; Vitsou, 2014), and respect for one’s weaknesses (Vitsou, 2014). Thanks to the 

unexpected violent incident, they expressed their disapproval of any form of violence (Vitsou, & 

Agtsidou, 2008). 

Being more active, the participants went beyond compassion and empathy. They actually 

offered consolation to the PD; they were invested in trying to find solutions to its problems; treating it 

like a real child, they wanted to protect it and called for help when it was in danger. These indicate that 

children exercised their problem-solving skills and made their first attempts towards activism. Such 

behaviors are consistent with the literature (Derman-Sparks et al., 1989) and mark the children’s 

increasing empowerment. 

Regarding the educational benefits of the PD, the results were in line with the literature and 

even advanced some inferences about the use of the PD, whose importance in increasing the language 

and communicative skills of preschoolers has been investigated and adequately discussed (Vitsou, 

2013, 2016).   

In this research, its contribution in literacy is investigated in a specific target group, namely 

young children of Arabic descent, with a migrant and/or refugee background. According to the results, 

the children increased their vocabulary both in Greek and Arabic, and this happened thanks to their 

genuine interest in learning new words. This interest was manifested through their numerous questions 

and practice attempts. 

Besides their vocabulary increase, they also practised their reading and reading 

comprehension skills, and, to some extent, their storytelling and summarizing skills. Once again, if 

this was triggered by the PD, it happened because the children wanted it. The fact that a child, once 

unwilling to participate in class activities, became eager to engage with the PD, indicates what 

powerful influence this latter was. It was showed that it actually motivated children’s language 

learning and assisted in the enhancement of their language skills. 

This research showed that two factors affected considerably the children’s language education; 

first, the absence of any stress, which is also highlighted by the literature (Vitsou, 2016). Secondly, 

choosing words of both their languages – Greek and Arabic – helped the children express themselves 

more easily. With the PD, language difficulties were tackled.  

Using both languages and being free to adopt translanguaging produced more benefits than 

purely educational ones. The children deployed– and expanded– their linguistic repertoires in Greek 

and Arabic freely. This did not just facilitate their expression. In essence, they realized and embraced 

their dual cultural identity (Smith, 2009; Vitsou & Agtsidou, 2008). This is particularly important as, 

during their Arabic lessons, the children were urged to “silence” their Greek side. This practice can be 

defined as a monoglossic bilingual education (Garcia, 2009). Though the PD and translanguaging 

(ibid), they were given the choice to decide how much, and which parts of their identities they would 

demonstrate. They bridged their two languages, and developed an awareness of being part of two 

cultures. 

Last but not least, another important pedagogical outcome of the PD was another kind of 

bridge, namely a bridge of communication with the children’s parents, who gladly assisted their 

children in their tasks. This was a positive development, as, according to researchers (Androulakis, 

Gkaintartzi, Kitsiou, & Tsioli, 2016; Kaneva, 2012), learners’ behavior, academic performance, self-

esteem and willingness to learn can be boosted when family members get involved and contribute to 

their education. 
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Limitations of the study 

Although the research was conducted without major hindrances, there were certain limitations 

such as the time restrictions which did not allow the researcher to investigate the subject matter in 

more depth. Furthermore, the sample used was quite small; thus, the results of the study cannot be 

generalized. Additionally, a longer observation period over the target group would have been 

preferable, in order for the researcher to collect more detailed data. 

Another limitation concerns the interviewing process. Specifically, the interviews had a long 

duration, and were conducted in a non-secluded room, with the presence of an interpreter, an adult 

who was unknown to the children. All these might have caused a certain reluctance to the children, 

thereby impacting on their answers. Finally, the fact that the researcher was not officially trained in the 

use of the PD may also have affected the research. 

Possible directions for further research 

The present research dealt with a specific target group in specific circumstances. Certain 

relevant topics are suitable for future investigation. Specifically, the following suggestions are made. 

This study did not investigate whether the impact of the PD had some kind of duration after its 

implementation either in terms of children’s linguistic choices or regarding the consolidation of the 

attitudes they developed thanks to the PD. Therefore, its eventual long-term impact should be further 

investigated. 

Additionally, it is useful to extend the research to older students. With further research, it is 

expected to collect data useful to locate problematic situations that these children face in their daily 

school life. Therefore, the PD could be designed appropriately and act for the resolution of unpleasant 

situations.  

A vast area of interest is Greek Formal Education, which lends itself to a research in two 

directions. Firstly, in Intercultural Schools, Reception Classes, and Reception Centres for Refugee 

Education, where it can be explored to what extent the PD can be therapeutic and support migrant and 

refugee children psychosocially. Secondly, in typical elementary schools, where Greek students 

coexist with migrant and refugee ones. There, it would be interesting to find out whether the PD 

contributes to children’s even integration, the creation of a non-discriminatory environment, and the 

acceptance of diversity. 
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INTRODUCTION 

Although often grouped under one community, the lesbian, gay, bisexual, 

transgender/transsexual, two-spirit, queer/questioning, intersex, and asexual (LGBTQIA+) youth 

community is vastly diverse, including racial, cultural, and ethnic diversity. They are among the 

world’s most vulnerable population as a result of laws and systems (family, church, community) that 

persecute them and violate their human rights based on sexual orientation and gender identity (Alessi 

et al., 2016; Cheney et al., 2017; NCTE, 2014; U.S. Department of State, n.d.; Messih, 2017). Due to 

exposure to traumatic events experienced in childhood, LGBTQIA+ displaced migrant youth have 

been identified as a group at risk for depression, drug and alcohol use, verbal and physical violence, 

suicide, and dropping-out of school at higher rates when compared to their heterosexual counterparts 

(Alessi et al., 2016, Griffin et al., 2004; Hernandez & Fraynd, 2014; Lee, 2002; Mayberry et al., 2013; 

Messih, 2017; Roberts et al., 2010, p. 2433).  

Despite measures to protect sexual minorities, many regions outside of the United States, such 

as Central America, Asia, Africa, and some former Communist countries, offer little to no protections 

to LGBTQIA+ youth, thus making them susceptible to a host of human rights violations (Stewart, 

2009). These conditions result in forced displacement for LGBTQIA+ youth. In addition to 

oppressions experienced in their native countries, LGBTQIA+ displaced migrant youth are often 

victims of homophobia, transphobia, marginalization, isolation, oppression, and microaggressions in 

their resettlement countries, specifically by staff and students in US-based schools. Although the 

literature on the experiences and needs of LGBTQIA+ displaced migrant youth is scarce (Alessi et al., 

2016), this article explores school safety and climate in service of LGBTQIA+ displaced migrant 

youth under the age of 21 in US-based schools to address gaps in research and practice. Because of the 

dearth in the literature, the author will be drawing from and expanding on research that addresses the 

needs of non-migrant LGBTQIA+ youth in schools. Queer theory and intersectionality theory are used 

as frameworks to inform the implementation of anti-oppressive, school-based practices. The case 

composite of Santiago will illustrate the events that act as drivers for forced exile and the need for 

anti-oppressive school culture and climate. These theories will be used to direct the role of school 

administrators, policy landscape, professional development, and reform to education curricula as 

factors in the development of anti-oppressive schools.   

Factors in Forced Migration for LGBTQIA+ Youth 

According to Massaquoi (2015), “queer subjects and their nonconforming sexual behavior 

have been historically persecuted by state-sanctioned legislation and resulting in discrimination” (p. 

766).  Every year the number of LGBTQIA+ individuals seeking refuge or asylum because of state-

sanctioned violence increases despite global reform in legislation (Massaquoi, 2015).  The Williams 

Center, UCLA School of Law (2013) estimates that roughly 904,000 LGBT adult immigrants are 

living in the United States today, 30% (about 267,000) of whom are undocumented, and 49% are 

individuals estimated to be under the age of 30 (Englert, 2014; Gates, 2013; Messih, 2017). Gates 

(2013) posits that “undocumented immigrants under age 30 are twice as likely as all other 

undocumented immigrants to identify as LGBT” (p.3).  However, there is little to no available data for 

LGBTQIA+ displaced migrants in the United States or in many host countries (Ocamb, 2019). In 

keeping with this notion, reports by Amnesty International (2017) indicate that “it was only in 2015 

that US Immigration and Customs Enforcement, known as the ICE, stated that it would gather 

information on the gender identity of those detained” (p. 19). Consequently, it is necessary to note that 

these numbers may be higher than those reported in this article. It is equally important to understand 

the conditions that force LGBTQIA+ youth to flee from their native countries.  
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Drivers of International Forced Migration 

In 2019, the murder of LGBTQIA+ youth around the world reached alarming levels resulting 

in forced displacement (Moloney, 2019). Forced displacement, or forced migration, is a term “used by 

social scientists and others as a general, open-ended term that covers many kinds of displacement or 

involuntary movement - both across international borders and inside a single country” (UNHCR, 

2016). Some of the causes for displacement may be related to environmental disasters, conflict 

(UNCHR, 2016), or persecution. In 2006, human rights experts met in Yogyakarta, Indonesia and 

drafted the Yogyakarta Principles, a universal guide to human rights. In 2007, the Jurisprudential 

Annotations of the Yogyakarta Principles expanded on the importance of protecting LGBTQIA+ 

children, stating that “LGBT children and youth are at risk of sexual exploitation, HIV/AIDS, social 

exclusion, and discrimination by school officials” (Sexuality Policy Watch, 2009). The Yogyakarta 

Principles were supplemented in 2017 to “outline international principles relating to sexual orientation 

and gender identity” and their application to international human rights law (The Yogyakarta 

Principles, n.d., para. 3).  

Protections and rights for individuals who identify as or are perceived to be LGBTQIA+ are 

slowly increasing (Cheney et al., 2017; Messih, 2017). However, Moloney (2019) reports that 1,300 

LGBTQIA+ were murdered in Latin America in 2019, “with Colombia, Mexico, and Honduras 

accounting for nearly 90 percent of all deaths” (para. 2). Most of these victims were gay men between 

the ages of 18 and 25 and transgender women (Moloney, 2019, para. 6). In Latin America, groups 

such as family members and gangs often target LGBTQIA+ youth (Alessi et al., 2016; Messih, 2017; 

Moloney, 2019). Transgender women in Central America are often the target of violence and death 

threats (Amnesty International, 2017; Resendiz, 2020). In 2016, Amnesty International (2017) 

interviewed a 19-year-old Guatemalan transgender woman who reported having been deceptively 

recruited into a trafficking ring and held against her will for several months along with other 

transgender women from Central America (p. 10).  Schools outside of the United States can also be a 

source of persecution and abuse of LGBTQIA+ youth. In schools in Mexico, microaggressions against 

identified or perceived LGBTQIA+ youth may begin as early as primary school by students and staff 

(Cheney et al., 2017).  Some of these abuses include having rocks, trash, and food thrown at them for 

being identified or perceived as a sexual minority (Alessi et al, 2016; Cheney et al., 2017). In many 

cases, LGBTQIA+ youth outside of the United States are sexually abused by teachers and other school 

staff (Alessi et al., 2016; Cheney et al., 2017).  

Similarly, Savage (2020) reports a rise in hate crimes, including homophobic and transphobic 

attitudes, across Europe. A similar trend has been identified in other parts of the world. Hylton and 

Politzer (2019) add that “homosexuality is illegal in 34 of Africa’s 54 countries – four countries 

employ the death penalty – so lesbians, gay men, and transgender people flee their homelands in 

search of safety” (para. 2). According to Tang (2015), many countries in Asia are regions where 

homophobic and transphobic laws support family violence against individuals who identify as 

LGBTQIA+.   

In-Journey and Post-Migration Hardships 

LGBTQIA+ youth from all over the world arrive in the United States every year seeking 

asylum due to persecution and credible fear. Many of LGBTQIA+ displaced migrant youth may be 

suffering from post-traumatic stress disorder, anxiety, depression, and complex trauma by the time 

they arrive to the host country (Alessi & Khan, 2017). The journey to the host country can create 

additional hardships for these young people which often result in psychological sequelae. For 

example, LGBTQIA+ migrants who flee to the United States through the U.S.-Mexico border may be 

subjected to sexual assault, robbery, and physical and verbal assault. Transgender migrants are often 

the target of abuses by smugglers, gangs, and government officials along the migration journey (Del 

Real, 2018). According to the literature, LGBTQIA+ refugees, specifically transgender women in 
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detention, are exposed to sexual assault, injury, and death by other detainees and guards (De Real, 

2018; Herrera, 2019; Human Rights Watch, 2016; Messih, 2017; Solomon, 2005).  Upon arrival, anti-

immigration and persecutory laws in the host country serve to exacerbate pre-existing trauma and 

acute stress symptoms and expose LGBTQIA+ migrants to homophobic and transphobic assaults 

(Fernandez, 2018; Franco, 2020a; Messih, 2017). Many of these youth arrive in US-based schools that 

are often not prepared to provide supports from an anti-oppressive and intersectional framework, 

tailored to their experiences as displaced and persecuted sexual minorities.  

LGBTQIA+ Displaced Youth in US Schools: “Double Minorities” 

LGBTQIA+ youth are disproportionately at higher risk for mental health issues and for 

harassment when compared to heterosexual, straight, and/ or cisgender (gender identity corresponds to 

birth sex) peers (Smith-Millman et al., 2019; Wilson & Cariola, 2019). Homophobic and transphobic 

behaviors and attitudes, including verbal and physical microaggressions are often the source of stress, 

isolation, and marginalization for LGBTQIA+ youth. These young people are subjected to verbal 

insults, physical and sexual assaults, stigmatization, anti-gay language, and bullying (De Pedro et al., 

2018). Despite recent advocacy measures, research indicates that LGBTQIA+ youth are still an 

invisible, underrepresented, and marginalized minority due hostile school climates (Abreu et al., 2018; 

Griffin et al., 2004; Lee, 2002; Watson et al., 2010). Sexual minority youths continue to experience 

poor academic performance related to higher levels of victimization when compared to their 

heterosexual or straight counterparts, given that abuse and harassment in schools have adverse effects 

on academic achievement, including school attendance (De Pedro et al., 2018; McCormick, 2015, p. 

71).  Similar research has reported that school staff and administrators are often the source of bullying, 

abuse, and hostility against these young people (Fetner et al., 2012; Mayberry et al., 2013; Poteat et 

al., 2015). In their interviews with school staff and students, Fetner et al., (2012) noted that teachers 

were often the source of abusive behaviors in the form of antigay harassment. Other research indicates 

that these young people hear homophobic remarks and/or are directly harassed and assaulted by school 

personnel for their identified of perceived LGBTQIA+ identity (Abreu et al., 2018). LGBTQIA+ 

displaced migrant youth are vulnerable to further victimization. As Fuks et al. (2018) posit, “LGBT 

immigrants find themselves in ‘double jeopardy,’ identifying with at least a double minority status” (p. 

297) because of their identities as both migrants and members of the LGBTQIA+ community.  

ANTI-OPPRESSIVE PEDAGOGY  

According to Englert (2014), LGBTQIA+ migrant youth endure the same ‘coming out’ 

process as their U.S. citizen counterparts, with the added stressor of living as an undocumented youth 

and the possibility of being deported if rejected by their families (p. 1013). This leaves these young 

people susceptible to a host of abuses and oppressions. Oppression is defined as repeated harm that 

targets a group or members of a group while privileging or benefiting other groups in society 

(Dumbrill & Yee, 2019; Kumashiro, 2000). To address and dismantle oppression in schools, 

Kumashiro (2000) emphasized the necessity for anti-oppressive education. Anti-oppressive education 

affirms that traditional pedagogical strategies and approaches to education reform often contribute to 

oppression in schools in many ways. Although schools are intended to be safe havens that provide 

academic and social-emotional supports for youth, oppression in schools may manifest as racism, 

classism, nativism, transphobia, and homophobia. Anti-oppressive pedagogies draw on social justice 

approaches, proposed by critical theorists, to inform actions and interactions in the classroom and 

assumptions embedded in the curriculum (Zynga & Styres, 2018, p. 5). Kumashiro (2004) adds that 

for anti-oppressive reform in education to take place, educators must critically analyze pedagogies by 

challenging stereotypes and misrepresentations in the curriculum, questioning and rethinking teaching 

strategies, and addressing structural oppression rooted in the school culture and climate. Thus, in 

keeping with tenets of anti-oppressive education, school staff and leadership must critically analyze 

frameworks used in support of LGBTQIA+ displaced migrant youth through the lens of queer theory 

and intersectionality theory.  
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Queer Theory and Intersectionality: Frameworks for Anti-oppressive Pedagogy 

Queer Theory 

Drawing from feminism and post-structuralism, queer theory emphasizes the practice of 

challenging “normative knowledges and identities” (Sullivan, 2003, p. 44) by rejecting “traditional 

categories to question the way we understand sexuality, gender, and other related phenomena” 

(Dumbrill & Yee, 2019, p. 363).  Queer theory also “investigates sexuality by exploring themes of 

history, marginalization, exclusion, normalcy, social location, and political agency, all of which are 

crucial in the investigation of lives that stand outside any dominant culture” (p. 766).  In alignment 

with this concept, queer theory allows school staff to analyze pedagogical strategies, including the 

delivery of social-emotional services, by understanding the lived experiences of LGBTQIA+ displaced 

youth through a historical lens that takes into consideration the youths’ identities across various 

contexts. However, queer theory has been critiqued of race blindness or solely problematizing what it 

means to exist as a queer person and fight for equality, without taking into consideration experiences 

of oppression and discrimination by racialized queer individuals (Massaquoi, 2015, p. 767; Sullivan, 

2003) as is necessary when working with LGBTQIA+ displaced youth in schools. This race blindness 

may result in invisibility for the LGBTQIA+ individual both in the country of origin and in the host 

country (Massaquoi, 2015, p. 769).  

Intersectionality 

Intersectionality, first coined by Kimberlé Crenshaw in 1989, is a framework used to explain 

the experiences of oppression, violence, poverty, and marginalization by Black women, as these were 

not accounted for in the civil rights movement and in the women’s movement (Dumbrill & Yee, 2019; 

Franco, 2020b, p. 4). Intersectionality explores ways in which multiple, interlocking oppressions 

intersect and often compound each other without creating a hierarchy of oppressions (Dumbrill & Yee, 

2019; Franco, 2020b, p. 4; Massaquoi, 2015). Thus, intersectionality provides a framework for 

understanding how factors such as racism, ableism, classism, and nativism can intersect in ways to 

create disadvantages in the life of individuals (Cassidy & Jackson, 2005). Wimberly (2015) contends 

that extant scholarship has not sufficiently studied how these intersections impact relationships and 

experiences for students and school staff. Therefore, Massaquoi (2015) proposes intersectional queer 

theory, a queer theoretical view that centralizes intersectionality as a “framework that enables one to 

articulate the complexities of the lives produced by intersections of gender, race, culture, identity, and 

sexuality” (p. 765). This approach would inform school-based supports in addressing the invisibility 

experienced by the LGBTQIA+ -identified youth to also include pre-migratory narratives.  

IMPACT OF SCHOOL CLIMATE AND SAFETY 

School-based supports, in general, are significantly important, partly because students spend 

most of their day in schools. An approach used by schools in combatting heteronormative perspectives 

and messages to the school community is through the implementation of Gender and Sexuality 

Alliances formerly known as Gay-Straight Alliances (GSAs). Participants in GSAs reported that these 

student-led clubs served as the only vehicles in school where LGBTQIA+ issues were addressed 

(Griffin et al., 2004). GSAs are school-based and student-initiated clubs that seek to create safe and 

supportive environments for LGBTQIA+ youth in addition to cultivating strengths, leadership and 

advocacy skills (Fetner et al., 2012; Hernandez & Fraynd, 2014; Poteat et al., 2015). GSAs are a 

reform strategy (Mayberry et al., 2013) that motivate straight youth, or allies, to become social justice 

advocates and to provide education to other students and staff on human rights (Scheer & Poteat, 

2016). Research confirms that GSAs were reported to improve attendance, academic progress, 

promote positive relationship building and overall feelings of safety and inclusivity (Lee, 2002; 

Toomey et al., 2011). Mayberry (2012) adds that although GSAs can positively influence the social, 
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political, and policy decision climates in schools, their visibility alone is insufficient for achieving 

successful reforms.  

Principals in some schools have taken strong positions in support of LGBTQIA+ affirming 

school-based supports. According to the literature, school leaders often fail to intervene on behalf of 

LGBTQIA+ students out of fear of parental backlash pertaining to religious values and beliefs 

(Mayberry, 2012). There are, however, principals in schools who have come forward as strong 

advocates by using school policy to redirect and address faculty members’ homophobic comments 

(Griffin et al., 2004).  

For LGBTQIA+ affirming supports to succeed, the members need to feel and be 

acknowledged as stakeholders in the political reform process (Mayberry, 2012). These supports do not 

always take into account cultural, migratory, and linguistic diversity. While inadvertent, this serves to 

further marginalize and isolate LGBTQIA+ displaced migrant youth. Therefore, queer theory and 

intersectionality, which explore these previously overlooked factors, may serve as anti-oppressive 

frameworks to bring about pedagogical reform to academic and social-emotional interventions from a 

social justice lens. The following case example will illustrate the necessity for anti-oppressive 

frameworks in schools. 

Case Example: Santiago 

Santiago is 17-year-old, self-identified gay, cis-gender male, at an urban high school. Santiago 

migrated from Honduras, his native country, and crossed the US-Mexico border assisted by a coyote, 

or human smuggler, at the age of 16. Like many unaccompanied refugee minors, Santiago migrated 

without a parent or adult guardian. Four months after admission to the high school, Santiago was 

referred for social-emotional services when school staff noticed that he was socially disengaged, 

appeared sad, declining grades, and inconsistent school attendance.  Santiago expressed to the social 

worker the preference for he/him/his pronouns. Santiago indicated to the school social worker that 

“talking would be difficult” as he had never told anyone his story before. After 3 weeks in counseling, 

Santiago shared that life in Honduras was “unbearable.” Santiago stated that, as a child, people at 

home and school observed that he “was different.” Santiago shared, “ever since I was a young boy, I 

liked to play with my sisters’ dolls. My sisters wouldn’t mind it at all. One day, my father caught me 

playing dolls with my sisters and beat me with his belt. While hitting me he yelled, ‘Maricón (Spanish 

for faggot)! I will not have a maricón living in my house and I better not see this again.’ My mother 

always defended me, but he threatened her that if she continued doing so he would beat her too. One 

day he followed through on his promise and punched my mother in the face after she, once again, 

attempted to stick up for me. School did not provide an escape from these abuses. The children called 

me maricón and threw food at me at lunch time. This went on from elementary to the beginning of 

high school. One day a male teacher held me back at the end of the school day. He took me in the 

closet, began to touch me, and forced me to perform sexual acts on him. I cried and said no but it was 

to no avail. The teacher threatened to hurt me and kill my family if I told anyone. The sexual assaults 

continued for a year. I was terrified of my father finding out as this would result in another beating or 

perhaps being kicked out of my house. I decided to leave Honduras, fearing for my life.”  

Santiago shared that the journey to the United States exposed him to more abuse. Santiago 

indicated that he and other youth made “several stops” along the way. Santiago stated: “Nights were 

the worst. So many things happened. Sometimes I was touched by the coyote and other times I was 

forced to perform oral sex on him. He told me: ‘You want to get to the United States Right? So do 

what you have to do and keep your mouth shut.’ I was in constant fear for my life and my safety.” 

Santiago reported that he was eventually re-united with a maternal aunt in the United States where he 

was able to enroll in school. While Santiago reported feeling psychologically and physically safe in 

the counseling office, he reported feeling isolated in this U.S. school due to his immigration status, 

language, and identity as a sexual minority. Santiago indicated that although some students spoke 
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Spanish, he did not feel safe to disclose his identity as a gay male and undocumented youth out of fear 

of harassment and abuse. Santiago also reported that the school did not feel welcoming to students 

“like [him].” Santiago indicated that he often heard students call each other “gay” and “faggot” openly 

in classrooms and common areas with little to no interventions from school staff.  

DISCUSSION 

Santiago’s precarious immigration status and identity as a gay male increase his risk for 

vulnerability in this US-based, urban school. In order to provide anti-oppressive academic and clinical 

school-based supports this youth, it is important to understand the exposure to trauma in the pre-

migratory and in-journey phases in countries such as Honduras (Moloney, 2019). Like many 

LGBTQIA+ displaced migrant youth Santiago fled to the United States from a socio-political climate 

that was physically and psychologically dangerous. However, the United States’ anti-immigration 

laws act as stressors that negatively impact the physical and psychological well-being of Latin 

American migrants (Franco, 2020a). While there are laws in place to protect LGBTQIA+-identified 

individuals, homophobia and transphobia continue to be the source of high levels of stress and 

psychological sequelae for these young people in schools (Abreu et al., 2018; De Pedro et al., 2018; 

Griffin et al., 2004; Lee, 2002; Watson et al., 2010). Although his geographical location changed, the 

school in the host country mirrors the persecution, invisibility, and lack of safety he faced in 

Honduras. Santiago is frequently exposed to homophobic language and behaviors by students without 

intervention and protection from school staff. This oppressive school climate elevates levels of distrust 

in school staff for youth like Santiago, who have been sexually assaulted and threatened with death by 

a teacher in their native country. It is not enough for Santiago to feel safe in the school-based, 

therapeutic space. Santiago should feel included, safe, and welcome in all spaces of the school 

community.  

RECOMMENDATIONS 

Policy Landscape and Professional Development  

Lack of explicit anti-harassment policies and implementation of said policies can contribute to 

an unsafe school environment, such as hostile conduct by untrained school staff, administration, and 

students (Abreu et al., 2018). However, “anti”-policies may only function as mitigative strategies that 

do not actively dismantle discrimination (Beck, 2017). Schools systems would benefit from policy 

development that engages all stakeholders (students, school staff/leaders, parents, and community) in 

disrupting discriminatory and prejudicial actions and language (Beck, 2017). This process, informed 

by intersectionality, creates an anti-oppressive school climate that affirms the intersections of students’ 

identities and explores experiences between staff, families, and students (Beck, 2017, p. 3).  

Consistent emphasis and interest should be placed by State and district leaders to advocate for 

education reform in the curricula for teachers in training. Teachers report feeling insecure and 

unprepared to support LGBTQIA+ youth mostly because relevant content is underrepresented in 

training and professional development (Graybill & Proctor, 2016). Educators may lack resources to 

improve their own awareness and learning in order to positively create a safe school climate (Abreu et 

al., 2018; Graybill & Proctor, 2016).  Therefore, teacher training would be enhanced by content that 

affirms LGBTQIA+ and migrant identities through an intersectional queer framework. Anti-

oppressive pedagogical strategies calls for action by the instructor to include reflective practice, 

awareness of biases, mindfulness of positionality, and power and privilege, (Zynga & Styres, 2018). 

This approach may result in improvement in levels of social justice awareness, acceptance, visibility, 

and inclusion of the LGBTQIA+ migrant community.  
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Curriculum Reform: Steps Beyond Training 

While staff professional development is important, curriculum reform to support LGBTQIA+ 

displaced migrant youth in schools would be enhanced by tenets from queer theory, intersectionality, 

and anti-oppressive pedagogy. Currently, the research shows that LGBTQIA+ youth, specifically 

migrant youth, are underrepresented in the educational curriculum and therefore feel disengaged and at 

an educational disadvantage from their straight peers (Lee, 2002). Much of the educational curriculum 

that has been developed, is centered around disease acquisition that serves to perpetuate stigmatization 

of LGBTQIA+ individuals (Mayberry, 2012). This perspective contributes to LGBTQIA+ displaced 

migrant youth feeling unsafe and disengaged from the school community. In keeping with tenets of 

anti-oppressive pedagogy and intersectional queer theory, the author contends that schools would 

benefit from fully revising and restructuring curricula across all content areas to eliminate language, 

assumptions, stereotypes that oppress sexual minorities, undocumented individuals, and People of 

Color (Kumashiro, 2004; Zynga & Styres, 2018).   

Fear and lack of education in the development of LGBTQIA+ inclusive curricula across all 

content areas, can be counteracted by uniting school staff in creating relevant substitutions in the 

content and eliminating anti-LGBTQIA+ bias from the curricula (Cianciarulo, 2015; Mayberry, 2012). 

This collaboration can assist in fighting against homophobic stereotypes and promoting critical 

thinking and discussions (Mayberry, 2012) in and out of the classroom. Watson et al. (2010) state that 

during interviews they conducted, staff reported that public policy was the factor that helped “facilitate 

inclusion of LGBTQIA+ themes in course curricula” (p.108). These gaps can continue to be bridged 

by the commitment of leaders to promote and develop anti-oppressive curriculum that builds and 

educates - not one that discriminates or marginalizes (Conway & Crawford-Fisher, 2007).  

CONCLUSION 

The literature reviewed various challenges faced by LGBTQIA+ displaced migrant youth in 

their native countries and upon arrival to the host countries.  Most of the literature concluded that 

although awareness of LGBTQIA+ issues has increased, there is a dearth in the professional research, 

whereby LGBTQIA+ displaced migrant youths’ issues are underrepresented in journals. Upon arrival, 

these young people often face hostile school environments with school cultures that convey implicit 

and explicit anti-LGBTQIA+ and anti-immigrant messages. School and district leadership may have a 

direct impact on school culture and climate in promoting anti-heteronormative and culturally 

responsive messages in support of LGBTQIA+ displaced migrant youth (Abreu et al., 2018; Graybill 

& Proctor, 2016; Hernandez & Fraynd, 2014). School leaders have an ethical and professional 

responsibility to implement and improve the policy climate in stopping anti-LGBTQIA+ abuse in 

schools (Abreu et al., 2018; Graybill & Proctor, 2016; Hernandez & Fraynd, 2014; Macgillivray, 

2004). Reform to policy, teacher training, and classroom curricula informed by intersectionality, queer 

theory and anti-oppressive pedagogy may prove useful in dismantling pervasive institutional silence 

and harassment of these young people. Ultimately, all stakeholders  are charged with a paramount 

responsibility in developing an anti-oppressive school culture that is safe for LGBTQIA+ migrant 

youth who fled violence and abuse in search of a new life.  
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Abstract 

The need for special education stems from “a group of neurodevelopmental disorders that begin in 

childhood”. Today, one of the main topics discussed with regard to the education of children with 

special needs is inclusive education. Inclusive education, which aims to ensure that they all receive the 

best quality of education, is an education model based on students’ sharing experiences with their 

peers. The purpose of this research is to examine university students’ perceptions of inclusive 

education through metaphor analysis. This study aims to determine how Faculty of Education students 

perceive the concepts of inclusive education, inclusive students, the family of inclusive student and 

teacher of the inclusive student. The study group consisted a total of 200 prospective teachers from 

different branches, including six participants from each grade level in the 2018-2019 academic year 

fall semester in Faculty of Education at Sivas Cumhuriyet University. 79 of the prospective teachers 

were male and 121 were female. The data obtained through interviews were analysed through content 

analysis and descriptive analysis. 12 different metaphors for inclusive education, 11 different 

metaphors for inclusive student, 9 different metaphors for the family of the inclusive student, and 11 

different metaphors for the teacher of the inclusive student were produced. 
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INTRODUCTION 

The need for special education stems from “a group of neurodevelopmental disorders that 

begin in childhood” (Uzun Çiçek, Sarı & Mercan Işık, 2020, p.1). The first systematic initiatives 

regarding the education of individuals with special needs in the world dates back to the 16
th
 century 

(Sucuoğlu & Kargın, 2006). Today, one of the main topics discussed with regard to the education of 

children with special needs is inclusive education (Kauffman & Badar, 2014). In inclusive education 

practice, the main concern is to provide required support to students in any disability group and to 

ensure that they receive education in normal classrooms (Gözün & Yıkmış, 2004). “Inclusion is the 

process of children with disabilities being in the same educational and social institution like other 

normal children” (Yukay Yüksel, 2017, p. 295. Inclusive education, which aims to ensures that they 

all receive the best quality of education, is an education model based on students’ sharing experiences 

with their peers (Sucuoğlu, 2004). Children with diverse mental and physical situations are brought 

together for their educational purposes in inclusive education. In this vein, although the needs of each 

child are different, the necessity of meeting their diverse needs must be born in mind (Acarlar, 2013). 

As education is a fundamental right, this is also true for children with disabilities. The fact that an 

individual is at a different level of mental or physical development from her / his peers cannot deprive 

her or his of her / his right to education. This right is also guaranteed in our country with the Law on 

Special Education. Yalnız (2019) emphasized that the main purpose of inclusive education is to bring 

individuals with mild disabilities or disabilities into society. There are both individual and social gains 

of students getting education in the same environment with their normal peers in inclusive education. 

Although the first initiatives regarding the education of those with special needs dates back to 

the 16
th
 century, it can be seen that the inclusive education was introduced in the 1970s in the United 

States and soon after in other countries. In Turkey, an act regarding the education of children with 

special needs through the inclusive education was enacted in 1983, the circular issued in 1988 has 

adopted the definition of special education in the international literature.  It is clear that the main 

purpose of inclusive education is providing educational and social opportunities for the children with 

special needs in general education schools together with their peers regardless of their handicaps 

(Sucuoğlu & Kargın, 2006; Aykara, 2011). 

The general goals of inclusive education can be listed as follows: 

• To ensure that both types of children benefit from each other and develop by doing the 

same activity, 

• To ensure that children with normal development recognize and accept their disabled 

peers by providing opportunities which will help both groups of children benefit from 

education. 

• To set environments where they can communicate within their social environments to 

improve their communication skills, 

• To provide good personal development for individuals with disabilities and to facilitate 

their lives as beneficial individuals in the social environment by contributing to their 

personalities and social development (Darıca, 1992) 

Today, some individuals with special needs receive their education via inclusive education 

with their peers who normal development, while some continue their education in special lower-level 

classes in schools where this kind of education is available. In addition, private and official “special 

education schools” are among the institutions that provide education to children with special needs in 

affiliation with the Ministry of National Education. Efforts to expand inclusive education studies are 

ongoing (Sığırtmaç & Gül, 2008). Inclusive education forms the cornerstone of the education system 

for individuals with special needs (Baldiris, Zervas, Fabregat & Sampson, 2016). Not only individuals 
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with special needs but also those who have normal development, teachers and families benefit from 

inclusive education (Pamuk, 2016). “The practice of Inclusion/integration; supports learning and 

participation in society by reducing exclusion inside and outside the classroom” (Demirbilek & 

Levent, 2020, p. 481). Fedulova, Ivanova, Atyukova and Nosov (2019) also stated the importance of 

inclusive education by saying “Inclusion is a social concept. First of all, the concept of inclusion 

should not be limited only to the educational sense. Inclusive education is a channel that ensures social 

inclusion”. According to Barut (2016), “These disabled children, that can be seen in all countries of 

the world, can lead a smooth life in the society as long as they are given necessary and sufficient 

education and psychological assistance”. 

Teachers provide positive support for both themselves and their students by collaborating with 

special education teachers, advisory teachers, school management and families. They can make 

arrangements by asking for suggestions from experts when it is necessary (Batu & Kırcaali-Iftar, 

2011). Through their observations, teachers recognize individuals and organize the educational 

environment according to students’ individual differences. In addition, by having sufficient knowledge 

and skills in the field, they can contribute to the education of individuals (Kandır, 2001). Several steps 

are taken in the process of inclusive education. At the beginning of each term, teachers should be 

informed about their students and should prepare necessary lesson plans. Teachers should know if 

there are inclusion students in their classes and be prepared for them in the educational environment. 

They should be informed about inclusive education and should learn the types of disabled people and 

the methods used by consulting special education teachers. By approaching each student equally, they 

must demonstrate that all students have equal rights and responsibilities in the classroom. If the 

teacher accepts all students unconditionally, it will be easier for children with normal development to 

accept their peers with special needs (Batu & Kırcaali-Iftar, 2011). 

Purpose and Sub-Purposes of the Research 

The purpose of this research is to examine students’, who study in Sivas Cumhuriyet 

University, Faculty of Education, perceptions of inclusive education through metaphor analysis. 

Following this purpose, answers will be sought for the following sub-purposes. 

 What are the metaphors determined by the prospective teachers regarding inclusive 

education? 

 What are the metaphors determined by the prospective teachers regarding the inclusive 

student? 

 What are the metaphors determined by the prospective teachers regarding the family of the 

inclusive student? 

 What are the metaphors determined by the prospective teachers regarding the teacher of the 

inclusive student? 

METHOD 

Research Design 

Qualitative research model and phenomenology patterns were used to determine metaphors 

regarding the concepts of inclusive education of prospective teachers studying at the Faculty of 

Education and to examine them in a cross-sectional format.  In this study, it was aimed to determine 

how Sivas Cumhuriyet University, Faculty of Education students perceive the concepts of inclusive 

education, inclusive student, the family of inclusive student and teacher of the inclusive student. 

Therefore, phenomenological approach was used. Phenomenology study is to make sense and explain 
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the experiences of the individual regarding any concept or phenomenon (Creswell, 2007; Merriam, 

2013). “Metaphors make it easy for people to make comparisons between two things, to draw attention 

to the similarities between two things, or to explain something by substituting for something else” 

(Güneş & Tezcan, 2019, p. 4). According to Yıldırım and Şimşek (2011), “metaphors provide a very 

solid, rich picture about the subject, phenomenon, event and situation which is studied, and provide a 

visual image”. 

Study Group 

The study group consisted a total of 200 prospective teachers, including six students at each 

grade level, among the students studying in different departments (Psychological Counseling and 

Guidance, Classroom Teaching, Turkish Teaching, Social Sciences Teaching, Science Teaching, Pre-

School Teaching, Primary School Mathematics Teaching, Art Teaching, English Teaching) in the 

2018-2019 academic year fall semester of Sivas Cumhuriyet University, Faculty of Education. 79 of 

the prospective teachers were men and 121 were women. 

While determining the study group, it was paid attention that that participants were 

appropriate to the purpose of the study, and the study group and the researcher were compatible. 

Students who filled out the forms inadequately were not evaluated. The answers given by the 

remaining students in their forms were evaluated. 

Data Collection 

Metaphors are an important tool to reflect one's self, foresight, and develop communication 

skills (Moser, 2000). To reveal the metaphors of the Sivas Cumhuriyet University, Faculty of 

Education students, who have participated in the research were asked to write the metaphors they 

would see fit regarding the concepts given in the following examples. Furthermore, they were asked to 

indicate their reasons regarding the metaphors they chose. 

1. Inclusive education is like ..., because…. 

2. The inclusive student is like ..., because…. 

3. The family of the inclusive student is like ..., because … 

4. The teacher of the inclusive student is like ..., because ... 

Students were asked to write their metaphors regarding the concepts of “inclusive education”, 

“inclusive students”, “inclusive families” and “inclusive teachers” in approximately 30 minutes. These 

statements written by students constituted the main data source of this research as a document. 

Data Analysis  

The forms that the participants filled in were coded by the researcher and then were written in 

the computer environment. First, the metaphors in the forms were determined and arranged as a list. 

The main categorized metaphors were identified and then grouped among themselves. The data 

obtained through interviews were analysed through content analysis and descriptive analysis. The 

stages of analysing the metaphors obtained are presented below. 

Identification, extraction, and coding of metaphors 

200 students studying at the Faculty of Education were reached for the study. The metaphors 

and sentences stated in the data collection tool were entered into the Microsoft Excel 2007 program 

together with the personal information of the participants. During the data entry process, empty and 
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missing forms, those which did not state metaphor, those which did not explain the reason for the 

metaphor even though they stated metaphor, or those that did not have a logical link with the motive 

were extracted. As a result, 32 of the written metaphors about inclusive education, 35 of the metaphors 

for the inclusive student, 43 of the metaphors for the inclusive student's family, and 37 of the 

metaphors for the inclusive student's teacher were extracted. Finally, evaluation of metaphors of 

participants were conducted through 168 for inclusive education, 165 for the inclusive student, 157 for 

the family of the inclusive student, and 163 for the teacher of inclusive students. 

Category development 

296 forms and metaphors used were evaluated and examined in terms of the subject, source, 

and the relationship between the source and the subject. As aforementioned, evaluated number of 

metaphors consisted of 168 for inclusive education, 165 for the inclusive student, 157 for the family of 

the inclusive student, and 163 for the teacher of inclusive students. Each metaphor was associated with 

a particular theme, by considering what participants wrote in “Because” part. As a result, 12 different 

conceptual categories for inclusive education, 11 for inclusive students, 9 for inclusive students' 

families, and 11 for inclusive students' teachers were determined. 

Editing and Analysis of Data 

The obtained data, namely, metaphors, categories, and positive-negative perceptions, was 

recorded in Microsoft Excel 2007 program, examined, and transferred to the Microsoft Word program. 

The frequency values representing 168 valid metaphors and 12 categories for inclusive education, 165 

metaphors and 11 categories for inclusive students, 157 metaphors, and 9 categories for the family of 

inclusive students, 163 metaphors, and 11 categories for teachers of inclusion students were examined. 

The themes created for a better understanding of the metaphors and categories produced at this stage 

are shown in the forms of tables. Positive and negative concepts of the participants are also included in 

these tables. 

FINDINGS AND COMMENTARY 

In this part of the research, the metaphoric students’ perceptions of the inclusive education, the 

inclusive student, the family of the inclusive student and the teacher of the inclusive student were 

collected and analysed under certain categories. 

1-Examination of Metaphoric Perceptions Regarding Inclusive Education 

Metaphors used regarding inclusive education: According to the findings obtained as a 

result of the research, students who study at Sivas Cumhuriyet University, Faculty of Education 

produced a total of 168 valid metaphors regarding inclusive education. It was observed that four 

participants left this question blank. These metaphors are as follows:  

Fruit that grows in the poor soil, sun, salt, shield, cane, painting, car, book, table, sky, rugs, 

olive pie, rope, strainer, climate, soil, water, cocktail, vegetable soup, garden, ocean, mining, flower, 

universal cluster, umbrella, therapy, glue, string, cooking, canvas, baby, path, knitting, team play, 

board, sun, shoes, border, puzzle, organ, flower garden, orchestra, salad, tomato basket, tape, cooking, 

street light, garden, playpen, visually impaired, rain, soup, teaching how to walk, food, sleep, 

socialize, sapling, tribune, tree, truck, birdhouse, Doing Farabi (A student exchange program similar to 

Erasmus in Turkey), knot, nest, making bouquet, family, sea, thread, casting a spell, flower 

community, breast milk, family, school, life cycle, Konya, cloud, heaven, forest, life, lifetime, boiled 

salt water, ashura (a kind of traditional Turkish pudding), ice cream, muscle, medicine, Turkish coffee, 

rainbow, house, Turlu (A traditional Turkish food similar to stew), apple, puzzle, trying different 

cigarettes, pier, bus, campus, play store, sugared water, processed iron, gold, paint, brewed tea, 
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carpenter, computer, game, fruit salad, wedding, mirror, intercultural synthesis, friendship, life water, 

treasure, oxygen, football competition, friend, mixed nuts, washing machine, basil, tree vaccine, 

strawberry, mixture, mixer, ball, anchor, compass, correction fluid, kitchen. 

As seen above, water (7), flower (7), soil (6), family (6), sun (5), garden (4), puzzle (5) are the 

most preferred metaphoric expressions, regarding the metaphors which were chosen by the 

participants for inclusive education. 

Metaphor themes related to inclusive education. 168 metaphors used for inclusive 

education were combined according to their similarities, and these metaphors were collected under 12 

sub-themes.  

Table 1. Metaphor Themes for Inclusive Education  

Themes Number of participants (f) 

Nature 

Plant 

Functional tools 

Art products 

Food  

Action  

Unity and solidarity  

Fun and pleasure  

Human characteristics  

Disciplinary and interdisciplinary 

Occupation  

Material value  

35 

13 

33 

6 

21 

12 

18 

9 

15 

3 

1 

2 

Total 168 

 

As seen in the table above, when the metaphors used for inclusive education are combined and 

categorized, it has been observed that the most preferred metaphor theme is “nature”, with 35 

participants. The themes following the first one are as follows. “Functional tools” is in the second 

place with 33 participants, “Food ingredients” is in the third place with 21 participants, “Unity and 

solidarity” is in the fourth place with 18 participants, and “Human characteristics” is in the fifth place 

with 15 participants. 

a. Nature: Metaphors used in this category were sun, sky, climate, soil, water, garden, ocean, 

flower garden, rain, bird's nest, sea, cloud, forest, rainbow, and oxygen, and they were preferred by 35 

participants.  

In this theme, seven participants used the “water” metaphor regarding inclusive education. For 

example, a participant stated that “Inclusive education is like water because it gives life”.  

b. Plant: Metaphors used in this category were fruit that grows in the poor soil, flowers, 

saplings, trees, and basil, and they were preferred by 13 participants.  

In this theme, 7 people used the “flower” metaphor for inclusive education. For example, a 

participant wrote that “Inclusive education is like a flower because it is always different and special”. 

c. Functional tools: Metaphors used in this category were shield, walking stick, car, rope, 

strainer, umbrella, glue, rope, dashboard, shoes, tomato basket, tape, street light, truck, linen, 

medicine, pier, bus, play store, paint, computer, mirror, washing machine, wood vaccine, mixer, 

anchor, compass, correction fluid, kitchen, road, border, and were preferred by 33 participants. 

In this theme, three participants used the “car” metaphor for inclusive education. For example, 

a participant stated that “Inclusive education is like a car as it needs fuel”.  
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d. Art products: Metaphors used in this category were painting, books, tables, rugs, and 

canvas, and were preferred by six participants. 

In this theme, two participants used the “book” metaphor for inclusive education. For 

example, a participant wrote that “Inclusive education is like a book, as it contains multiple 

information about the problem and solution which leads to the resolution”.  

e. Food: Metaphors used in this category were salt, olive pie, cocktail, veggie soup, salad, 

soup, meal, ashura (A kind of traditional Turkish pudding), ice cream, Turkish coffee, turlu (A kind of 

traditional Turkish food similar to stew), apple, sugared water, tea, fruit salad, mixed nuts, and 

strawberry, and were preferred by 21 participants.  

In this theme, two participants, for each metaphor, used “turlu, apple, and cocktail” metaphors 

for inclusive education. For example, a participant stated that “Inclusive education is like a turlu 

because there are many different people in it”.  

f. Action: Metaphors used in this category were mining, cooking, knitting, teaching how to 

walk, socializing, doing Farabi, making a bouquet, casting a spell, boiled salty water, trying different 

cigarettes, and processed iron, and preferred by 12 participants.  

In this theme, two participants used the “cooking” metaphor for inclusive education. For 

example, a participant wrote that “Inclusive education is like cooking because it is a process that 

requires certain stages and patience”. 

g. Unity and solidarity: Metaphors used in this category were team play, orchestra, tribune, 

nest, family, floral community, school, campus, wedding, friend, mixture, wool ball, and knot, and 

were preferred by 18 participants.  

In this theme, six participants used the “family” metaphor. For example, a participant stated 

“Inclusive education is like a family because it accommodates everyone”. 

h. Entertainment and pleasure: Metaphors used in this category were puzzle, playpen, 

crossword, football competition, and game, and preferred by nine participants.  

In this theme, five participants used the “puzzle” metaphor for inclusive education. For 

example, a participant wrote “Inclusive education is like a puzzle because it makes sense when you put 

the pieces in the proper places”.  

i. Human characteristics: Metaphors used in this category were baby, organ, visually 

impaired, sleep, breast milk, life cycle, heaven, life, lifetime, muscle, hand, mother, life water, and 

Konya, and preferred by 15 participants.  

In this theme, two participants have the “mom” metaphor for inclusive education. For 

example, a participant stated “Inclusive education is like a mother because she sees the student as her 

child”.  

j. Disciplinary and interdisciplinary: Metaphors used in this category were universal cluster, 

intercultural synthesis, and therapy, and preferred by three participants.  

In this theme, a participant used the “intercultural synthesis” metaphor for inclusive education, 

and stated “Inclusive education is like intercultural synthesis because every different individual 

becomes beautiful when they are together”. 
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k. Occupation: Metaphor used in this category was carpenter, and preferred by one 

participant.  

In this theme, a participant used the “carpenter” metaphor for inclusive education, and stated 

“Inclusive education is like a carpenter because it surfaces as it works”  

l. Material value: Metaphors used in this category were gold and treasure, and preferred by 

two participants.  

In this theme, a participant used the “gold” metaphor for inclusive education, and stated 

“Inclusive education is like gold because it needs to be polished”.  

2-Examination of Metaphoric Perceptions Regarding the Inclusive Student 

Metaphors used regarding inclusive education: According to the findings obtained as a 

result of the research, participants produced a total of 165 valid metaphors regarding the inclusive 

student. It was observed that four participants left this question blank. These metaphors are as follows.  

Painting, book, canvas, table, art, flower, tree, branch, orchid, waterless flower, endemic plant, 

cactus, snowdrop, tulip in rose garden, unopened flower, violet, wheat, rose, root of tree, plane tree, 

sapling, white rose, pale flower, seed, grafted branch, sunflower, four leaf clover, chamomile with 

missing petals, unprocessed jewel, pearl grain, gemstone, diamond, iron, raw gold, ruby, treasure, 

hidden treasure, magnet, coal, blank sheet, tabula-rasa, country, undiscovered continent, white swan, 

ugly duckling, cat, bee, kitten, lamb, ant wing broken bird, albino lion, dough, olive, sugar, fruit, tea, 

caviar, salt, cloud, clear water, sun, sea, clay, oasis, garden, rain, soil, star, source, rainbow, butt, child 

that doesn't grow, angel, farmer, newborn baby, sibling, regular student, apprentice, child, 

disappearing climber, ambassador, big brother, scout, car, pen, laundry, chair with missing foot, ship, 

application to be updated, rope, bottle, road, patch, black box, symbol, bowling ball, play dough, new 

player, game room, rainbow blue, white. 

As seen above, when the metaphors used by the attendants for the inclusive student were 

examined, flower (32) and newborn baby (10) were the most preferred metaphors. 

Metaphor themes for the inclusive student: The 165 metaphors used for the inclusive 

student were combined according to their similar characteristics, and these metaphors were collected 

under 11 sub-themes.   

Table 2. Metaphor Themes for Inclusive Students  

Themes Number of participants (f) 

Art  

Plant 

Mineral-Material 

Discipline and interdisciplinary  

Animal 

Food  

Nature  

Human characteristics 

Color  

Functional tools 

Fun and pleasure  

7 

60 

19 

4 

12 

7 

17 

21 

2 

12 

4 

Total 165 

As seen in the table above, when the metaphors used for inclusive education are combined and 

categorized, the most preferred metaphor theme is "plant", with 60 participants. Following it, “human 

and human values” is in the second place with 21 participants, “those which express mine and material 

value” is in the third place with 19 participants, “nature and beings in nature” is in the fourth place 
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with 17 participants, “animal” and “functional tools” themes share the fifth place with 12 participants 

each.  

a. Art: Metaphors used in this category were painting, book (2), canvas, painting (2), and art, 

and preferred by seven participants.   

In this theme, two people, for each metaphor, used the “book, table” metaphors for the 

inclusive student. For example, a participant stated “Inclusion student is like a book because s/he 

changes the way people view life”. 

b. Plant: Metaphors used in this category were flower (32), tree (2), branch, orchid (2), non-

watered flower, endemic plant (3), cactus (2), snowdrop, tulip in a rose garden, unopened flower, 

violet, wheat, rose, the root of a tree, plane tree, sapling, white rose, pale flower, seed (2), inoculated 

branch, sunflower, four-leaf clover, and deficient chamomile, and preferred by 60 participants. 

In this theme, 32 participants used the “flower” metaphor for the inclusive student. For 

example, a participant wrote “The inclusive student is like a flower because s/he flourishes as s/he is 

being taken care of”. 

c. Mineral-Material: Metaphors used in this category were unprocessed jewellery, pearl grain 

(3), gemstone (2), diamond (2), iron, raw gold (3), ruby, treasure, hidden treasure, magnet, and coal 

(3), and preferred by 19 participants. 

In this theme, three participants, for each, used the  coal, raw gold, pearl grain” metaphors 

for the inclusive student. For example, a participant said “Inclusive student is like coal because s/he 

turns into a diamond”. 

d. Disciplinary and Interdisciplinary: Metaphors used in this category were empty plate (2), 

country, and undiscovered continent, and preferred by four participants. 

In this theme, two participants used the “empty plate” metaphor for the inclusive student. For 

example, a participant s stated “Inclusive student is like a blank plate because a regular development 

shapes him/her”. 

e. Animal: Metaphors used in this category were white swan, ugly duckling, cat (4), bee (2), 

lamb, ant, a bird with a broken wing, and albino lion and preferred 12 participants.  

In this theme, four participants used the “cat” metaphor for the inclusive student. For example, 

a participant wrote “Inclusive student is like a cat because s/he needs protection”. 

f. Food: Metaphors used in this category were dough, olive, sugar, fruit, tea, caviar, and salt, 

and preferred by seven participants.   

The participants in this theme used “dough, olive, sugar, fruit, tea, caviar, salt” metaphors for 

the inclusive student. For example, a participant wrote “Inclusive student is like dough because you 

can give him/her any shape you want”. 

g. Nature: Metaphors used in this category were cloud, clear water, sun (3), sea, clay, oasis, 

garden, rain (2), earth, star, spring, rainbow (2), and cigarette butt, and preferred by 17 participants.  

In this theme, three participants used the “sun” metaphor for the inclusive student. For 

example, a participant stated “Inclusive student is like the sun because s/he illuminates”. 
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h. Human Characteristics: Metaphors used in this category were kid who does not grow up, 

angel, farmer, new-born baby (10), sibling, normal student, apprentice, child, disappearing climber, 

ambassador, big brother, and scout preferred by 21 participants.  

In this theme, 10 participants used the “new-born baby” metaphor for the inclusive student. 

For example, a participant stated “Inclusive student is like a new-born baby because s/he requires 

attention”. 

i. Color: Metaphors used in this category were rainbow blue and white and preferred by two 

participants.  

The people in this theme used “rainbow blue, white” metaphors for the inclusive student. For 

example, a participant has stated “Inclusive student is like white because s/he enlightens us”. 

j. Functional Tools: Metaphors used in this category were car, pencil, laundry, chair with a 

missing foot, ship, application to be updated, rope, bottle, road, patch, black box, and symbol, and 

preferred by 12 participants.  

The participants in this theme used “car, pencil, laundry, chair with missing foot, ship, 

application to be updated, rope, bottle, road, patch, black box, symbol” metaphors for the inclusive 

student. For example, a participant wrote “Inclusive student is like a car because s/he has to be used 

with care”. 

k. Entertainment and Pleasure: Metaphors used in this category were bowling ball, play 

dough, new player, and game hall preferred by four participants.  

The participants in this theme used “Bowling ball, play dough, new player, game room” 

metaphors for the inclusive student. For example, a participant wrote “Inclusive student is like a 

bowling ball because s/he has to be hold tight.” 

3-Examination of Metaphoric Perceptions Regarding the Family of the Inclusive Student 

The metaphors used for the family of the inclusive student:  According to the findings 

obtained as a result of the research, participants produced a total of 158 valid metaphors about the 

family of the inclusive student. It was observed that four participants left this question blank. These 

metaphors are as follows. 

Flowing water river, pole star, rainbow, garden, water, soil, fertile soil, mountain, tree, forest, 

fire, plane tree, planet, sky, rock, tree branch, world, sun, nature, bird's nest, tree trunk, river, mother, 

bird, cat-seen mouse, oyster, bee, lion, protection bird, sturgeon, key, sword, vase, traffic sign, 

column, lamp, pier, truck, coat, alarm clock, shield, google, piggy bank, flowerpot, computer, tape, 

cap, cigarette pack, armor, abutment, detergent, bridge, equipment, light, pencil case, technology, 

closed box, pickle, salt, spice, tea without sugar, tea, five, warrior, manager, psychological counselor, 

miner, collector, detective, farmer, teacher, book writer, guide, assistant, police, security guard, 

master, teacher attending the most important lesson, sarraf, gardener, cook apprentice, construction, 

building, supporting wall, library, wall, art museum, bank, house, wagon, ordeal, state, army, horror 

tunnel toy, music, angler, the basis of the puzzle, fairy tale hero, eye, treasure holder, mother, time, 

invention, stone of patience, leader, corner of heaven, eternal day, backbone, cruise, old man, steel, 

mercury, diamond. 

As seen above, when the metaphors used by the participants in the inclusive students' family 

are examined, it is that the most preferred metaphors are soil (10), water (8), plane tree (4), patience 

stone (4), house (3), tree (3), and mountain (3). 
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Metaphor themes of the inclusive student's family. 158 metaphors used for the family of 

inclusive students were combined according to their similar characteristics and these metaphors were 

collected under 9 sub-themes. 

Table 3. Metaphor Themes for the Family of Inclusive Students  

Themes Number of people (f) 

Nature  

Animal 

Functional tools 

Food 

Occupation group 

Location and structure  

Fun and pleasure  

Human characteristics 

Mineral-Material  

52 

8 

28 

5 

22 

14 

5 

21 

3 

Total 158 

 

As seen in the table above, when the metaphors used for the family of the inclusive student are 

combined and categorized, the most preferred metaphor theme, is “Nature and beings in nature” with 

52 participants. The themes following the first one are as follows. “Functional tools” is in the second 

place with 28 participants, “Occupation group” is in the third place with 22 participants, “Expressions 

of human and human value” is in the fourth place with 21 participants, and “Statements expressing 

location and structure” is in the fifth place with 14 participants.  

a. Nature: Metaphors used in this category were flowing water, polar star, rainbow, garden, 

water, soil, fertile soil, mountain, tree, forest, fire, plane tree, planet, sky, rock, tree branch, earth, sun, 

nature, bird's nest, tree trunk, and river, and preferred by 52 participants.   

In this theme, 10 participants used the “soil” metaphor for the inclusive student's family. For 

example, a participant said “The family of the inclusive student is like soil because the flower grows in 

the soil”. 

b. Animal: Metaphors used in this category were mother bird, a cat which has seen a mouse, 

oyster, bee, lion, guardian bird, and sturgeon, and preferred by eight participants.   

In this theme, two participants used the “oyster” metaphor for the family of the inclusive 

student. For example, a participant stated “The inclusive student's family is like an oyster because they 

hide pearl in them.” 

c. Functional tools: Metaphors used in this category were key, sword, vase, traffic sign, 

column, lamp, pier, truck, coat, alarm clock, shield, google, piggy bank, flowerpot, computer, tape, 

container, cigarette pack, armor, abutment, detergent, bridge, equipment, light, pencil box, technology, 

and closed box, and preferred by 28 participants. 

In this theme, three participants used the “pot” metaphor for the family of the inclusive 

student. For example, a participant wrote “Inclusive student's family is like a flowerpot because the 

student grows up there.” 

d. Food: Metaphors used in this category were pickle, salt, spice, unsweetened tea, and five 

tea, and preferred by five participants. 

In this theme, the “spice” metaphor was used for the family of the inclusive student. For 

example, a participant said “Inclusive student's family is like spice because they must be in 

collaboration”. 
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e. Occupation: Metaphors used in this category were warrior, manager, psychological 

counsellor, miner, collector, detective, farmer, teacher, book writer, guide, assistant, police, security 

guard, master, teacher who attends the most important lesson, moneylender, gardener, and cook 

apprentice, and preferred by 22 participants.  

In this theme, two participants, for each metaphor, used the “warrior, detective, farmer, 

teacher” metaphors for the family of the inclusive student.  

f. Location and structure: Metaphors used in this category were construction, building, 

supporting wall, library, wall, art museum, bank, house, wagon, ordeal, state, and army, and preferred 

by 14 participants.  

In this theme, three participants used the “home” metaphor for the family of the inclusive 

student. For example, a participant stated "Inclusive student's family is like home because it contains, 

it includes different people". 

g. Entertainment and pleasure: Metaphors used in this category were horror tunnel, toys, 

music, Fenerbahce fans, and the basis of the puzzle, and preferred by five participants.  

In this theme, the "toy” metaphor has been used for the family of the inclusive student. For 

example, a participant said "The inclusive student's family is like a toy because it makes an effort to 

make him/her happy.". 

h. Human characteristics: Metaphors used in this category were fairy tale hero, eye, treasure 

holder, mother, time, invention, patience stone, leader, corner of heaven, endless day, spine, ship 

traveler, and old man, and preferred by 21 participants.  

In this theme, four participants used the “patience stone” metaphor for the family of the 

inclusive student. For example, a participant wrote "Inclusive student's family is like a stone of 

patience because the family has a big task.". 

i. Mineral-material: Metaphors used in this category were steel, mercury, and diamond, and 

preferred by three participants.  

In this theme, the "diamond” metaphor was used for the family of the inclusive student. For 

example, a participant said "Inclusive student's family is like a diamond because the parents are so 

valuable.". 

4-Examination of Metaphoric Perceptions of the Teacher of the Inclusive Student 

The metaphors used for the teacher of the inclusive student: According to the findings 

obtained as a result of the research, participants produced a total of 161 valid metaphors about the 

teacher of the inclusive student. It was observed that four participants left this question blank. These 

metaphors are as follows. 

Water, sun, mirror, candlelight, cotton, star, universe, sun, exploration, lantern, sun, water and 

sun, family, light, cook, gardener, sun, compass, miner, gardener, gardener, gardener, family, mother, 

life water, genius, guide, lantern, jewelry box, sun, guide, sun, gardener, family, pole star, team coach, 

compass, gardener, gardener, pole star, chair, vizier, star, family, pencil, earth, water, night light, 

gardener, reading book, glue, library, earth, sun, sun, sun, person touching the heart, surprise egg, 

water, earth, mining worker, parent, family, god, koala, diamond master, park, bee, water, sun, 

compass, sun, light, flower, sun, sun, florist, mother, light, tap, bee, mine worker, cotton, wolf, rain, 

traffic sign, daisy, sun, sugar, air, light, hero, wolf, moon, earth, cook, fire, puzzle person, heels, 

ashura, sun, world, nature, doctor, miner, world, gardener, rain, artist, candle, leader, water, lamp, 
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flower, light, painter, smoker, water, driver, traffic police, coach, conductor, brush, painter, angel, 

mother, water canal, carpenter, guide, team coach, tree, mother, rain, light, gas in the air, painter, angel 

of goodness, family, friend, sun, pole star, guide sun, big brother, big sister, justice, water, softener, 

black seed, meteorologist, builder, hops, ivy, market, angel, master, captain, cook, rescue team, 

spelling guide, cook. 

As seen above, when the metaphors used by the participants in the study for the teacher of the 

inclusive student were examined, the most preferred metaphors were sun (20), gardener (9), water (7), 

light (6), family (7). 

Metaphor themes regarding the inclusive student's teacher: 161 metaphors used for the 

teacher of the inclusive student were combined according to their similar characteristics and these 

metaphors were gathered under 11 sub-themes.   

Table 4. Metaphor Themes Regarding the Teacher of the Inclusive Student  

Themes Number of people (f) 

Nature  

Plant 

Unity and solidarity  

Location and structure 

Functional tools 

Occupation group 

Action  

Pleasure and play  

Religious values 

Animal 

Food  

53 

8 

15 

4 

20 

45 

4 

1 

4 

5 

2 

Total 161 

 

As seen in the table above, when the metaphors used for the teacher of the inclusive student 

are combined and categorized, the most preferred metaphor theme is “Concepts about nature” with 53 

participants. The themes following the first one are as follows. “Professional group” is in the second 

place with 45 participants, “Functional tools” is in the third place with 20 participants, “Concepts 

expressing unity and solidarity” is in the fourth place with 15 participants, and "plant" is in the fifth 

place with eight participants.  

a. Nature: Metaphors used in this category were Sun (20), Water (7), Star (2), Universe, Light 

(6), Polar Star (3), Rain (3) Weather (2), Moon, Earth (4), Fire, Earth (2), and Nature, and preferred by 

53 participants.   

In this theme, three participants used the “rain” metaphor for the teacher of the inclusive 

student. For example, a participant said “The teacher of the inclusive student is like rain because it 

brings life to many living things with its drops, making nature green”. 

b. Plant: Metaphors used in this category were Flower (2), Cotton (2), Daisy, Tree, Nigella, 

and Ivy, and preferred by eight participants. 

In this theme, two participants used the “flower” metaphor for the teacher of the inclusive 

student. For example, a participant said “The inclusive student is like a flower because s/he is very 

special”. 

c. Unity and Solidarity: Metaphors used in this category were Family (7), Parent, Friend, 

Mother (4), and Big Brother (2), and preferred by 15 participants. 
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In this theme, four participants used the “mom” metaphor for the teacher of the inclusive 

student. For example, a participant said “The teacher of the inclusive student is like a mother because 

she protects and watches over”. 

d. Location and Structure: Metaphors used in this category were Library, Park, Water 

channel, and Market, and preferred by four participants. 

In this theme, a participant used the “water channel” metaphor for the teacher of the inclusive 

student, and stated “The teacher of the inclusive student is like a water channel because it is necessary 

to water the flowers”. 

e. Functional Tools: Metaphors used in this category were Mirror, Flashlight (2), Compass 

(3), Jewelry box, Chair, Pen, Night light, Adhesive, Tap, Traffic sign, High heel shoe, Candle, Lamp, 

Brush, Softener, Spelling guide, and Candle Light, and preferred by 20 participants.  

In this theme, two participants used the “flashlight” metaphor for the teacher of the inclusive 

student. For example, a participant said “The teacher of the inclusive student is like a flashlight 

because it reveals things by shining light onto them”. 

f. Occupation: Metaphors used in this category were Explorer, Cook (4), Gardener (9), 

Human Master, Seller of Sherbet, Master, Captain, Rescue team, Miner (4), Guide (4), Team coach 

(2), Carpenter, Vizier, Meteorologist, Diamond master, Florist, Hero, Doctor, Artist, Leader, Painter 

(3), Driver, Traffic police, Technical team coach, and Maestro, and preferred by 45 participants.   

In this theme, the participants used “carpenter, vizier, driver, seller of sherbet” metaphors for 

the teacher of the inclusive student. For example, a participant said “The teacher of the inclusive 

student is like a carpenter because s/he processes his students”. 

g. Action: Metaphors used in this category were reading books, making puzzles, smoker, and 

person touching the heart, and preferred by four participants.  

In this theme, a participant used the “person touching the heart” metaphor for the teacher of 

the inclusive student, and stated “The teacher of the inclusive student is like the person who touches 

the heart because s/he creates awareness”. 

h. Pleasure and Play: Metaphor used in this category was the surprise egg, and preferred by a 

participant.  

In this theme, a participant used the “surprise egg” metaphor for the teacher of the inclusive 

student, and stated “The teacher of the inclusive student is like a surprise egg because each teacher 

looks at the student differently”. 

i. Religious Values: Metaphors used in this category were Allah (God), Angel (2), and 

Guardian Angel, and preferred by four participants.  

In this theme, the participants used “Allah, angel, guardian angel” metaphors for the inclusive 

student's teacher. For example, a participant said “The teacher of the inclusive student is like an angel 

because s/he does not discriminate”. 

j. Animal: Metaphors used in this category were Koala, Bee (2), and Wolf (3), and preferred 

by six participants.  



International Journal of Progressive Education, Volume 17 Number 2, 2021  

© 2021 INASED 

254 

In this theme, the participants used “koala, bee, wolf” metaphors for the inclusive student's 

teacher. For example, a participant said “The teacher of the inclusive student is like a wolf because 

s/he is a leader”. 

k. Food: Metaphors used in this category were Ashura and Sugar, and preferred by two 

participants.  

In this theme, participants used “ashura, sugar” metaphors for the teacher of the inclusive 

student. For example, a participant wrote “The teacher of the inclusive student is like ashura because 

s/he brings people together”. 

CONCLUSION AND RECOMMENDATIONS 

In this study, the metaphoric perceptions of the students studying at Sivas Cumhuriyet 

University Faculty of Education regarding the concepts of “inclusive education, the inclusive student, 

the family of the inclusive student, the teacher of the inclusive student” were examined. 12 types of 

metaphors for inclusive education, 11 types for the inclusive student, 9 types for the family of the 

inclusive student, and 11 types of metaphors for the teacher of the inclusive student were produced. 

Metaphors regarding inclusive education were produced on the theme of “nature” the most, and on the 

theme of “occupation” the least.  

The fact that the concept of nature has a positive connotation indicates that prospective 

teachers have a positive attitude towards inclusive education. As a matter of fact, using the 

“profession” theme at least shows that inclusive education means more than just a profession. This 

result is in parallel with the other studies. Gürsoy, Aral, Öz, and Aysu (2019) stated in their study that 

the metaphors of teachers regarding inclusive education are “slow and hard, special attention, love and 

patience, difference, socialization and equal conditions”. In the study of Kumaş and Süer (2020), the 

concepts of nature are at the top in the metaphors created in the special education theme. In the study 

of Yazıcıoğlu (2019), the metaphor of “rainbow” was used the most among the metaphors regarding 

inclusive education. The rainbow metaphor used in this work refers to understanding differences. 

These studies, which are given as examples in the literature, show that most of the teachers or 

prospective teachers adopt a positive attitude towards inclusive education. In the study conducted by 

Akman, Uzun, and Yazıcı (2018), teachers’ and prospective teachers’ opinions about inclusive 

education were included. “Preschool teacher candidates stated that inclusive education is important; 

because every child has the right to education and equal opportunities and they see it as an important 

step for the socialization of children with special needs.   On the other hand, preschool teachers 

emphasized the importance of supporting the developmental areas of the child. In their study, 

Mertoğlu, Sarı, Pusmaz, Balçın (2020) found that the opinions of prospective teachers who received 

inclusive education were more positive about inclusion. 

Metaphors regarding the inclusive student were produced the most in the “plant” theme, and 

the least in the “color” theme. In the study conducted by Altıntaş, Baykan, Kahraman, and Altıntaş 

(2015) for prospective science teachers, the results indicated that participants produced metaphors 

mostly through the metaphor of the flower.  

In another study, Kapucu, Aydoğdu and Benli, (2020) it is stated, “Considering the metaphors 

used about inclusion students, it is seen that the theme of innocence is generally at the forefront. This 

perception may be that teachers and students are careful to be more sensitive when choosing their 

behavior towards inclusion students”. The fact that some of the metaphors used in this study are 

“delicate grass” and “cactus” supports the findings in this article. In the study conducted by İlik and 

Deniz (2019), it is stated that most of the branch teachers have a positive attitude towards the inclusion 

students in their class. On the other hand, in the study of Perceptions of Preschool Prospective 

Teachers for Children with Special Needs by Kardeş and Taşkın (2020), it was seen that the first 

words that came to mind of teacher candidates when they talk about special needs children were 
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mostly negative words such as “needy, disabled, incompetence”. As the reason for this situation, “it 

can be said that negative perceptions of pre-service teachers towards individuals with special needs 

stem from the environment, social media and traditional approach” has been stated. 

Metaphors regarding the family of the inclusive student were produced the most in the 

“nature” theme, and the least in the “material-financial” theme.  

The use of the nature metaphor may be due to the positive attitude towards to the inclusion 

student's family. In the study of Öncül and Batu (2005), parents stated that they can generally give 

moral support and morale to mothers with inclusive students. This situation shows that families with 

inclusive students are approached positively by other individuals. Değirmenci Kurt and Tomul (2020), 

on the other hand, draws attention to the result of not accepting the situation of their child among the 

results obtained regarding families in the context of the study. In this case, while a tolerant approach is 

displayed to the family of the mainstreaming student from outside, teachers or school administrators 

have some difficulties with these parents. In their study Sevim and Atasoy (2020), stated that the 

inclusive student's parents had problems with the school administration and other parents. In another 

study, Demir and Usta (2019) stated that “the existence of family-related problems, especially the 

family's not embracing the process and the child's refusal to accept the situation, is undeniable”. 

Metaphors regarding the teacher of the inclusive student were produced the most in the 

“nature” theme, and the least in the “play” theme. 

This result is the same as the most used metaphor for inclusion education and the family of the 

inclusive student. The most used metaphor for the inclusive student, "plant" is also a concept related to 

the nature. From this point of view, the metaphors of the four sub-problems in the study support each 

other. The fact that inclusive education is a challenging, laborious and demanding field may be the 

reason why prospective teachers mostly use the metaphor of “nature”, which makes positive 

associations. In the study of Akdal, Bozdağ, Aydın, and Aşkan (2020) and in another study by İnceler 

and Özder (2020), it was stated that the attitude levels of prospective teachers regarding the education 

of individuals with special needs were high. Therefore, the metaphors of teachers who will serve in 

this field can also be positive. On the other hand, Demirbilek and Levent (2020) have reached that 

counseling teachers behaved insensitive towards students with special education needs. Their study 

also showed that counseling teachers had a lack of knowledge about the education of these students 

and they could exhibit some negative behaviors towards students with special education needs. 

Considering the data of the researches, while there is a positive attitude towards inclusion teachers by 

prospective teachers, it is stated by their colleagues that teachers working with inclusive students in 

schools can display negative attitudes. Boyle, Anderson, and Allen (2020) stated that students, as they 

progress through their degrees, become less positive towards inclusion as they move through their 

teacher training, and supported this with other studies. 

In the data analysis section, there were four negative metaphors related to inclusive education, 

13 related to the inclusive student, 11 related to the family of the inclusive student, and two related to 

the teacher of the inclusive student. In the study of Gürsoy, Aral, Öz and Aysu (2019), it was seen that 

there were both positive and negative metaphors about the concept of inclusion. It was seen that the 

negative metaphors held this metaphorical perception because the participants were not aware of the 

concept of the inclusive education. In the study of Kök, Balcı and Bilgiz (2017), it was concluded that 

the metaphors of the teachers and prospective teachers towards inclusive students were mostly 

positive.  

In the study of Yazıcıoğlu's (2019) Investigation of Anatolian High School Teachers' Views 

on Inclusion Education through Metaphor Analysis, no negative metaphors were produced regarding 

inclusion education. Teachers participating in the study are aware of the importance and necessity of 

inclusive education. However, in Esmer, Yılmaz, Güneş, Tarım, and Delican's (2017) study, 

participant teachers stated that they found it “more difficult, more depressing, and more tiring” to 
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work in an inclusive student’s classroom. In the same study, there were also participants who talked 

about this situation positively. 

To turn these negative perceptions into positive, it is suggested to increase the level of 

awareness by raising the number of special education courses given to the prospective teachers during 

their undergraduate education, by providing the necessary opportunities and time, and by having the 

prospective teachers receive practical training. 

In addition, prospective teachers may be required to work with inclusive students in their 

compulsory internship education, and they can be supported to produce projects for mainstreaming 

students during their undergraduate education. 

This research was carried out with a limited number of students. Different data collection tools 

and methods can be used together to examine the results obtained in the research in more detail.  

 This research is a conducted with only prospective teachers. For further research, this 

study can be done with parents, teachers, and administrators. 

 Comparative studies can be carried out between different classes to determine whether 

the metaphoric perceptions of special education students differ during their education or 

not. 

 This study can be repeated with the same participants after they start teaching and the 

variability of the data can be controlled. 

 Research can be done with the normal peers of the inclusive students. 
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Abstract 

The present study aimed to determine the cultural heritage elements in the social studies course 

curriculum in Turkey and the awareness of the middle school students about cultural heritage. In the 

study, the case study approach, a qualitative research design, was adopted. The study group was 

assigned with criterion sampling method, a purposive sampling approach. The study findings 

demonstrated that the cultural heritage elements were prominent in 4
th
 grade and 5

th
 grade curricula, 

respectively, and the least prominent in 6
th
 and 7

th
 grade curricula based on the social studies course 

curriculum achievements in Turkey. The middle school students associated cultural heritage with 

historical buildings the most in the physical historical heritage category and customs and traditions in 

the non-physical historical heritage category. Students mostly considered mosques as physical cultural 

heritage elements, followed by palaces, towers, castles, madrasahs, bridges, historical buildings, 

historical places, fountains, and customs and traditions, traditional dishes, oral traditions, performance 

arts, and crafts as non-physical cultural heritage elements. Students mostly reported that cultural 

heritage was important since it was inherited from ancestors, it allows us to learn the past events, it 

reflects us, not to forget the old times, it is our culture, it is our history, for the perpetuity of our state, 

to learn about past lessons, and they stated that the cultural heritage should be preserved by state 

protection, followed by allowing it to live on, raising awareness, claiming it as a heritage, 

remembering, warning, and punishment, respectively. 
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INTRODUCTION 

Culture is a very broad concept that reflects society and every society has its own culture. 

Several aspects of culture, including social way of life and customs and traditions, are the components 

of culture. Societies may possess certain cultural characteristics, or the society may include the 

characteristics of various cultures. Culture, which is a unifying element in society, could be sustained 

throughout time. The preserved cultural structures could be considered as cultural heritage. Cultural 

heritage elements are significant since they reflect society and its social characteristics. According to 

Kokko & Dillon (2011), humans have produced certain elements to sustain their lives. The traditional 

elements sustained throughout history and connect the society to a particular way of life and could be 

called the cultural heritage. According to Tweed & Sutherland (2017), cultural heritage is an urban 

feature that reflects the unique structure of a city and provides a sense of belongingness for the people. 

Cultural heritage could be both physical and non-physical. There are tangible or intangible 

cultural heritage elements that reflect the unique characteristics of a society, including visible, tangible 

elements that reflect that culture in physical structures. Among these elements there are historical 

architectural buildings for example. Non-physical cultural heritage items include traditions and 

customs, ideas and ways of life particular to that culture. According to Gürbüz (2019), physical 

cultural heritage elements include historical buildings and sites, and non-physical cultural heritage 

elements include traditions, weddings, customs, and holidays. Cultural elements provide information 

about our past and civilization according to Deren (2006).Cultural heritage may include archaeological 

structures, buildings, natural resources, religious elements, traditions, oral and written works, and 

handicrafts. According to Ar (2015), non-physical cultural heritage elements reflect the way of life in a 

society. Thus, they shape society. Cultural heritage elements are not permanent according to Şentürk 

(2012). It depends on the period they were created. Each period has a particular cultural heritage 

perspective. 

The importance of cultural heritage for the perpetuity of society is indisputable. Thus, efforts 

to preserve the cultural heritage and raise awareness have accelerated in recent years. The cultural 

heritage topic was included in several courses given through the education system, and raising 

awareness from early ages was prioritized. The social studies course is one of the important courses in 

this respect. Thus, cultural heritage was included in the social studies curriculum and textbooks. It is 

important for active instruction of cultural heritage to determine the degree of the inclusion of cultural 

heritage, which is important for the perpetuity of the unique structure of the society, elements in the 

social studies curriculum, which is one of the courses with a high level of content, and to determine 

the awareness of the social studies students about cultural heritage. Determination of the cultural 

heritage element included in the social studies curriculum could be considered important to identify 

the problems encountered in social studies instruction. Furthermore, the determination of the 

awareness of the 5
th
, 6

th
 and 7

th
 grade students, who take the social studies course is given, about 

cultural heritage is important for younger generations. Because, it is important to increase the 

awareness of middle school students about cultural heritage to allow them to recognize their own 

culture and other cultures and transfer the culture from one generation to another by preserving 

cultural heritage elements. Thus, the present study aimed to determine the cultural heritage elements in 

the social studies course curriculum in Turkey and the awareness of the middle school students about 

cultural heritage. 

The literature review revealed several studies on cultural heritage. Certain studies were 

conducted on arts and cultural heritage (Hoffman, 2006), construction of cultural heritage (Tweed & 

Sutherland, 2007), conservation of cultural heritage (Stanco, Battiato & Gallo, 2011), non-physical 

cultural heritage (Lenzerini, 2011), handicrafts as a demonstration of cultural heritage (Kokko & 

Dillon, 2011), cultural heritage programs and education (Curtis & Seymour, 2004), the correlations 

between cultural heritage and certain variables (Arıkan, 2012; Bozok, 2018), non-physical cultural 

heritage and college students (Çelebi, 2016), the impact of cultural heritage education on student 

attitudes towards physical cultural heritage (Dönmez &Yeşilbursa, 2014). Based on the social studies 
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course, certain cultural heritage studies were conducted on the role of non-physical cultural heritage in 

the social studies curriculum (Çengelci Köse, 2012), activity-based action research for non-physical 

cultural heritage education in primary school social studies course (Sağ, 2018), measurement of the 

readiness levels of primary school 7
th
 grade students for the awareness about cultural heritage 

conservation (Karip, 2012), the analysis of the secondary school 6
th
 grade social studies textbook 

based on cultural heritage sensitivity (Taşdemir, 2018), the student perceptions on sensitivity to 

cultural heritage included in social studies curriculum (Kılcan &Akbaba, 2013), student and teacher 

views on cultural heritage education in social studies course (Avcı, 2014), and the determination of the 

views of social studies teachers on non-physical cultural heritage education (Özlek, 2019). However, 

there are no studies in the literature that aimed to determine the cultural heritage elements in the social 

studies curriculum in Turkey and the awareness of the middle school 5
th
, 6

th
 and 7

th
 grade students, 

who take courses about cultural heritage. Curricula constitute a vital part of educational systems. As a 

result of the study, both the inclusion status of cultural heritage elements researched in this study in 

social studies curriculum, and the awareness of middle school students about this subject will be 

determined, as a result of which more concrete information will be obtained in terms of determining 

the status of cultural elements subjects in the social studies course. When the studies conducted within 

the scope of social studies course were examined, it was observed that these studies generally 

examined one aspect of education, that is, the status in the curriculum, or students’ perceptions, or 

tangible and intangible cultural heritage. With the present study, it is expected that a big gap will be 

filled in the field as the study will both examine cultural heritage elements in the social studies 

curriculum and determine students’ perceptions in this regard. 

The Aim of the Study 

This study aims to determine the cultural heritage items in all social studies curricula (4
th
, 5

th
, 

6
th
 and 7

th
 grades) and the awareness of the 5

th
, 6

th
 and 7

th
 grade middle school students about cultural 

heritage. In the study, all social studies curriculum in all grade levels in Turkey were analyzed. 

However, since the sample group consisted of middle schools students, the 4
th
 grade level in Turkey 

was not included in the examination. In order to determine cultural heritage elements in the curriculum 

as a whole, the 4
th
 grade level was not excluded, and the curriculum was analyzed for all grade levels. 

Thus, the following research questions were determined. 

- Which cultural heritage elements are included in all grade levels (4
th
, 5

th
, 6

th
 and 7

th
 

grade) of the social studies curricula? 

According to5
th
, 6

th
 and 7

th
 grade students, 

- What does cultural heritage mean? 

- What are the elements of cultural heritage? 

- Why is cultural heritage important? 

- What should be done to preserve cultural heritage? 

METHOD 

The Research Design 

The present research is a case study, a qualitative study design. Qualitative research generally 

includes phenomenology, cultural analysis, case studies (Merriam, 2013), theory development and 

action research designs (Saban & Ersoy; 2016; Creswell, 2018; Yıldırım & Şimşek, 2011;). The case 

study is an “empirical research method (1) where a current case if studied within the framework of its 
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life (content), (2) the boundaries between the case and its content are not clearly defined, and (3) 

there are more than one evidence or data” (Yin, 1984, cited in Yıldırım & Şimşek, 2011, p. 277). 

The Study Group 

The study group was assigned with criterion sampling, a purposive sampling method. 

According to Patton (1987), “the purposive sampling method allows an in-depth study of cases that 

include rich information” (Cited inYıldırım &Şimşek, 2011, p. 107). In criterion sampling, “the basic 

aim is to study all cases that meet a set of predetermined criteria” (Yıldırım &Şimşek, 2011, p. 112). 

The social studies course curriculum, which is one of the courses where cultural heritage elements are 

predominantly included, and the 5
th
, 6

th
 and 7

th 
grade students, who typically take the course, were 

included in the study sample. The distribution of the study group students by grade level is 

descriptively presented below. 

Grade Female Male 

5. 8 7 

6. 16 18 

7. 12 14 

 

Data Collection and Analysis 

The study data were collected with document analysis and interviews. The social studies 

curricula data were collected with document analysis. During the document analysis, the 2018 social 

studies curricula achievements in all grades were analyzed based on the cultural heritage elements. 

The collected data were tabulated by grade and learning areas, and then the findings were interpreted. 

Data were collected from the students through interviews. The interview method was selected 

to deeply investigate the awareness of the students about cultural heritage. Before the interviews, 

open-ended questions were prepared. These questions were then presented to the experts and adjusted 

according to the experts’ views. Before applying questions, permission was obtained from the school 

administration, and the interviews were conducted with the students to determine the student views. 

The study data were analyzed with content analysis. In the content analysis, the codes were 

determined based on the social studies curricula data in Turkey, student views, and the research 

questions. The developed codes were interpreted based on categories and sub-categories. 

Validity and Reliability 

During the development of the interview questions, the author determined a pool of questions. 

The researcher created 7 questions in the preliminary phase of the study, and later, the questions were 

analyzed within the scope of the study and the final research questions were formed. Thus, the content 

validity of the research questions were tried to be ensured. In addition, in order to enhance content 

validity of the research questions, expert opinion was obtained. The questions were presented to two 

social studies experts and a measurement and evaluation expert to determine the suitability of the 

questions for the scope of the research, and the questions were finalized based on the expert opinion. 6 

questions were presented to expert opinion, but in line with the opinion obtained from the experts 

regarding one question not being suitable, research questions were reduced to 5 questions. The 

reliability coefficient between the responses obtained from the experts and the researcher was 

calculated according to Miles &Huberman (1994) to be Agreement: (agreement + disagreement) (5: 

(5+1)) 0.83.   

In the analysis of the curriculum data and student views, an external expert analyzed a section 

of curriculum data and student views to determine whether the analyses were accurate and the codes 
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were included in adequate categories, and the agreement between the external expert and the author 

was calculated. Thus, the Miles & Huberman (1994) reliability coefficient was calculated as 0.93. 

FINDINGS 

The findings of the research question “Which cultural heritage elements are included in all 

grade levels (4
th
, 5

th
, 6

th
 and 7

th
 grade) of the social studies curricula” are presented in Table 1. 

Table 1. Cultural heritage elements in social studies curricula 

4th grade Cultural Heritage Element Learning Area f 

 Museum “Culture and heritage” 1 

 Mosque “Culture and heritage” 1 

 Tomb “Culture and heritage” 1 

 Bridge “Culture and heritage” 1 

 Madrasah “Culture and heritage” 1 

 Caravanserai “Culture and heritage” 1 

 Traditional children’s games “Culture and heritage” 1 

 Clothing “Global connections” 1 

 Food “Global connections” 1 

 Games “Global connections” 1 

   10 

5th grade Cultural Heritage Element Learning Area f 

 Historical buildings “Culture and heritage” 3 

   3 

6th grade Cultural Heritage Element Learning Area f 

 Epic story “Culture and heritage” 1 

 Inscription “Culture and heritage” 1 

   2 

7th grade Cultural Heritage Element Learning Area f 

 Guilds “Production, distribution and consumption” 1 

   1 

 

As seen in Table 1, the review of the achievements in social studies curricula for all grade 

levels demonstrated that cultural heritage elements were included in the 4
th
 grade (f10) and 5

th
 grade 

curricula the most (f3), and in the 6
th
 grade (f2) and 7

th
 grade (f1) curricula the least. In the 4

th
 grade, 

cultural heritage elements included the museum (f1), mosque (f1), tomb (f1), bridge (f1), madrasa (f1), 

caravanserai (f1), traditional children's games (f1), clothes (f1), food (f1) and games (f1 ), in the 5
th
 

grade, cultural heritage elements included historical buildings (f1), in 6
th
 grade, cultural heritage 

elements included epic stories (f1) and inscriptions (f1), and in the 7
th
 grade, cultural heritage elements 

included guilds (f1). 

Direct quote samples on cultural heritage elements included in the social studies curricula are 

presented below: 

6
th

 grade -“Cultural Heritage”: “Epic stories, inscriptions, and other resources are 

utilized.” 

5
th

 grade -“Cultural Heritage”:“A historical site such as a museum, mosque, tomb, 

bridge, madrasa, caravanserai in the vicinity could be visited, or an oral history or local 

history study could be conducted.” 

4
th

 grade - “Cultural Heritage”:“Traditional children's games are compared with 

current games based onvariations and continuity.” 
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The findings of the research question “What does cultural heritage mean?” are 

presented in Table 2.  

Table 2.The views of middle school students on the concept of cultural heritage 

 

As seen in Table 2, the views of the middle school students on the concept of cultural heritage 

were grouped in two main categories: physical cultural heritage and non-physical cultural heritage. In 

physical cultural heritage category, students mostly mentioned historical buildings (f11),followed by 

mosques (f10), castles (f4), Cappadocia / tent rocks (f2), Ahmet III Fountain (f2) and only one student 

mentioned monuments (f1), madrasahs (f1), Ottoman Houses (f1), Rumelian Fortress (f1) and palaces 

(f1). 

Direct quotations from student statements are presented below: 

7
th

 grade-F-12: “It is about the fact that the ancients cared about us and loved us and 

left the cultural heritage. Cultural heritage is the historical legacy of the ancients.” 

6
th

 grade -M-8: “They are historical artifacts left by our ancestors.” 

7
th

 grade -F-4: “First of all, cultural heritage evokes our country. In other words, 

these are places in important cities in our country. For example, Tent Rocks in Cappadocia 

...” 

Based on Table 2 above, in the non-physical cultural heritage category, the middle 

school students mostly mentioned traditions and customs (f22), followed by traditional food 

(f15), values (f12), handicrafts (f10), performing arts (f6), and oral traditions (f5). 

Physical cultural heritage f Non-physical cultural 

heritage 

f 

 

Historical buildings 11 Customs and Traditions f Handicrafts f 

 11 Customs and traditions 8 Regional dresses 4 

Mosques f Manners and customs 6 Tile art 2 

Mosque 3 Kissing the hands of the 

elderly 

2 Marbling art 2 

ŞehzadebaşıMosque 2 Serving salted coffee to the 

bridegroom 

1 Rugs, carpets 1 

SelimiyeMosque 2 Sacrificing an animal 1 Calligraphy 1 

FatihMosque 1 Holiday greetings 1  10 

SüleymaniyeMosque 1 Weddings 1 Performance arts f 

KurşunluMosque 1 Holidays 1 Drama 5 

 10 Moral law 1 Foklore 1 

Castles 4  22  6 

Cappadocia / Tent rocks 2 Traditional food f Oral traditions f 

Ahmet III Fountain 2 Traditional food 6 Folk songs 2 

Monuments 1 Pasturma 5 Proverbs 2 

Madrasahs 1 Dumplings 2 Idioms 1 

Ottoman Houses 1 Soujouk 2  5 

RumelianFortress 1  15   

Palaces F Values f   

TopkapıPalace 1 Values 5   

 1 Unity 2   

  Love 1   

  Respect 1   

  Moral values 1   

  Cultural values 1   

  Hospitality 1   

   12   
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Direct student quotations in non-physical cultural heritage category are presented below: 

7
th

 grade -F-12: “These are the traditions and customs that we inherited from ancient 

civilizations. These were passed down from generation to generation.” 

6
th

 grade -F-5: “Cultural heritage is our values. If we do not protect these values, we 

would not know who we are. We can even lose our identity.” 

6
th

 grade -F-15:“Our holidays are the cultural heritage. We celebrate by kissing the 

hands of our elders on our holidays.” 

The findings based on the views of the students on the research question “What are the 

elements of cultural heritage?” are presented in Table 3. 

Table 3.The elements of cultural heritage based on middle school student views 

Physical cultural heritage elements Non-physical cultural heritage elements 

Mosques f Castles f Customs and Traditions f Oral traditions f 

Mosques 12 Kayseri Castle 3 Holidays 11 Folk songs 4 

Selimiye Mosque 2 Maiden’s Castle 1 Weddings 11 Poems 3 

Süleymaniye Mosque 2 Castles 1 Customs and traditions 9 Proverbs 1 

Hagia Sophia 2  5 Night of henna 9 Idioms 1 

Sultanahmet Mosque 1 Madrasahs 4 Kissing hand 6  9 

Fatih Mosque 1   Holiday greetings 5 Performance arts f 

 20 Bridges 3 Manners and customs 3 Folk dances 3 

Palaces f Historical buildings 3 Religious traditions 2 Drama 2 

Topkapı Palace 4 Historical sites 2 Bride holding her hand firmly 

when applying henna 

1 Pontic folk dance 1 

Palaces 2 Fountains 2 Serving salted coffee to the 

bridegroom 

1 Ankara folklore 1 

Dolmabahçe Palace 3 Bazaars 1 Wedding customs 1 Zeibek dance 1 

 9 Turkish Hammam 1 Collecting candy on holidays 1  8 

Towers f Minarets 1  60 Handicrafts f 

İzmir Tower 2 Atatürk’s 

Mausoleum 

1 Traditional food f Traditional dresses 7 

Galata Tower 1 Pool of Abraham 1 Food 11  7 

Clocktower 1 Tombs 1 Dumplings 6 Values f 

Eiffel Tower 1 Caravanserai 1 Pasturma 4 Respect 2 

 5 Towers 1 Soujouk 3 Solidarity 1 

  Ottoman Houses 1 Doner Kebap 1 Love 1 

    Stuffed grape leaves 1 Patriotism 1 

    Kebab 1 Honesty 1 

     27  6 

 

As seen in Table 3, the views of the middle school students on the elements of cultural 

heritage were grouped into two main categories: physical cultural heritage and non-physical cultural 

heritage. Among physical cultural heritage elements, students mostly mentioned mosques (f20), 

followed by palaces (f9), towers (f5), castles (f5), madrasahs (f4), bridges (f3), historical buildings (f3), 

historical sites (f2),and fountains (f2), and only one student mentioned bazaars (f1), Turkish hammam 

(f1), minarets (f1), Atatürk’s Mausoleum (f1), Pool of Abraham (f1), tombs (f1), caravanserai (f1), 

towers (f1) and Ottoman Houses (f1). 

Direct student quotations in physical cultural heritage elements category are presented below: 

7
th 

grade-M-1: “Kayseri castle, Dolmabahçe palace, Hagia Sophia.” 

7
th

 grade-M-7: “Our cultural heritage, Dolmabahçe Palace, city walls, Izmir Castle, 

etc.” 
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7
th

 grade-M-4: “Our Ottoman legacy, bridges, castles, etc. These are important as 

they are inherited from our ancestors. The cultural heritage cannot be damaged, when 

damaged it is punishable by law. We must pay attention to our cultural heritage.” 

As seen in Table 3, among the non-physical cultural heritage elements, students 

mostly mentioned traditions and customs (f60), followed by traditional food (f27), oral 

traditions (f9), performing arts (f8), handicrafts (f7) and values (f6). 

Direct student quotations in non-physical cultural heritage elements category are presented below: 

7
th

 grade-F-2:“The proverbs, idioms, folk songs, our culture are the information 

inherited from our elders. Our traditions, customs, dances, etc.” 

7
th

 grade-F-2:“Kissing the hand of our elders, holidays, weddings, folk dances, our 

traditions and customs.” 

7
th

 grade-M-5:“Engagements, circumcision and henna nights are the legacy of our 

ancestors.” 

7
th

 grade-F-7:“Our cultural elements are traditional things that our ancestors did 

and survived to the present day. For example, weddings, holidays, henna and customs and 

traditions. For example, in the past, relations between the neighborhoods were stronger, but 

now, no one knows even the next-door neighbor and does not visit when sick. In the past, the 

bride used to come on a horse for henna and wedding, and today they arrive in cars.” 

The findings based on the views of the students on the research question “Why is 

cultural heritage important?” are presented in Table 4. 

Table 4.Why cultural heritage is important based on middle school student views? 

Reasons f 

It is the heritage of our ancestors  13 

To know what has been done in the past 9 

It reflects us 6 

To remember old times  3 

It’s our culture 3 

It’s our history 2 

For the perpetuity of the state 2 

To learn from past experiences 2 

These are historical artifacts from the past 1 

It is our future 1 

Without it, there would be no tourists 1 

To defend the motherland and the nation 1 

Without cultural heritage, we would be dependent on other countries and we could not be a state 1 

To transfer to future generations 1 

One of the values that hold a nation together is the cultural heritage 1 

To improve our unity 1 

To prevent the reduction of our culture 1 

It reflects our ancestors 1 

To improve social relations  1 

Our ancestors fought for us  1 

It is the national symbol  1 

To learn the manners and customs of our ancestors 1 

It was transferred from the past 1 

To find the right path  1 

To act on the example of our ancestors 1 

To sustain our traditions and customs 1 
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As seen in Table 4, the students stated that cultural heritage was most important since it was 

inherited from our ancestors (f13), to know what has been done in the past (f9), since it reflects us (f6), 

to remember the old times (f3), since it is our culture (f3), since it is our history (f2), for the perpetuity 

of our state(f2), and to learn from past experiences (f2), and only one student mentioned it was 

important since it includes old historical artifacts (f1),since it is our future(f1), otherwise there would 

be no tourists (f1), to protect our country and our nation (f1), without cultural heritage, we would 

depend on other countries, we would not be a state (f1), to transfer to future generations (f1), since 

cultural heritage is one of the values that keep a nation alive (f1), to improve our unity (f1), to prevent 

the reduction of our culture (f1), since it reflects our ancestors (f1), to improve social relations (f1), 

since our ancestors fought for us (f1), since it is the national symbol (f1), to learn the customs and 

traditions of our ancestors (f1),since it was transformed from the past (f1), to find the right path (f1), to 

take the example of our ancestors (f1), and to sustain our traditions and customs (f1). 

Direct student quotations on the importance of cultural heritage are presented below:  

7
th

 grade-F-2: “Cultural heritage is important because it is old. For example, you 

have a record collection. You own it because it is old. This is similar, we should take care of it 

as it is our stuff.” 

7
th

 grade-F-11: “Cultural heritage is our past, the remains of our past. A society 

cannot move forward without knowing its past, language, religion, and ancestors. We should 

know our past so that we could know what we do is right or what we do is wrong, and we find 

the right path.” 

7
th

 grade-F-2: “It is important to see our past, to live it again, and to learn from our 

experiences. It is important to know the content of our culture. It is important to sustain our 

traditions and customs.” 

The findings based on the views of the students on the research question “What should 

be done to preserve cultural heritage?” are presented in Table 5. 

Table 5.The measures that should be adopted to preserve cultural heritage based on middle 

school student views  
Conservation f Raising awareness f 

Security should be prioritized for conservation 6 Their significance should be instructed/explained to all 

generations 

4 

Historical sites should be protected 5 We should raise awareness among people around us 2 

They should be assigned to museums for protection 3 The topic should be prioritized in social media 1 

By conserving the earth 3  7 

We should not pollute the environment 3 Claiming responsibility f 

We should preserve the environment 2 Claiming responsibility 5 

We should avoid behavior that could damage them 2  5 

We should not harm them 1 Reminders f 

We should preserve nature 1 Our cultural heritage should be promoted 2 

We should protect the things that are the heritage 

of our ancestors 

1 We could remind society frequently 1 

We should secure them and keep them clean  1 We should commemorate them with respect and gratitude  1 

Conscious use 1  4 

 29 Warning f 

By sustaining them f Those who harm them should be warned 2 

We should sustain the traditions 11 Warning signs should be posted to conserve our heritage 1 

We should sustain them 5  3 

We could organize activities 1 Punishment f 

 17 Those who harm them should be punished 2 

   2 
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As seen Table 5, middle school students mostly stated that the cultural heritage should be 

preserved (f29), followed by it should be sustained (f17), awareness should be raised on cultural 

heritage (f7), the responsibility should be claimed (f5), it should be reminded (f4), perpetrators should 

be warned (f3) and punished (f2). 

Direct student quotations on the measures that should be taken to conserve the cultural 

heritage are presented below:  

7
th

 grade-F-4: “We should know our local dances and folk songs. Each region has 

different dishes and clothes. We collect candies and visit our elders on holidays. We 

commemorate our martyrs in appropriate occasions.” 

7
th

 grade-F-2:“We should promote our cultural heritage, visit them, sustain them, and 

experience our customs and traditions. We should tell about them to those who do not know 

and we should always support our cultural heritage to remember it.” 

7
th

 grade-F-12: “We should know, learn and remember local food and games. We 

should pass it on and teach it to future generations.” 

7
th

 grade-M-3: “First of all, everyone should not harm their own culture and heritage 

and should protect them. The punishment for damaging cultural heritage should be serious, 

and in this case, our cultural heritage would be harmed less.” 

CONCLUSION, DISCUSSION AND RECOMMENDATIONS 

The results of the study that investigated the inclusion of cultural heritage elements in 

the social studies curriculum and the awareness of middle school students towards cultural 

heritage were as follows. The analysis of the achievements in social science curricula for all 

grade levels (4
th

, 5
th

, 6
th

 and 7
th

 grades) revealed that cultural heritage elements were included 

in the 4th grade curriculum the most, followed by the 5
th

, 6
th

, and 7
th

 grade curricula. In the 

4th grade curriculum, museum, mosque, tomb, bridge, madrasa, caravanserai, traditional 

children's games, clothes, food and games elements, in 5
th

 grade curriculum, historical 

buildings, in the 6
th

 grade curriculum, epic stories, inscription, and in the 7
th

 grade curriculum, 

guild element were included. The review of cultural heritage elements at all grade levels 

revealed that the curricula mostly included physical cultural heritage elements. Furthermore, it 

should be noted that the number of cultural heritage elements decreased with the increase in 

student seniority. It could be suggested that cultural heritage achievements were inadequate in 

Turkish social studies curricula. According to Sağ (2018), cultural heritage includes the 

remnants of thousands of years of human experience. Cultural heritage should be prioritized 

in social studies courses and physical and non-physical cultural heritage elements should be 

instructed. According to Çengelci Köse (2012), sensitivity to cultural elements should be 

developed through education in social life. Furthermore, both physical and non-physical 

cultural heritage elements should be instructed. One of the courses that will contribute to this 

topic is the social studies course. Thus, cultural heritage elements could be included more in 

social studies curricula to improve the awareness of the students towards cultural heritage 

through education. Cultural heritage elements are the most important elements that reflect the 

societies and make the society what it is. As societies attach value to their cultural heritage 

elements, their social identities will not vanish, ant they will maintain their existence. 

The views of the middle school students on the concept of cultural heritage were grouped into 

two main categories: physical cultural heritage and non-physical cultural heritage. In the physical 
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cultural heritage category, students mostly mentioned historical buildings, followed by mosques, 

castles, Cappadocia / tent rocks, Ahmet III Fountain, and only one student mentioned monuments, 

madrasahs, Ottoman Houses, Rumelian Fortress, and palaces. In the non-physical cultural heritage 

category, middle school students mostly mentioned traditions and customs, followed by traditional 

food, values, handicrafts, performance arts, and oral traditions. According to Deren (2006), although 

cultural heritage means buildings and historical artifacts formost people, it is a very broad concept that 

includes several audiovisual products. For example, folk dances and symphonies by Mozart are all 

cultural heritage. According to Şentürk (2012), cultural heritage also includes traditions, stories and 

other values transferred from previous generations. According to Ar (2015), the traditions that were 

mentioned the most in the study were formed based on the geographical factors. Traditions are formed 

over several years and reflect the cultural wealth of society. Today, the significance of sustaining 

traditions has increased to the promotional needs of the nations. Furthermore, traditional food, which 

is considered as non-physical cultural heritage, is also an important cultural element according to 

Çapar &Yenipınar (2016). The analysis of the responses of the students about the meaning of cultural 

heritage revealed that they generally included domestic cultural elements. In this sense, since the study 

group included middle school students, that is, the opinions of young age groups on the subject, we 

can conclude that awareness of the students were firstly raised about their immediate surroundings. 

The education system also has an effect on this issue. Due to the fact that from near to far principle for 

young age groups, especially in the social studies course, has been adopted in the education systems in 

recent years, students’ awareness and knowledge of their immediate surroundings are primarily 

developed. In this context, in addition to the principle of from near to far, students’ perspective can be 

expanded by providing them with the knowledge about places other than their immediate 

surroundings.     

The views of the middle school students on the elements of cultural heritage were grouped 

into two main categories: physical cultural heritage and non-physical cultural heritage. Among 

physical cultural heritage elements, students mostly mentioned mosques, followed by palaces, towers, 

castles (madrasahs, bridges, historical buildings, historical sites, and fountains, and only one student 

mentioned bazaars, Turkish hammam, minarets, Atatürk’s Mausoleum, Pool of Abraham, tombs, 

caravanserai, towers, and Ottoman Houses. The student responses about the cultural heritage elements 

such as mosques and The Pool of Abraham demonstrated that the perceptions of the individuals on 

cultural heritage elements could differ from one society to another. For example, societies with 

different religious beliefs may express a different place of worship as a cultural heritage element. 

These cultural elements also constitute the common cultural heritage elements for the members of 

society. According to Bozok (2018), the elements that survived for centuries constitute the common 

social heritage. On the other hand, it is also important for individuals to learn cultural elements other 

than their own. Thus, they will respect differences. In order for especially young age groups to have 

awareness and knowledge about other cultures, which will contribute to gaining the value of 

respecting differences, cultural elements of different cultures can be included in the curricula, 

textbooks and in-class activities. In this way, students’ knowledge and awareness of this subject can be 

improved. 

Among the non-physical cultural heritage elements, students mostly mentioned traditions and 

customs, followed by traditional food, oral traditions, performing arts, handicrafts and values. 

According to Çelebi (2016), poetry and music considered within the oral traditions and performing 

arts categories are the most important reflections of national culture. The feelings, thoughts, desires, 

dreams and desires of the society are mostly reflected in these forms and shared with the society. Folk 

dances, which are among the performing arts, are also cultural elements that include details about the 

social lifestyle according to Ar (2015). According to Çengelci Köse (2012), oral traditions, 

expressions and performing arts are among the non-physical cultural heritage elements. Capar 

&Yenipınar (2012) included keshkek, mesir pasteand Turkish coffee among cultural heritage 

elements. The promotion of these food items, cultures get closer and tourism income increases. The 

review of the present and past study findings demonstrated that non-physical cultural heritage 

elements could be quite diverse. Intangible cultural heritage elements can vary from society to society 
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or within different regions of a society. This can result from various factors such as religious beliefs, 

living in a different region, what is left from the cultures that previously lived in those regions, and the 

maintenance of these cultural elements in that region. 

Cultural heritage is the memory of society. It is very important for the culture to survive and 

passed on to future generations. In recent years, several cultural heritage elements started to disappear. 

Thus, the attention to the concept of cultural heritage has increased to preserve the cultural elements 

(Arslan, Çağlar & Gürpınar, 2017). The following findings were obtained based on the student 

responses to the question of the significance of cultural heritage. The students stated that cultural 

heritage was mostly important since it was inherited from our ancestors, to know what has been done 

in the past, since it reflects us, to remember the old times, since it is our culture, since it is our history, 

for the perpetuity of our state, and to learn from past experiences,  and only one student mentioned it 

was important since it includes old historical artifacts, since it is our future, otherwise there would be 

no tourists, to protect our country and our nation, without cultural heritage, we would depend on other 

countries, we would not be a state, to transfer to future generations, since cultural heritage is one of the 

values that keep a nation alive, to improve our unity, to prevent the reduction of our culture, since it 

reflects our ancestors, to improve social relations, since our ancestors fought for us, since it is the 

national symbol, to learn the customs and traditions of our ancestors, since it was transformed from the 

past, to find the right path, to take the example of our ancestors, and to sustain our traditions and 

customs. According to Taşdemir (2018), cultural heritage is the most important element that acts as a 

link between the past and the future and determines the future of society. Disconnections in this bond 

would affect all future generations; thus, attention should be paid to preserve the cultural heritage and 

ensure its transfer to future generations. Thus, children should learn the importance of cultural heritage 

at an early age and should be trained as conscious individuals for whom cultural heritage is important. 

Accordingly, education system should be analyzed, and deficiencies in this regard should be 

eliminated. Thus, individuals who own their culture and are sensitive and respectful towards different 

cultures can be raised.   

On the protection of the cultural heritage, the middle school students mostly stated that the 

cultural heritage should be preserved, followed by it should be sustained, awareness should be raised 

on cultural heritage, the responsibility should be claimed, it should be reminded, perpetrators should 

be warned, and punished. Some nations, according to Taylor (2004), developed regulations and 

principles to support the conservation of the cultural heritage, especially in the Asia-Pacific region. 

Furthermore, the protection of cultural heritage was prioritized in tertiary education. The preservation 

of cultural heritage has been prioritized in several countries for many years according to Dönmez 

&Yeşilbursa (2014). Thus, countries aimed to preserve their cultural heritage through laws. 

Furthermore, the issue has been on the agenda of international institutions and organizations. Primarily 

UNESCO conducted significant studies. However, despite all these efforts, the preservation of cultural 

heritage is still insufficient. The significance of cultural heritage should be included in formal 

education to raise individual awareness. Especially the social studies course could include further 

activities on the topic. Also, according to Sağ (2018), a systematic action plan should be adopted for 

the preservation and dissemination of non-physical cultural heritage elements. Aldo, the issue should 

be prioritized in formal education, and the awareness of individuals towards this issue should be 

improved at an early age. The responsibility for this issue falls on many actors, from the family to the 

education system and the media. If allactors collaborate on this issue, emphasize cultural heritage 

education, preserve and maintain cultural heritage elements, and the deficiencies in this regard are 

eliminated, an important contribution to the preservation and maintenance of cultural heritage will be 

made.   

The following recommendations are suggested based on the study findings: 

The analysis of all grade achievements in the social studies curricula revealed that the 

achievements were insufficient on cultural heritage elements. Further achievements could be included 

in the social studies course curricula in future revisions. Furthermore, the emphasis on this issue could 
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be improved in social studies textbooks. Teachers could allow the students to conduct more activities 

on this subject during social studies instruction; thus, increasing student awareness on this issue. 

Future studies could analyze awareness towards cultural heritage with students in other grade 

levels. Furthermore, textbooks could be revised to determine the shortcomings and improve the 

content on cultural heritage in the auxiliary course material. 

In order toraise the awareness of young children towards this issue, further and more rich 

content could be included in the media. Thus, not only the educational content but also several media 

accessible by the students could include elements that would raise the awareness of cultural heritage. 
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Abstract 

The purpose of the current study is to investigate the contribution of teacher training programs to the 

development of reflective thinking in pre-service teachers and the state of their using reflective 

thinking skills according to the ALACT model. Although the study carried out is quantitatively-

focused research, the methods of qualitative research were used to show how the participants used the 

examined variable. Therefore, the study was conducted using an exploratory mixed design. The study 

participants are 277 first-year and fourth-year pre-service teachers (211 females and 66 males) 

attending a state university. The participants of the qualitative dimension of the study are 20 fourth-

year pre-service teachers selected through the convenience sampling method. As data collection tools, 

the "Reflective Thinking Tendency Scale (RTTS)", reflective thinking writings, and teacher training 

programs were used. According to the ANCOVA results, there is no significant difference between the 

pre-service teachers who are in the first year of their undergraduate education and the pre-service 

teachers who are in the last year of their undergraduate education. It was also concluded that the 

fourth-year pre-service teachers did not experience any reflective thinking process in the majority of 

their applications, and the ones who experienced such a process experienced it at the basic level (1st-

3rd level). In light of the findings of the current study, it can be suggested that reflective thinking skills 

should be emphasized more clearly and that teacher training programs should be structured according 

to various reflective thinking models such as ALACT. 
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INTRODUCTION 

Critical thinking, problem-solving and decision-making skills, which are among the 21
st
-

century skills, are highly desired in both education and business today (Zengin, Kaya, Pektaş, 2020; 

OECD, 2015). These skills include assessment processes used by all individuals in the community and 

can be expressed as the interpretation of events using individuals' existing knowledge. Thinking about 

events and evaluating actions based on existing knowledge, skills, and beliefs are called "reflective 

thinking" (Moon, 2008). Korthagen (1999) defines reflective thinking as a mental process activated for 

reconstructing an experience, a problem, or existing knowledge or insights. Reflective thinking is a 

skill that enhances the quality of the activities performed to develop learning habits, critical thinking 

skills and problem-solving methods (Kızılkaya & Aşkar, 2009). In other words, reflective thinking 

plays a role in the development of 21st-century skills. 

Reflective thinking is based on Dewey’s works on lifelong learning (1993), and Schön's 

studies on the training of reflective practitioners (1983; 1987), and the importance of thinking in 

teaching and learning processes have been discussed in many studies to date (Köksal & Özdemir, 

2008; Lee, 2000; 2005; Lee & Loughran, 2000; Rodgers, 2002). The distinction made by Schön 

(1983) between teaching as technical rationality, which has formed the basis of the specialization in 

university programs for years and teaching as problem-solving, accurately explains the concept of 

reflection. Reflection in problem-solving refers to a purposeful and systematic inquiry about one's 

individual theories about teaching and learning, and the practices guided by these theories (Abell, 

Bryan & Anderson, 1998). Teaching as a problem-solving has gradually gained importance in 

university programs aiming to train professional field experts. Reflection is critical in every teaching 

process, and the most considerable role and responsibility in the training and development of 

reflectively thinking individuals are on the shoulders of teachers. To train individuals with reflective 

thinking skills required by today's society, teachers must be able to think reflectively first (Tok, 2008).    

In particular, teacher training programs since the 1980s have emphasized that reflective 

thinking skills are an important characteristic that should be acquired by pre-service teachers in their 

pre-service training process. Reflective thinking skill are considered to be important in terms of 

teachers' evaluating their practices (Rodgers, 2002), analyzing the problems they face with a critical 

perspective (Carter & Anders, 1996), adapting their current teaching skills to new situations (Doyle, 

1990) and specializing in their professional lives without being dependent on others (Dewey, 1933). 

These skills are emphasized in many documents such as The National Board for Professional Teaching 

Standards in America (NBPTS) (Tok, 2008) and The Basic Support Project in Turkey (MoNE, 2005).  

Those who advocate that teachers should have reflective thinking skills (e.g., Dewey, 1965; 

Lee, 2005; Rodgers, 2002) argue that individuals should be encouraged to think about the problems 

they encounter in training. They are also emphasized that teachers should be provided with 

opportunities to find their solutions because reflective thinking is an individual activity and requires 

constructing individual theory (McInytre, 1993). The main objective of reflection in teacher education 

is to enable teachers to better understand their practices to improve them. Experienced teachers have a 

wide range of experience, implicit knowledge and intuitive understanding that they can draw on to 

understand classroom activities (Abell, Bryan & Anderson, 1998). These skills refer to establishing 

connections with past practices and shaping future teaching practices, thus providing an active 

learning process (Eryaman, 2007; Wade & Yarbrough, 1996). Therefore, it is recommended that pre-

service teachers carry out reflective activities not only to better learn new ideas in the program but also 

to continue their professional development after leaving it (Lee, 2005). Reflective thinking is defined 

as the thinking process to solve the problems that arise in individuals' learning processes or in the 

process of transferring information (Ünver, 2003). As observed in the definitions related to reflective 

thinking, the reflective teacher strives to develop his/her students in the most beneficial way: in other 

words, to train individuals who learn successfully for the community.  
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Results (e.g, Choy, Yim & Sedhu, 2019; Dervent; 2015; Halpern, 2007; Huang, 2001; Riedler 

& Eryaman, 2016; Töman, 2017) indicate the necessity of using reflective thinking in teacher 

education and that the teaching skill of the pre-service teachers using reflective thinking skills has 

been enhanced. For example, Huang (2001) states that reflective thinking is one of the best ways of 

supporting pre-service teachers to gain experience and learn from their experiences. Halpern (2007) 

argues that using these skills can also turn into a metacognitive reflective structure that helps students 

develop reflective thinking skills.  Choy et al. (2019) explain that focusing on reflective thinking and 

practices provides practitioners' increasing teaching awareness. In another study Töman (2017) is also 

emphasized that pre-service teachers' experiences and reflecting on these experiences provide the 

development of reflective thinking skills to plan, implement, and evaluate a lesson. Dervent (2015) 

emphasizes that reflective practices reinforce their teaching skills and support the multimodal aspect, 

such as proper planning, time management, and school facilities.  In their study, Köksal and Demirel 

(2008) revealed that the development of reflective thinking positively affected the design, 

implementation and evaluation of the teaching process. Reflective thinking, which provides a 

significant amount of help in solving the problems faced by teachers, primarily allows teachers to 

evaluate their performance. As a result, teachers have a realistic knowledge of their positive and 

negative sides. Teachers, who do not have reflective thinking techniques show a timid approach to the 

events happening around them. They exhibit an attitude that does not criticize the school's culture and 

values, abides by the established order, and is guided by authority.  

The general competences of the teaching profession in Turkey, which were first published in 

2006, were renewed in 2017, and both documents of competences emphasize (MoNE, 2017) that 

teachers should question their practices, conduct and self-evaluation and use the theoretical and 

methodological knowledge in their field for their personal development. Besides, the concept of 

“reflection” was emphasized in the course contents of the teaching practice courses in teacher training 

programs (YÖK, 2017). It can be seen that pre-service teachers who graduate from teacher training 

programs want to be reflective teachers. However, in many studies conducted in Turkey (Aşkın-

Tekkol & Bozdemir, 2018; Aydın & Çelik, 2013; Duban & Yelken, 2010; Elmalı & Balkan-Kıyıcı, 

2018), it has been emphasized that pre-service teachers are weak in terms of reflective thinking skills. 

Similar results can be seen in the international literature. For example, Rodgers (2002) stated that pre-

service teachers have problems such as not being able to make a clear definition of their teaching 

processes and not being able to transfer reflective thinking skills to the activities they use in teaching 

processes. In this regard, it is essential to determine the state of teacher training programs in training 

pre-service teachers as individuals with these thinking skills.  

The studies on reflective thinking in the literature can be classified as the studies focused on 

the contributions of reflective thinking skills to the profession of teaching (Korthagen & Kessel 1999; 

Şengül & Üstündağ, 2009; Wegner, Weber & Ohlberger; 2014), methods used to develop reflective 

thinking skills (Ayan & Seferoğlu, 2011; Ghanizadeh, 2017; Gipe & Richards, 1992; Wade & 

Yarbrough, 1996), effects on problem-solving and critical thinking (Aşkın-Tekkol & Bozdemir, 2018; 

Ng & Tan, 2006), developing reflective thinking models (Lee, 2000; Rodgers, 2002; Schon, 1987) and 

determining reflective thinking tendencies of teachers and pre-service teachers and investigating them 

in terms of some variables (Aydın & Çelik, 2013; Duban & Yanpar-Yelken, 2010; Gedik, Akhan & 

Kılıçoğlu, 2014; Keskinkılıç-Yumuşak, 2015). Within the existing research, multi-dimensional studies 

examining the extent to which teacher training programs support the development of these skills and 

reflective thinking tendencies of pre-service teachers within the frameworks of reflective thinking 

models are not found. In this connection, the current study aims to reveal the effect of teacher training 

programs on the development of reflective thinking tendencies of pre-service teachers attending these 

programs. At the same time, this study investigates how pre-service teachers use reflective thinking 

skills by following the ALACT model and provides an in-depth evaluation of the teacher training 

program as it tries to reveal the general structure.  

The ALACT model is a cyclical model developed by Korthagen (1985) to assess and develop 

reflective thinking skills in teacher training processes. The model presents the steps of the reflective 
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process (Figure-1). This reflective model consists of five steps: action, looking back, awareness of 

essential aspects, creating alternative models of action and trial (Korthagen & Kessels, 1999). Action 

refers to the realization of the teacher that something is not correct in his/her teaching. During 

supervision, when it is decided to restart the action or when retrospection is performed, the step of 

looking back has been accomplished. Reconsidering one’s action and evaluating its outcomes is a part 

of the step of awareness of essential aspects. In the penultimate step, the teacher thinks about the 

alternatives which would have been suitable in that situation and then puts one into practice. As the 

trial step refers to another action to then be reflected upon, trial and action are considered a stage and 

make up a self-coherent reflection cycle. Korthagen (1999) also emphasizes the opportunity to develop 

interpersonal skills through reflection. As a result, a teacher's reflection competence should be such 

that a supervisor is no longer needed for sufficient reflection. 

 

Figure 1. ALACT Model (Korthagen, 1995, 1998; Korthagen & Kessels, 1999) 

 

The findings to be obtained to this end are believed to contribute to the literature on the 

teacher training programs in Turkey and the reflective thinking skills of pre-service teachers. As the 

current study aimed to investigate teacher training program contributions to the development of pre-

service teachers' reflective thinking skills and how they are currently being used, answers to the 

following research questions were sought. 

 What are the effects of teacher training programs on the development of pre-service 

teachers’ reflective thinking tendencies? 

 How are pre-service teachers using reflective thinking skills in their instructional 

practices? 

 How do teacher training programs addressing to reflective thinking? 

METHODOLOGY 

In the current study, a mixed research method has been used. The mixed research method 

allows a detailed and comprehensive explanation of a phenomenon using qualitative and quantitative 

research methods (Mills & Gay, 2016). In other words, it is a method that helps analyze research 

problems more deeply (Creswell, 2014). The study was conducted based on the exploratory mixed 

design (Frankel, Wallen & Hyun, 2011). The research model is shown in Figure 2. 
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Figure 2. The research model 

 

In studies using the exploratory mixed research design, the first data are collected by using the 

quantitative research method. The qualitative research method is then used to explain or clarify the 

quantitative data first obtained (Creswell, 2012). In the current study, to determine the effect of teacher 

training programs implemented in education faculties on pre-service teachers' reflective tendencies, 

the scores collected from the freshmen and senior students from the reflective thinking tendencies 

scale were compared. In this part, representing the quantitative dimension of the study, the state of 

teacher training programs implemented in universities in terms of training pre-service teachers in 

compliance with the model of teachers with developed reflective thinking skills was investigated. To 

this end, the causal-comparative method was used. Because many studies (e.g., Rodger, 2002; 

Wegner, Weber & Ohlberger; 2014) emphasize that teacher training programs should be trained with 

the reflective thinking skills of pre-service teachers in their professional experience processes. It 

reveals that their teacher education status may cause a difference between individuals' reflective 

thinking skills. In causal-comparative research, researchers try to determine the causes and results of 

the pre-existing differences between or within groups (Frankel, Wallen & Hyun, 2011). The current 

study includes the groups of pre-service teachers constructed as independent of the researcher’s 

guidance. 

In the qualitative dimension of the exploratory mixed design related to the second and third 

research questions, the case study method and document reviewing were used. The case study method 

is used to obtain detailed information about the phenomenon being investigated (Creswell, 2007). 

Analysis of the current context or environment in which the phenomenon being researched exists 

increases the importance of a case study (Yin, 2009). In this part, the reflective thinking writings of 20 

senior students selected through the non-probability purposeful sampling method in which not all 

members of the population have an equal chance of participating in the study, unlike probability 

sampling (Showkat & Parveen, 2017), within the context of the "teaching practice" course were 

subjected to descriptive analysis according to the ALACT model. All participants were chosen senior 

students because they have a chance to implement and reflect on their teaching practice. The last part 

of the analysis is based on two teacher training programs: the new one and the previous one that still in 

effect. The programs were investigated in line with document reviewing aspects to determine how they 
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address reflective thinking. The last method also helps to understand the current status of the first and 

second research questions. 

Participants 

The participants of the current study are first-year and fourth-year pre-service teachers 

attending a state university. The participating pre-service teachers are from the math and science 

teaching department (math teacher training program, science teacher training program) and primary 

education department (primary teacher training program, pre-school teacher training program). A 

research total of 277 volunteers’ pre-service teachers constitute the participants of the study from the 

students attending these departments among 1500 students. The distribution of the participating 

teachers by department, gender and grade level are given in Table 1. 

Table 1. Distribution of the participants by gender, department and grade level  

Variables Gender Department Grade level 

 Female Male Primary 

Education 

Math and  

Science Teaching  

1st year 4th year 

N 211 66 167 110 126 151 

Total 277 277 277 

 

In the quantitative dimension of the current study, data were collected from all the volunteered 

participants. In the qualitative dimension, on the other hand, the data were collected from 20 senior 

students selected by using the non-probability purposeful sampling method. The qualitative data was 

collected from students who were in the last term of the teacher training program. There are no data 

from freshmen students because they had not been convened and they had had the opportunity to 

practice and write a reflective thought letter suitable for their own practice. All of these 20 senior 

students were from the department of pre-school teaching: 16 were females and four, males. These 

students were delivering lessons in five different pre-school institutions within the context of the 

teaching practice course. The department these students were attending is the department where the 

students with the highest scores from the university entrance exam, among all the students in the 

faculty, are educated, and it is the department that produces the second-highest number of graduates in 

this field (ÖSYM, 2018). 

Data Collection Tools 

In the current study, the Reflective Thinking Tendencies Scale (RTTS), developed by Semerci 

(2007) to reveal teachers and pre-service teacher' reflective thinking, was used as the data collection 

tool. The scale consists of 35 items and seven sub-dimensions and marked on a five-point Likert scale. 

In the reliability and validity studies conducted during the development of the scale, the reliability of 

the scale was calculated to be α= .91, the item-total correlation coefficients were found to range from 

.31 to .61, the test-retest correlation coefficient was found to be r= .74 and the split-half correlation 

coefficient was found to be r= .77. The scale has the following response options: “Strongly Disagree”, 

“Mostly Disagree”, “Partially Agree”, "Mostly Agree" and "Strongly Agree". In the quantitative 

dimension of the study, the total scores taken from this scale without considering the analysis of the 

sub-dimensions (Reflective Thinking Tendencies Scores, RTSS) were used to determine the pre-

service teachers’ reflective thinking tendencies.  

In the qualitative dimension of the study, the pre-service teachers’ reflective thinking texts 

about the practices they conducted within the context of the teaching practice course were used as the 

source of data. The pre-service teachers were asked to produce these texts weekly and to return them 

to the researcher. A total of 161 reflective thinking texts were analyzed in the study. There are eight 

reflective writing texts for each pre-service teacher, on average. Besides, the 2007 and 2018 

curriculums were used as a data source to determine the status of the content of the lessons in teacher 
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education programs as "reflection, reflective thinking, reflective practice". The analysis conducted in 

the qualitative dimension is based on reflective writing texts by content analysis, and program analysis 

based on document analysis. 

Validity, Reliability and Ethical Consideration of Study 

Different techniques were used in the quantitative and qualitative methods to ensure the 

validity and reliability of the study. Firstly, the conditions that would affect the quality of the data 

connected to the data collector have been tried to be minimized. Another technique to strengthen 

validity of data was related to the application of this questionnaire (Fraenkel et al., 2012). The same 

researcher went to classroom where each students worked and asked them to complete it.  

In the qualitative dimension of the study, instead of the validity and reliability, there are some 

concepts-credibility, transferability, dependability, confirmability- which are appropriate to the nature 

of the qualitative study. In the current study, some techniques were used to reach these concepts. 

Firstly, in order to provide credibility, the researchers adopted an objective approach by trying to 

critically approach every stage of the process. Another important concept is transferability (Yıldırım & 

Şimşek, 2011). The research process and findings were explained in detail to transfer qualitative study 

results to similar situations. Dependability concept stands out for the reliability of qualitative data 

(Lincoln & Guba, 1985). For the descriptive analysis, the five steps of the ALACT model were used as 

the themes and coding was performed based on these themes. To increase the reliability of the 

analyses conducted, the selected academic works of the pre-service teachers were also coded by 

another researcher. The inter-coder reliability coefficient was calculated to be 85% according to the 

formula proposed by Miles and Huberman (1994). The items on which coders did not agree upon were 

discussed again and a final agreement was reached. As a result of the analyses conducted, the lists of 

themes and codes were constructed and the summary of the general structure was made. For a better 

understanding of the themes and codes, examples were included. Based on the reflective writings 

produced by the pre-service teachers, an attempt was made to elicit how the fourth-year pre-service 

teachers used reflective thinking skills. Finally, the confirmability of the data is another important 

concept emphasized in qualitative studies (Erlandson, Harris, Skipper, & Allen, 1993). In this study, 

the use of the quotations of the participants in the disclosure of qualitative data helped to minimize the 

prejudices of the researchers and to strengthen the findings. This study was carried out by taking into 

account the ethics of research and publication.  

FINDINGS  

In this section, the quantitative and qualitative findings are organized under two different 

headings in such a way as to respond to the research questions. The quantitative findings are presented 

under the descriptive and predictive statistics section and the findings obtained from the reflective 

thinking writing texts used to investigate the pre-service teachers’ reflective thinking skills are 

presented in the qualitative findings section. 

Descriptive Statistics from RTTS   

The descriptive statistics derived from the scores obtained from the Reflective Thinking 

Tendencies Scale (RTTS) administered to the pre-service teachers to reveal the effects of teacher 

training programs on the reflective thinking tendencies of pre-service teachers are given in Table 2. 

When the data given in Table 2 are examined, it can be seen that the mean scores of the first-year and 

fourth-year students are close to each other ( 1st-year=89.09; 4th-year=89.58). From among the variables 

examined in the current study, the most important difference between the means of the groups was 

found for the gender variable in favor of the male pre-service teachers ( female=88.25; male=92.89). 

The mean reflective thinking score of the pre-service teachers from the departments of math and 
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science teaching ( mathandscience=90.15) is higher than that of the pre-service teachers from the 

department of basic education ( primaryed=88.83). 

Table 2. Descriptive statistics obtained for RTTS 

Variables Gender Department Grade Level 

 Female Male Primary 

Education 

Math and 

Science 

1st grade 4th grade 

N 211 66 167 110 126 151 

 
88.25 92.89 88.83 90.15 89.09 89.58 

SS 6.84 10.70 7.78 8.67 7.50 7.69 

Skewness 0.02 1.45 1.06 1.10 0.08 1.61 

Kurtosis  2.04 3.11 6.08 3.58 1.57 6.04 

 

Other parts of the descriptive statistics about RTTS is related to the normality of the 

distribution of scores. As a result of the Shapiro-Wilk test conducted to determine whether the scores 

obtained show normal distribution, the difference in the normal distribution was not found significant 

(z=.714, p>.05). The descriptive analysis results show that parametric tests can be used for meaningful 

statistics on the study's data. After this section, findings of parametric tests are given. 

Determination of Covariant 

It was thought that, besides the grade-level independent variable, the gender and department 

variables could be related to the dependent variable and, thus, they would affect the variance explained 

by the independent variable in the dependent variable. The relationships of these variables with the 

dependent reflective thinking tendencies scale score were subjected to the correlation test. In Table 3, 

the correlation coefficients between these variables and significance levels are given. According to the 

table's values, there is a weak but significant correlation between the gender variable and the 

dependent variable. On the other hand, the department independent variable does not have a 

significant correlation with the dependent variable. Thus, the gender variable was considered the 

covariant and then included in the analysis process to derive meaning. However, the department 

variable was not used for the analyses conducted thereafter. 

Table 3. Significance test of the relationships between the dependent variable (RTTS) and the 

independent variables 
Variables Correlation Coefficients  

 RTTS 

Gender .243** 

Department  -.079 

**.01 level of significance (two-tailed)  

 

Inferential Statistics 

Before the ANCOVA test, the assumptions of normality, homogeneity of regression slopes, 

homogeneity of the variances and random sampling and observation independence were tested and 

confirmed. Then, the ANCOVA test was conducted to elicit the effect of the grade level variable 

comprised of the freshmen students who had just started the teacher training program and the senior 

students in the last year of the program, considering the effect of the gender variable. The results of the 

ANCOVA analysis are shown in Table 4. Based on the ANCOVA results, the null hypothesis 

claiming that the grade level variable does not have any effect was not refuted (F(1.274)=1.038, p<.01, 


2
=.004). In other words, the grade level variable did not create a significant difference in the 

reflective thinking tendencies scores when the gender variable was taken into consideration.  
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Table 4. ANCOVA analyses conducted for the dependent variable 

Source Dependent variable  df F p Eta Square Observed power 

Grade level  RTTS 1 1.038 .309 .004 .174 

 

Qualitative Findings Derived from the Reflective Thinking Writings 

The reflective thinking writing texts produced by the pre-service teachers during their teaching 

practices were subjected to descriptive analysis according to the ALACT model developed by 

Korthagen (1985, 1989). The results of this analysis are presented in Table 5. 

Table 5. Findings obtained from the reflective thinking writing texts according to the ALACT 

model 
Steps of 

reflective 

thinking  

Themes Explanations  

f % 

1. Action Recognising that there is something incorrect  26 16.14 

2 Looking back 
Explaining the action in which something has 

been done incorrectly  

16 16 

3 Awareness of essential aspects  
Addressing the mistake by combining its results 

with theoretical knowledge  

32 19.87 

4 
Creating alternative models of 

action  

Planning or thinking of doing the action that has 

already been done using another method  

23 14.28 

5 Trial Putting the alternative action plan into force  5 3.1 

 No action No action has been reported/no reflective 

thinking has been found   

59 36.64 

  TOTAL 161
*
 100 

* This is the total number of the examined reflective thinking writings text. 

 

As shown in Table 5, in the reflective thinking writing texts of nearly 37% of the fourth-year 

pre-service teachers, no creative thinking expression was found. When the texts not having any 

reflective thinking expression are examined, it can be seen that they include expressions related to the 

summary of the lesson, a general lesson evaluation or self-evaluation. A sample of reflective thinking 

writing of a pre-service teacher (Reflective Writing, RW-3) produced after a lesson on fish with pre-

school children is given below. 

Children love games in which they are active and there is some kind of competition. 

Therefore, they loved the game of catching fish. The game was even played a few times. Then, 

the desk activity was started and fish scales were made with finger paints and the children 

were very entertained because they used the finger paint freely with their fingers [RW-3]. 

In this reflective thinking writing text, no action or problem is mentioned and only a general 

evaluation of the lesson is made. In the reflective text of another pre-service teacher (RW-14) given 

below, it is understood that only the lesson is summarized. 

By making the children watch a video called “Bright Stars”, the children’s attention was 

drawn to the subject. Then, it was talked about and a group of volunteer children took the 

shape of the constellation shown before by lying on the ground and thus all the children were 

able to see the constellation visually and had fun as well. While trying to make the same 

constellations that the teacher hung on the board with play dough, the children learned the 

constellations in a play. Then, the teacher let the children free and each child made his/her 

constellation with play dough and boasted about themselves by saying "It was wonderful”, “It 

was different”. After the completion of the desk activity, they sang the song “Yıldızlar Parıl 

Parlar [Stars Shine Bright] and thus they released their energy [RW-14]. 

It has been determined that the reflective thinking writing texts classified under the theme of 

"no action" are not suitable for the structure in the ALACT model and that these texts produced by the 
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pre-service teachers do not include reflective thinking. The texts suitable for the ALACT model 

constitute 63% of the total produced by the pre-service teachers. However, it can be seen that 

approximately half of the student writings that can be included in this model are in the "action" step 

(16.14%), which is related to the realization that there is a problem and in the "looking back" step 

(16%), which is expressed in a description of this problem. This shows that the pre-service teachers' 

reflective thinking is at the basic level, including the recognition and expression of the problem. For 

example, in the pre-service teacher’s reflective thinking writing text coded as RW-45, the teacher 

states that he/she realized that some students in the classroom were not willing to participate in the 

activity and were bored. Therefore, this reflective thinking is considered in the “action” step. 

We formed a circle by saying the following rhyme “El ele tutuşalım, halkaya karışalım, haydi 

gülümse sen de gel, oynayalım [Let's hold hands, join the ring, smile, come and play.]”. While 

the music was being played, the children accompanied it with movements. The children liked 

the song. They repeated it several times. A few children who were generally bored in other 

activities as well did not participate in the repetitions. They left the game after they had played 

it once [RW-45]. 

In another example (RW-25), the pre-service teacher explains the action and the situation, 

including both the steps of action and looking back. In this example, he/she explains, in a detailed 

manner, that a student did not want to play the game and that the children losing the game generally 

did not participate in it. However, it can be seen that this explanation did not go beyond the 

summarization of the event, and the results of the event were not explained from an educational 

perspective. Therefore, although the pre-service teacher progressed onto the higher step, he/she could 

not reflect the information gained in the teacher training program in his/her practices nor evaluate the 

practices from this perspective. 

We played the game “Eller Çadırda [Hands in Tent]” with the children. I put a tent model 

made of glass on the table; I gave the children specific instructions such as "hand- on the 

nose, eyes on the desk" and the children tried to catch the tent and the one who caught it first 

raised it. While Eren wanted to play this game, Ömer did not want to play. I then realized that 

the children who had lost did not want to play [RW-25]. 

In the ALACT model, the step of realizing the essential aspects, which is the first step in 

which the theoretical knowledge and practical applications of the teaching are interpreted, is the step 

where the teacher sees the results of his/her actions and tries to explain this from an educational 

perspective. As can be seen in Table 5, 32 of the 161 texts analyzed are in this step. The reflective 

thinking writings in this step include the problem encountered, explanation of the event, the results of 

the action and the underlying essential situations. For instance, in reflective thinking writing text 

coded as RW-34, the teacher clearly explains that he/she experienced problems because of the length 

of the track and individual differences during the application. Thus, it can be argued that he/she could 

better reflect the theoretical knowledge he/she attained in his/her undergraduate education than during 

his/her teaching practices. 

The track was prepared following the objectives. As there were many numbers on the track, 

some children had difficulty in completing it. While some of them were using hand-eye 

coordination very well, I saw that in some of them, this coordination had not developed yet 

and this affected their speed of completing the track. During the game, attention was paid to 

using expressions (such as beautiful, well done, you need to speed up a little more, etc..) that 

motivated and directed the children. Although the length of the track and the different 

developmental levels of children were a problem, it was generally a successful activity [RW-

34]. 

The step of creating alternative models of action, which is the penultimate step in the ALACT 

model, includes the actions that the pre-service teacher considers to solve the problem faced in the 
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same lesson on the next application. For example, the reflective thinking text coded as RW-154 is 

about a pre-school activity related to making an Indian hat. In this excerpt, it is seen that the pre-

service teacher realized a problem in the choice of the activity materials and the children's color 

preferences. He/she clearly explains the results of his/her actions by explaining these situations in 

detail. 

 … When we started the activity, the children's adhesives did not stick the hair enough and I 

used liquid adhesive as the teacher said during the preparation phase. I put the hats on the 

children's heads, thinking that they were dry, but liquid glue got into the children’s hair. I 

should have taken some measures to prevent this. I could have either used a different glue, or I 

could have covered them with paper after applying the glue. I should do the activity in the next 

application by paying more considerable attention to precautionary security measures and 

making some trials.  

… I used red and pink ribbons during the activity. I changed it to red when a male student did 

not want a pink ribbon. I should not have made concessions in this regard and should not have 

changed the ribbon. I might have taken a step to let the children develop the same as for all 

colors. When I become a teacher, I will try to make students develop the same attitude for all 

colors and, at least, try to demolish the idea that girls use and wear pink while boys blue. To 

do so, I need to make everyone use all the colors [RW-154]. 

In this excerpt, the pre-service teacher states that, in order not to make the same mistake again, 

he/she could have covered the children’s heads with paper after applying the glue and should not have 

made concessions in this regard and should not have changed the ribbon; thus, he/she indicates that 

when he/she has the opportunity to do the same application again, he/she will try an alternative 

method. These statements show that the pre-service teacher questioned the actions he/she had 

conducted by using his/her existing knowledge about the selection of appropriate materials, the 

security measures to be taken in the classrooms and the social gender roles, and developed an 

alternative model.  

The trial theme, the highest level of reflective thinking skills, includes actions that involve the 

use of alternative models developed in the previous section and both end the ALACT cycle and cause 

a new cycle to start. Only in five of the 161 reflective thinking writing texts analyzed in the current 

study, have elements related to this theme been found. For example, in the reflective thinking text 

coded as RW-89, the pre-service teacher stated that there occurred a problem in the classroom when 

he/she started the activity with fewer children and tools in the rhythm activity. It seems that she 

thought of an alternative action to solve this problem and tried it. The pre-service teacher stated that 

his/her trial of alternative action worked and solved the problem. 

… in my plan, where rhythm tools are used, I wrote that I would choose six students from the 

class and divide them into two groups of three, and that the selected students would do their 

activities using rhythm tools and that the other children would watch their friends and wait 

until their turn came. Nevertheless, when I started this way, the students sitting and waiting 

for their turn to come started to get bored. When I realized this, I thought that using other 

rhythm tools in the class would involve those children in the activity. So, I got all the children 

seated in their seats and gave them all rhythm tools (I used not only maracas and rhythm 

sticks but all the rhythm tools in the classroom). We did the activity as a whole class and it 

was better for both the children and the effectiveness of the activity than the one, I had initially 

planned to do. I think that my students were able to achieve the objectives of my lesson plan 

[RW-89]. 

In summary, it was determined that the majority of these reflective thinking texts (63%) 

examined in the qualitative dimension of the current study either did not contain any dimension of 
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reflective thinking or just reached the second step in the ALACT model. The upper steps of reflective 

thinking could only be detected in 17% of the writings. 

Findings related to Reflective Thinking in the National Teacher Training Curriculum 

Teacher training programs were updated and put into force in the 2018-2019 academic year. 

With this update, significant changes were made in the course contents, theoretical and practical hours 

of the courses, and the number and quality of elective courses. However, since the transition to the 

new program has not yet been completed, the old and new curriculums are used together. In the 

current study, the contents of the courses in these curriculums have been examined in terms of 

including the concepts of "reflective thinking, reflection, reflective practice". According to the 

findings obtained, it has been determined the previous curriculum which was the program of the senior 

students none of these concepts was included in the contents of the courses. 

They were only found in the curriculum updated in 2018 in the content of the “Teaching 

Practice” course: 

Doing observations related to the field-specific teaching methods and techniques; conducting 

micro-teaching practices with individual students and groups by using field-specific teaching 

methods and techniques; developing field-specific activities and materials; preparing teaching 

environments, managing the class, performing measurements, evaluations and reflections 

(YÖK, 2017). 

It can be seen that, in the current teaching training programs, the concepts examined in the 

current study are not explicitly addressed and no emphasis is put on reflective thinking 

RESULTS, DISCUSSION AND RECOMMENDATIONS 

In the current study, the effect of teacher training programs on the development of pre-service 

teachers’ reflective thinking skills was examined. Reflective thinking writing texts of the pre-service 

teachers were also analyzed according to the ALACT model. Thus, there was an attempt to reveal how 

the teachers were using these skills. When the data and statistical results obtained were examined, no 

significant difference was found between the reflective thinking tendencies of the first-year students 

and fourth-year students. This result shows that teacher training programs are not currently successful 

in developing these skills in pre-service teachers. This finding concurs with other studies investigating 

the relationship between reflective thinking and grade level (Aşkın-Tekkol & Bozdemir, 2018; Aydın 

& Çelik, 2013; Ocak, Eymir & Ocak, 2016; Özmen, 2011; Phan, 2007; Şensoy & Yıldırım, 2017).  

As the current teacher training programs cannot support pre-service teachers in developing 

their reflective thinking skills without needing supplementary materials and practices, they will create 

problems in training teachers in the mastery of such skills. Dewey (1933) claimed that teachers' lack of 

reflective thinking leads to “intellectual addiction to those who give clear and precise instructions to 

them on how to teach” (p. 152). Failure to teach reflective thinking through teacher training programs 

may lead to a shortage of ways and methods of “thinking like a teacher” (Jay & Johnson, 2002). 

Reflective thinking can be defined as people questioning their actions, looking for methods to 

eliminate deficiencies and mistakes, and improving themselves because an active process is 

experienced in which a connection is established between past experiences and the present, and future 

applications may well be shaped (Lee, 2005; Wade & Yarbrough, 1996). There is an emphasis on 

teachers who continuously renew themselves, carry out self-evaluation, and think critically in national 

reports on teacher training programs (MoNE, 2005; 2017). It can be seen that the teacher profiles 

mentioned in these reports overlap with the characteristics of the teacher who can think reflectively. 

However, the effects of the teacher training programs examined in the current study on the 

development of these skills in pre-service teachers seem not to contribute to pre-service teachers’ 

acquisition of the desired characteristics. In this case, one of the skills that teachers who have 
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graduated from teaching training programs and who have started their professional careers can use to 

improve their teaching skills will be missing (Gipe & Richards, 1992). It is suggested that teachers 

should practice reflective activities not only to learn new ideas better in their undergraduate education 

but also to continue their professional development after completing this education (Lee, 2005). 

The results obtained in the qualitative dimension of the current study provide a better 

understanding of the effect of teacher training programs on the development of these skills. It was 

concluded that the pre-service teachers did not experience any reflective thinking in most of their 

teaching practice, while those who did have such experiences did so at the basic level. It was seen that 

the reflective thinking texts that were analyzed according to the ALACT model remained between 

steps 1 and 3; in other words, the pre-service teachers could not reach the dimensions in which 

solutions are suggested and implemented for the problems experienced following reflection on the 

theoretical knowledge. This shows that the pre-service teachers could not question their teaching 

processes or combine theoretical and practical applications. Similar results have been reported in the 

literature. For example, Korthagen & Kessel (1999) see the teacher training programs that present 

theory with little connection to practice as the biggest problem in teacher training. Rodgers (2002) 

presents a similar discussion in that teachers should be given as much permission as possible to 

experience and teach continuous teaching processes. When the steps in the ALACT model and the 

development process of reflective thinking skills are considered, it can be seen as a process that should 

be emphasized by teacher training programs (Lee, 2005). However, when the findings from the pre-

2018 and current teacher training programs are evaluated, it is understood that this approach does not 

exist in the course contents. In fact, this explains the absence of a significant difference between 

students in the freshmen and senior students of the teacher training program. It can be said that there is 

no explicit aim to develop the reflective thinking skills of pre-service teachers in the teacher training 

program. A similar result was obtained in the study conducted by Aşkın Tekkol and Bozdemir (2018) 

on the reflective thinking skills of pre-service teachers in the elementary school teacher training 

program. They found that the pre-service teachers' reflective thinking tendencies were low and no 

course was offered in the program to foster reflective thinking in pre-service teachers. However, in 

their study investigating the reflective thinking skills of pre-service social studies teachers, Aydın and 

Çelik (2013) stated that courses such as “Teaching Principles and Methods, Special Teaching 

Methods, Classroom Management, Instructional Technologies and Material Design” are courses that 

are suitable for pre-service teachers to develop their reflective thinking skills. It is thought that the 

reduction of the class hours allocated to the teaching practice course in the teacher training program 

implemented after 2018 (YÖK, 2017) may adversely affect the acquisition of these skills.  

In the current study, teacher training programs were evaluated with a multi-dimensional 

structure. The emphasis on reflective thinking should be increased in teacher training programs and 

included in the course contents. In this way, teacher candidates can be provided with the skills they 

will need in their profession, allowing them to improve their practices continuously. Besides, the 

targeted structure for developing reflective thinking skills should be increasing to the level of "creating 

alternative models of action" and "trial". In this way, teacher candidates can be at the level of 

determining the problems in their practice and can develop and try models to solve those problems. 

Because, as determined in this study, it was seen that teacher candidates were mostly "action" and 

"Awareness of essential aspects" in reflective thinking articles. Their effects on the development of 

reflective thinking skills, which is a skill expected not only from teachers but also from any individual 

in the 21st century, were discussed in the light of the collected data. As a result, it has been suggested 

that reflective thinking skills should be explicitly emphasized in the national teacher training programs 

and that these programs should have a structure suitable for the implementation of various reflective 

thinking models (e.g., ALACT, micro-teaching). A special course could be opened for pre-service 

teachers to develop their skills or these could be developed by adopting a cross-curricular approach 

towards teaching them. It is thought that there is a need to investigate the effects of pre-service 

teachers’ transferring their reflective thinking skills to their professional life in longitudinal studies. 

Moreover, teacher training programs on the development of this skill and how this skill shapes the 

professional life of a teacher should be investigated more comprehensibly. 
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Abstract 

Life skills are applicable psycho-social skills and abilities to develop desired qualities such as self-

confidence and socialization. In this context, the research aims to investigate how participation in 

sports activities during secondary education affects an individual's life skills.  

In the research, the sample group consists of a total of 698 students, including 388 males and 310 

females studying at secondary schools in Malatya province district in 2018-2019 academic year. In 

order to evaluate life skills acquired through sports, the scale with its original form Life Skills Scale 

for Sport (LSSS) was used. 

Statistical package program (SPSS 21 version) was used to analyze the data obtained in the research. 

Normality analysis tests were conducted on the data. As the result of the tests, it was observed that the 

data were not normally distributed and non-parametric tests were used for the analyzes.  The Mann 

Whitney U test for binary comparisons and Kruscal Wallis H tests for multiple comparisons were 

utilized. In the study, the significance level was accepted as p <0.05. 

The research findings showed that there were differences in the life skills of the sample group 

according to the variables discussed. As a result, it was concluded that middle school students' age, 

gender, class, sports and playing status in the school team made significant differences whereas the 

family income situation did not affect in shaping their life skills. 
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INTRODUCTION 

Many research studies conducted in the field of Sports indicate that sports activities shape and 

develop the personality and character structure, provide improvements in body and mental health, and 

have serious effects on the individual's positive behaviors in the individual and social areas (Caterino 

and Polak, 1999). 

The participation in physical education and sports during the education process starting from 

pre-school to university level provides important contributions to the development of children in terms 

of social, emotional, mental and physical aspects. 

In this process, the first expectation from Physical Education and Sports courses is supporting 

students as a supportive and guiding role in improving their physical competence levels and enabling 

them to gain a more active and healthy life skills. In addition, physical education and sports lesson is 

expected to develop self-control, adaptation to social environment and cognitive skills (Açak, 2006). 

Sport is a science of action that supports the physical, psychological and social development of 

individuals (Tel and Köksalan, 2008). Participation in physical education and sports in the education 

process from preschool to university provides important contributions to the social, emotional, mental 

and physical development of children. The World Health Organization describes life skills as viable 

psycho-social skills that help an individual gain self-confidence and socialize, and emphasizes that 

they are effective in ensuring young people's healthy development (World Health Organization, 1999). 

Social skills can be expressed as some specially developed behaviors in which children are 

able to meet their physical and intellectual needs without facing problems in the social sphere 

(Önder,2003). In this respect, social skills represent learnable behaviors that facilitate an individual's 

participation in society, help him communicate with society, improve academic performance, teach 

him to control his body and emotions, and include cognitive and affective skills such as adaptability 

and assertiveness. Social skills, which can be expressed as the ability to adapt to social environments, 

play an important role in shaping interpersonal relationships and achieving social goals (Avcıoğlu, 

2005). Sport is carried out within certain rules. Children obeying the rules in games constitutes the 

basis for their behaviors that are compatible with social life in their advanced ages. 

Since life skills are associated with many different situations in various fields such as health, 

education, sports, culture, art and business life, it constitutes an important place in the life of the 

individual. The researchers identified life skills as an important determinant in an individual's life and 

they state that it is effective in many different situations, such as general health (Claessens, VanEerde, 

Rutte & Roe, 2007), psychological well-being (Judge, Bono, Erez & Locke,2005), academic 

achievement (Humphrey et al. 2011), sport and exercise performance (Burton et al. 2001), workplace 

productivity and success (Rubin & Morreale, 1996). In addition, it is pointed out that life skills, which 

provide the opportunity to cope with the problems more effectively and healthily encountered in 

adolescence, can be more successful in life by supporting the physical, mental and social development 

by protecting young people from harmful habits such as alcohol, cigarette and drug use (Botvin & 

Griffin, 2004). 

The findings that sport improves some life skills in young individuals such as social skills 

(Gould, Flett & Lauer, 2012), emotional skills (Brunelle, Danish & Forneris, 2007), cognitive skills 

(Danish et al. 2004), communication skills (Gould et al, 2007), team work (Holt, 2007), leadership 

(camir to Trudel & Forneris, 2009), time management (Fraser-Thomas & Côté, 2009), taking 

initiative, respecting others, setting goal (Holt et al. 2008), solving problems and decision making 

(Strachan et al. 2011) also emphasize the importance of the subject. Physical trainers, coaches and 

sports managers who are involved in sports activities should have these skills. In addition, man whose 

desire to move naturally and communicate by this way can be ensured to have healthy and continuous 

interpersonal relations by participating in sports activities. 
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Findings that sports improve many life skills such as teamwork, goal setting, taking initiative, 

respecting others, time management, cognitive skills, emotional skills, communication skills, social 

skills, leadership, problem solving and decision making in young individuals reveal that more 

attention should be given to this issue. In this context, the research was conducted to reveal to what 

extent the sport affects and shapes the life skills of young individuals according to the variables 

discussed. 

METHODOLOGY 

Universe and sample / Research group 

The universe of the study is constituted by the individuals (a total of 698 people, 388 males, 

310 females) who were educated in secondary schools (5th, 6th, 7th, and 8th grade) in the central 

district of Malatya in 2018-2019 academic year. For research; voluntary consent from the families of 

the students and written permission from the Provincial Directorate of National Education was 

obtained. Ethics committee approval was received from the İnönü University Institute of Health 

Sciences. In order to determine the sample size of the research, “Sample Width Formula with Known 

Number of Individuals in the Universe” was used for both sexes. Sample size was calculated using the 

sample calculation formula (n=Nt2pq/d2(N-1)+t2pq) in cases where the universe is known. When 

calculating sample size, α = 0.05 error level, 0.05 sample error, p=0.8, q = 0.2 were accepted. The 

study included students who were selected by simple random sampling, who agreed to participate in 

the study, and who met the selection criteria. 

Research Variables 

In this section, the dependent and independent variables used in the research and how their 

variables are classified are given. 

Dependent Variables of the Study: 

The life skills and sub-dimensions of the research group formed dependent variables. 

Independent Variables of the Study: 

The research group's age, gender, class, family income status, doing sports, playing in the 

school team, and the type of sports they made were independent variables. 

Criteria for participation in research 

The following determinants were used to include the sample students into the study.: 

 Voluntarily agreeing to participate in the study 

 Be studying in 5th, 6th, 7th and 8th grades of secondary school, 

 Being involved in sporting activities. 

Conditions for dismissal from research 

 Not to volunteer for research 
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Measurements and Tests to be Applied in the Research (Data Collection) 

In addition to the personal information form, participants were given a questionnaire 

containing life skills scale expressions and were asked to respond sincerely to the statements in this 

form. 

Measuring Tool 

The scale, whose original form is the Life Skills Scale for Sport (LSSS), was developed by 

Cronin and Allen as a 5-point Likert type in 2017 (Cronin & Allen, 2017) to evaluate life skills 

acquired through sport. The scale can be applied to middle school, high school and college students up 

to the age of 21. The validity and reliability of Turkish scale was performed by Açak ve Düz (Açak & 

Düz, 2018); It consists of 31 items in 7 sub-dimensions: teamwork, goal setting, time management, 

emotional skills, communication, social skills and leadership. Expressions in the scale (1 point) 

“disagree at all” and (5 points) “completely agree” are rated in a Likert level of 5 points. Scale items 

consist of 7 sub-dimensions." Reliability coefficients in our study; Time Management (items 1, 2, 3, 

and 4) Cronbach's Alpha 0.92, Communication (items 5, 6, 7, and 8) Cronbach's Alpha 0.91, 

Leadership (items 9, 10, 11, 12, and 13) Cronbach's Alpha 0.93, Team Work (items 14, 15, 16, 17, 18 

and 19) Cronbach's Alpha 0.89, Social Skills (items 20, 21, 22, and 23 ) Cronbach's Alpha 0.90, 

Emotional Skills (items 24, 25, 26 and 27) Cronbach's Alpha 0.92, Objective Determination (items 28, 

29, 30 and 31) Cronbach's Alpha 0.91. There is no reverse scored expression in the scale items. 

Data analysis 

Statistical package program (SPSS 21 version) was used to analyze the data to be obtained 

from the research. “Shapiro-Wilks and Kolmogorov-Smirnov” normality analysis tests were 

conducted to test whether the data was normally distributed and homogeneous before statistical 

analyses were performed. Non-parametric tests were used for analysis since it was observed that the 

data was not normally distributed as a result of the tests. The Mann Whitney U test was used in binary 

comparisons of independent variables, and the Kruscal Wallis H test was used in more than two 

multiple comparisons. In cases where there is a difference in the analysis of multiple comparisons, the 

Mann Whitney U test, which is used for non-parametric data, was used to find out where the 

difference originated. In the study, the reliability coefficient was accepted as p <0.05. 

FINDINGS 

The data obtained from the research group are tabulated by making necessary and appropriate 

analyses and presented below. 

Table 1. Age, gender, class, family income status, status of playing for the school team of the 

research group 
Your age  n % 

  

10,00 70 10,2 

11,00 156 22,3 

12,00 202 28,9 

13,00 176 25,1 

14,00 94 13,5 

Total 698 100,0 

Gender n % 

  Male 388 55,6 

  Female 310 44,4 

  Total 698 100,0 
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Class n % 

  5th grade 138 19,8 

  6th grade 185 26,5 

  7th grade 189 27,1 

  8th grade 186 26,6 

  Total 698 100,0 

Family income status according to you n % 

  Bad 86 12,3 

  Medium 181 25,9 

  Good 254 36,4 

  Very good 177 25,4 

  Total 698 100,0 

Sports status n % 

  Yes 431 61,7 

  No 267 38,3 

  Total 698 100 

Do You Play on the School Team? n % 

  Yes 216 30,9 

  No 482 69,1 

  Total 698 100,0 

 

According to Table 1, it was determined that 10.2% of the research group was 10 years old, 

22.3% were11 years old, 28.9% were 12 years old, 25.1% were 13 years old and 13.5% were in the 14 

age group, 55.6% were male, 44.4% were female students, 19.8% were 5
th
 class, 26.5% were 6

th
 grade, 

27.1% were 7
th
 grade and 26.6% were 8

th
 grade students; family income situations 12.3% were poor, 

25.9% were moderate, 36.4% were good and 25.4% were in very good condition, 61.7% participated 

in the sport, 38.3% did not play sports, 30.9% played on the school team, 69.1% did not play for the 

school teams. 

Table 2. Analysis results according to the age variable of the research group 

Age  N Mean Sd X2 P Difference U test 

Time Management 

10 70 14,38 3,80 

23,531 ,000* 5>1,2,3,4 

11 156 14,76 3,46 

12 202 15,65 3,39 

13 176 16,32 2,42 

14 94 17,33 2,61 

Communication 

10 70 14,15 3,00 

8,877 ,032* 5.4>1,2,3 

11 156 15,07 3,12 

12 202 15,02 3,32 

13 176 16,91 3,39 

14 94 16,73 3,56 

Leadership 

10 70 16,76 4,22 

17,732 ,001* 5>1,2,3,4 

11 156 16,71 3,99 

12 202 17,01 4,00 

13 176 17,59 4,34 

14 94 19,21 4,32 

Teamwork 

10 70 22,86 4,21 

21,963 ,000* 5>1,2,3,4 

11 156 22,44 4,62 

12 202 22,25 4,29 

13 176 22,29 4,73 

14 94 24,65 4,92 

Social Skills 

10 70 14,96 3,05 

16,603 ,003* 5>1,2,3,4 

11 156 14,12 3,53 

12 202 14,23 3,51 

13 176 14,76 3,38 

14 94 16,55 3,89 

Emotional Skills 

10 70 16,15 3,10 

13,645 ,010* 1>2,3,4,5 

11 156 14,51 3,29 

12 202 14,38 3,22 

13 176 14,03 3,93 

14 94 14,69 4,44 
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Purpose Determination 

10 70 16,80 2,95 

7,100 ,131 
 

11 156 16,03 3,36 

12 202 16,04 3,42 

13 176 15,47 3,77 

14 94 15,88 3,61 

*p<0.05 

 

According to Table 2, in the analysis made based on the age variable of the research group, the 

difference was statistically significant in all dimensions except for the goal setting sub-dimension, 

which is one of the sub-dimensions of life skills in sports (p <0.05). 

Table 3. Analysis results by gender variable of research group 

Gender N Mean Sd Z P 

Time Management 
Male 388 14,31 3,52 

-3,435 ,013* 
Woman  310 16,54 3,69 

Communication 
Male 388 14,77 3,26 

-2,259 ,031* 
Woman  310 15,98 3,82 

Leadership 
Male 388 18,51 4,28 

-,832 ,326 
Woman  310 18,48 4,24 

Teamwork 
Male 388 22,02 4,31 

-2,168 ,042* 
Woman  310 24,60 4,04 

Social Skills 
Male 388 14,07 3,34 

-3,136 ,003* 
Woman  310 15,98 3,20 

Emotional Skills 
Male 388 14,93 3,25 

-3,682 ,001* 
Woman  310 15,89 3,77 

Purpose Determination 
Male 388 14,47 3,02 

-2,128 ,028* 
Woman  310 16,93 3,48 

*p<0.05 

 

According to Table 3, in the analysis made according to the gender variable of the research 

group, the difference in leadership sub-dimension, which is one of the sub-dimensions of life skills in 

sports, was not statistically significant (p> 0.05), and the difference in other sub-dimensions was 

statistically significant (p <0.05). 

Table 4. Analysis results of the research group according to the class variable 

Class N Mean Sd X2 P Difference U test 

Time Management 

5th grade 138 14,16 3,30 

24,326 ,000* 4>1,2,3 
6th grade 185 14,04 3,25 

7th grade 189 14,87 3,12 

8th grade 186 16,28 3,24 

Communication 

5th grade 698 14,02 3,05 

17,334 ,002* 
4>1.2 

3>1.2 
6th grade 138 14,34 3,25 

7th grade 185 15,38 3,58 

8th grade 189 15,60 3,48 

Leadership 

5th grade 186 18,47 4,26 

6,639 ,325 
 

6th grade 698 18,06 3,32 

7th grade 138 18,29 4,54 

8th grade 185 18,75 4,08 

Teamwork 

5th grade 189 21,38 4,23 

19,230 ,000* 4>1.2 
6th grade 186 22,02 4,53 

7th grade 698 22,37 4,76 

8th grade 138 23,28 4,04 

Social Skills 

5th grade 185 14,02 3,46 

14,603 ,005* 4>1.2 
6th grade 189 14,43 3,35 

7th grade 186 14,94 3,35 

8th grade 698 15,84 3,68 
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Emotional Skills 

5th grade 138 15,76 3,12 

9,026 ,025* 1>3.4 
6th grade 185 14,64 3,63 

7th grade 189 14,08 3,93 

8th grade 186 14,16 4,73 

Purpose Determination 

5th grade 698 16,42 3,33 

3,027 ,364 
 

6th grade 138 16,46 3,65 

7th grade 185 15,49 3,57 

8th grade 189 15,08 3,36 

*p<0.05 

 

According to Table 4, in the analysis made according to the class variable of the research 

group, the difference was statistically significant in all dimensions except for goal setting and 

leadership sub-dimensions, which are among the sub-dimensions of life skills in sports (p <0.05). 

Table 5. Analysis results according to the family income status variable of the research group 

Family Income Status N Mean Sd X2 P 

Time Management 

Bad 86 14,30 3,16 
 

5,412 

 

,549 Middle 181 14,32 3,17 

Good 254 14,59 3,53 

Very good 177 14,77 3,03 

Communication 

Bad 86 15,28 2,32 

1,874 ,648 Middle 181 15,48 3,65 

Good 254 15,92 3,48 

Very good 177 15,94 3,54 

Leadership 

Bad 86 17,54 3,54 

5,957 ,544 Middle 181 17,86 4,48 

Good 254 17,06 4,53 

Very good 177 17,85 4,01 

Teamwork 

Bad 86 22,26 3,05 

6,748 ,067 Middle 181 22,37 4,25 

Good 254 22,45 4,79 

Very good 177 22,72 4,22 

Social Skills 

Bad 86 14,47 3,22 

2,826 ,726 Middle 181 14,88 3,24 

Good 254 14,32 3,82 

Very good 177 15,57 3,61 

Emotional Skills 

Bad 86 14,17 3,21 

2,652 ,544 Middle 181 14,79 3,41 

Good 254 14,89 3,48 

Very good 177 15,01 3,25 

Purpose Determination 

Bad 86 16,17 2,94 

3,432 ,427 
Middle 181 15,36 3,33 

Good 254 15,70 3,27 

Very good 177 16,49 3,36 

(p> 0.05) 

 

According to Table 5, in the analysis made according to the family income status variable of 

the research group, it was determined that the life skills sub-dimensions of sport had a significant 

difference in time management and leadership dimensions, while the difference in other sub-

dimensions was not statistically significant. (p <0.05). 
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Table 6. Analysis results according to the variable of doing sports in the research group 

Sports N Mean Sd Z P 

Time Management 
Yes 431 15,45 3,07 

-7,703 ,000* 
No 267 12,44 3,29 

Communication 
Yes 431 16,20 3,08 

-3,603 ,007* 
No 267 14,26 3,28 

Leadership 
Yes 431 18,21 4,12 

-7,437 ,000* 
No 267 15,47 3,57 

Teamwork 
Yes 431 22,80 4,50 

-6,548 ,000* 
No 267 19,15 5,32 

Social Skills 
Yes 431 15,88 3,45 

-4,768 ,000* 
No 267 13,25 4,72 

Emotional Skills 
Yes 431 15,29 3,62 

-3,743 ,001* 
No 267 13,37 3,38 

Purpose Determination 
Yes 431 16,46 3,67 

-5,734 ,000* 
No 267 14,38 3,36 

*p<0.05 

 

According to Table 6, in the analysis made according to the variable of doing sports in the 

research group, the difference was found to be statistically significant in all sub-dimensions of life 

skills in sports (p <0.05). 

Table 7. Analysis results of the research group according to the variable of playing in the school 

team 

Do You Play on the School Team? N Mean Sd Z P 

Time Management 
Yes 216 16,43 3,16 

-6,882 ,000* 
No 482 14,37 3,54 

Communication 
Yes 216 16,62 3,26 

-4,121 ,002* 
No 482 14,35 3,15 

Leadership 
Yes 216 19,66 3,28 

-7,658 ,000* 
No 482 17,29 4,82 

Teamwork 
Yes 216 23,89 4,36 

-5,558 ,000* 
No 482 21,21 4,64 

Social Skills 
Yes 216 16,38 2,85 

-4,638 ,002* 
No 482 14,63 3,03 

Emotional Skills 
Yes 216 15,76 3,48 

-3,617 ,008* 
No 482 14,23 3,36 

Purpose Determination 
Yes 216 16,89 3,21 

-4,682 ,000* 
No 482 15,22 3,94 

*p<0.05 

 

According to Table 7, in the analysis made according to the variable of playing in the school 

team, the difference was statistically significant in all sub-dimensions of life skills in sports (p <0.05). 

DISCUSSION 

This research, which examines the effects of sports on life skills in secondary school students, 

has been tried to be discussed under the light of literature information. 

According to the research results; It has been observed that there is a difference in the process 

of acquiring and developing life skills according to the age of the children in the 10-14 age group, 

which constitutes the study group of the research. Accordingly, it was concluded that the children in 

the age group of 14 had a higher level of average scores in the lower dimensions of communication, 

time management, leadership, teamwork and social skills. Emotional skills of 10 age group children 
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were found higher than other age groups. Researches indicate that individuals develop many life skills 

through sports. For example, British youths who are engaged in sports activities learn the most about 

teamwork, social skills and leadership, interpersonal communication; and at least goal setting, 

emotional skills, problem solving, decision making and time management life skills (Buğan, 1999), 

similarly Canadian ( Brunelle et al. 2007; Strachan, Côté & Deakin, 2011), American (Gould et al. 

2007) and Australian (Vella et al. 2012) showed that similar skill characteristics were learned in 

studies with athletes, coaches and parents. These findings reveal that young people learn some life 

skills more than other life skills through sportive activities. The results of Türk’s study (Türk, 

2015),which examined the impact of sport on young people in the 14-18 age group who are involved 

in the sport of basketball to gain and develop life skills, reveal that there are no differences between 

ages in the process of young people gaining and developing life skills. There are no similar results 

between the two studies. However, the different age groups of the sample group between the two 

studies may have created this result. Because, it is thought that age is an important criterion in the 

acquisition and development of life skills through sports and life skills can be gained more by starting 

sports at an early age. 

In the research, it is seen that there is a difference in the life skill of the sport according to 

gender. According to this; It was determined that there was a statistically significant difference in 

favor of women in all sub-dimensions except for the leadership sub-dimension, which is one of the 

sub-dimensions of sports life skills. It is thought that among the causes of this situation are factors 

such as the events women encounter during sports activities, friendship relationship, team games, and 

audience. There is literature information supporting our study. Deniz (Deniz, 2002), in his study which 

he studied the social skill levels of university students, concluded that female students' emotional 

sensitivity, affective expressionism, and social control dimension levels of social skill levels were 

more competent than male students’ and male students' emotional control levels were more competent 

than female students’. Çilingir (Çilingir, 2006) compared the social skills and problem solving skills of 

general high school and science high school students in his study. As a result of the study, it was 

observed that the students who received high school education experienced changes in their social 

skills levels according to their gender. In terms of social skill and affective control, it was concluded 

that boys were more competent in terms of the ability to regulate and control nonverbal messages, 

emotions than female students. In his research, Balyan (Balyan, 2009) examined the attitudes, social 

skills and self-efficacy levels of the students at primary and secondary education levels towards 

physical education and sports classes, and their relations. As a result of the study, it was found that the 

attitudes towards physical education lesson were statistically significant between school type, gender, 

current sports facilities in schools and perception of income levels. He determined that the positive 

social skill levels of female students at the social skill levels were higher than that of the boys. These 

study results are in parallel with our current research results. 

In the analysis made based on the class variable of the research group, it was found that there 

was a statistically significant difference in all dimensions except for the goal setting sub-dimension, 

which is one of the sub-dimensions of life skills in sports. According to this, it was determined that the 

students studying in the 8th grade of the secondary school learned the life skills such as time 

management, teamwork, leadership, communication, social skills and goal setting at a higher level 

than the students studying in the 5th, 6th and 7th grades. It was determined that 5th grade students' 

emotional skills sub-dimension scores were high. This situation shows that the 8th grade level, which 

is the first step of the secondary school level, is a very important period to be considered in terms of 

gaining and developing life skills. Revealing similar results with our study, Ryan and Dzewaltowski 

state that 6th and 7th grade students have increased their self-confidence through physical activities, 

overcome problems in physical activity, encourage others to acquire a social circle of friends (Ryan & 

Dzewaltowski , 2002). This supports our study results. When the researches are evaluated, considering 

the role of sports in the acquisition and development of life skills during the secondary school period, 

it can be said that it is important both increasing the number of hours allocated to physical education 

lessons and including more sports activities in the secondary school curriculum that prepares children 

for life and the future. 
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In the analysis made according to the family income status variable of the research group, it 

was determined that the difference in life skills sub-dimensions in sports was not statistically 

significant. This situation is thought to arise from the fact that sports can provide equal opportunities 

to everyone regardless of family income level. Desire is important in sports. Having a different income 

level of the family does not prevent the athlete from gaining life skills. Significant economic support is 

given to sports in our country. Especially disadvantaged groups are supported by various project 

studies on this issue. It is a known fact that individuals with disabilities participate in sports and are 

successful. The main thing here is the desire and desire to participate in sports activities. Participation 

in these activities also provides positive gains to the life skills of all children and young people. 

Literature information supports the results of our study. For example; Mayer states that the economic 

income of the family does not affect the outputs related to their children very much however the 

characteristics such as reliability and honesty of the parents and the health and skills of the parents are 

effective in the development of the child (Mayer, 1997). He stated that there was no significant 

relationship between the income status, profession and socialization behavior of the family. These 

findings support our study. 

When the results of the research were evaluated, it was found that there was a statistically 

significant difference in life skills sub-dimensions in sports in the analysis made according to the 

sports group status, playing in the school team and sports type variable. According to this, it was 

concluded that secondary school students who play sports gain more life skills such as time 

management, leadership, communication, teamwork, emotional skills, social skills and goal setting 

than those who do not play sports, students who play in school teams gain more life skills such as time 

management, leadership, communication, teamwork, emotional skills, social skills and goal setting 

than those who do not play in school teams, students who engage in team sports are more likely to 

acquire life skills such as communication, time management, leadership, social skills, teamwork and 

goal setting, compared to those engaged in individual sports. It can be said that this is due to the fact 

that the students gain and develop many life skills as a result of social interaction with sports. 

Reynolds et al. stated that sports positively affect the quality of life and other psychological variables 

in their research, and expresses that they have a positive effect on social competence expectation, 

social factors and stress (Reynolds et al. 1990). Their findings are parallel to our work. 

In the analysis made according to the variable of playing in the school team of the research 

group, it was determined that there was a statistically significant difference in all of the sub-

dimensions of life skill in sports. Öztürk conducted a study on the research of the social skill levels of 

middle school students who do and do not do sports. When the results of this research are analyzed, no 

significant difference was found between the social skill levels of the students in variable of “Licensed 

Sports Branch” in terms of “Positive Social Behavior” and “Negative Social Behavior” sub-

dimensions. As a result of this study, it has been revealed that whether students engage in licensed 

sports or the difference of sports branches does not affect their social skill levels in terms of “Positive 

Social Behavior” and “Negative Social Behavior” (Öztürk, 2018). 

When the results of this research and the results of other studies in the literature are evaluated 

in terms of social skills within the scope of life skills depending on the state of sports and the type of 

sport; In the research carried out by Öztürk, although it was stated that the majority of students had 

sufficient sports facilities in their schools, it was observed that 68.1% of them did not participate in 

any sports branch as licensed in schools (Öztürk, 2018). In the study carried by Özcan and Yıldırım, 

the social skill levels of the secondary school students who do licensed sports and do not engage in 

sports were compared. As a result of the research, it was found that the level of social skills of 

secondary school students who do sports with license and do not engage sports is significantly 

different (Özcan & Yıldırım, 2011). In other words, social skill levels affective sensitivity dimension 

differs significantly depending on the state of licensed sports. When we look at the difference between 

the state of sports, it is seen that there is a difference in favor of students doing licensed sports and it 

supports our study. When the results of this research are evaluated, it can be said that students who do 

sports gain more life skills than those who do not. 
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Along with sports activities, it should be ensured that the healthy development of young 

people is supported in terms of physical and mental aspects and that they take place as healthy 

individuals in the society. It is important that academicians provide support to the scientific literature 

with their studies in this field, for a better understanding of the development of life skills by the 

society. 

Research results have shown that secondary education is an important starting point for 

gaining life skills with sports, especially in the beginning period. Therefore, physical education 

teachers, coaches, sports managers, mentors etc. who teach sports to children and young people. It 

would be beneficial for them to consider the role of sport in providing life skills. Families who want 

their children to be prepared for the future and life in the best way should be aware that sports help to 

acquire and develop many life skills. Finally, it may be suggested that they encourage their children by 

directing them to sports and support them in this direction. 
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Abstract 

The aim of this study is to examine friendship perceptions of Syrian and Turkish children attending the 

Project of Support to Sport Education Project that aims to gather Syrian and Turkish children through 

sport and to encourage communication and understanding the tolerate the differences they may have. 

The research group consists 108 children aged between 5 and 17. The data were obtained through 

metaphor and pictures. The data were analyzed by content analysis and chi-square test. As a result it 

was seen that Turkish children had more negative attitudes than Syrian children did [x² (sd = 1, n = 96) 

= 4.27, p <.05]. In addition, it was seen that the theme “spending time” included description of what 

children were doing with their Turkish / Syrian friends. The theme “description of feelings” included 

children’s feelings about their Turkish / Syrian friends. No significant difference was found between 

the themes [x² (sd = 1, n = 88) = 2.09, p> .05]. 
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INTRODUCTION 

Olympism is a philosophy that has been created by Coubertin to ensure the physical, mental, 

spiritual, social, and moral development of young people through sports education (Yıldıran, 2014). 

Olympism regards sports as a form of education in order to form the common ideals of globalization 

and aims to rise not only Olympians, but also people who know about Olympism (Atalay, 2004; 

Erdemli, 1993).  

Olympic Education that has emerged under the Olympic Movement is based on the values of 

Olympism with the aim of presenting the sport to every human being without any discrimination. It 

has a goal that incorporates the fundamental  values of Olympism such as living in harmony, 

organizing sports activities based on principles of sportsmanship and equal opportunity, and showing 

respect and tolerance while engaging in not only individual but also international relations for peace 

(International Olympic Committee, 2018; Müller, 2004). 

Olympic Education is thought to help educators and coaches to ensure that children and 

athletes see the world and each other differently, understand and put in effort for success. (Binder, 

2012). It is an interdisciplinary field aiming towards the multi-faceted development of human beings 

and it also provides the values we need by using sports and Olympics as a symbol. (Öztürk Kuter & 

Kuter, 2012). Currently, the ideology of Olympism is not static. In fact, it is adapted to the relevant 

historical, political, social, and cultural changes in society (Chatziefstathiou, 2012). 

Recently, all around the world, heterogeneous societies have been increasing because of 

different reasons such as migrations, ethnic interactions, globalized intercultural relations. As a result 

of this, cultural concepts pose problems, which is unavoidable (DaCosta, Abreu & Miragaya, 2006). 

When people leave their country and move to another country With a totally different culture, they 

may experience challenges while trying to survive or adapt to differences. They may suffer from 

depression and other forms of emotional trauma, which can be worsened because of lack of 

employment, the absence of friendships and social networks and problems on speaking the language 

of the host country (Huffman & Hillyer, 2014). This mostly brings about conflict among groups from 

different ethnic and cultural backgrounds. Sport and recreation activities are proven effective in 

overcoming those negativities and securing reconciliations between communities. Especially in 

Europe, sport is seen as an ideal field of action to promote mutual respect in communities among 

policy-makers (Dorokhina, Hosta & van Sterkenburg, 2011). 

These days, over three million Syrian refugees live with local people in many different regions 

in Turkey, which is an important example of political, social and cultural change all around the world. 

According to The Ministry of Interior Immigration Administration of Turkey (2019), more than 

1,300,000 refugees are between 0 and 14 years of age. Unfortunately, not all of these children are able 

to enroll in schools and even if they can, adaptation to language and culture is one of the main 

problems that they suffer from (Battal, 2018; Cırıt Karaağac, 2018; Evran, Riedler & Eryaman, 2020; 

Kaysılı, 2013). Hence, when the formal education is not sufficient, the skills of adopting differences 

and culture through socialization, cohesion, making friendships can be acquired through sports. 

Human beings bond through social networks like friendship circles (Kağıtçıbaşı, 1996). The 

basic elements of friendship are socialization and sharing. It can be claimed that that the emergence of 

friendship which has the power to direct both the individual and the society dates back to birth. It is 

stated that to establish healthy social relationships and adapt to social life starts with childhood 

relationships and develops throughout adolescent relationships (Dinçer, 2008). In addition, peer 

relationships help children gain knowledge and skills in interpersonal relationships, help them develop 

skills to deal with challenges by supporting them in a collaborative and common environment and 

promote problem solution. (Beyazkürk, Anlıak & Dinçer, 2007). In other words, sports promotes 

physical, mental, social and affective development in children, as well as helping them to develop self-

confidence and gain insight towards accepting differences. 
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Currently, Turkish National Olympic Committee and Municipality of Gaziantep is running a 

project named The Project of Support to Sport Education for Children since 2016. They aim to gather 

Syrian and Turkish children so that they can do sport together, communicate and understand the 

cultural differences. The objectives of the project for children are to gain basic skills and techniques in 

Olympic sports including badminton, basketball, gymnastics, wrestling, judo, karate, taekwondo, and 

volleyball and to contribute to the physical and social development of children through sports. 

(Turkish Olympic Committee, 2019).  

The aim of this study to uncover friendship perception of Syrian and Turkish children who 

have participated in this project by using drawings and metaphors. 

METHOD 

Research Model 

Qualitative research method, which provides more in-depth information about psychological 

measure and social events (Büyüköztürk, Kılıç Çakmak, Akgün, Karadeniz & Demirel, 2014, p. 234), 

was used in the research. 

Working Group 

There were 200 Syrian and 250 Turkish children attending to the project between 2018 and 

2019. The research group consisted of 108 children aged between 5 and 17 years who participated in 

the project. The Turkish participants were chosen randomly and the Syrian participants were chosen 

among those who could speak and write in Turkish. This selection was based on their school 

attendance in Turkey. Participation was on voluntary basis. However, all participants had parental 

consent. These children have been training at least one of the sports branches in the projects for a 

while. The demographic information of the children is given in Table 1. 

Table 1. The Demographic Information of the Participants 

 Nation 

 Turkey Syria 

 Girl Boy Girl Boy 

Grade  n % n % n % n % 

Pre-school - - 2 4,9 - - 1 2,9 

Primary school 5 21,7 3 7,3 6 66,7 20 57,1 

Middle school 17 73,9 32 78,0 3 33,3 12 34,3 

High school 1 4,3 4 9,8 - - 2 5,7 

 

The ages at the grade levels are 5 years old at pre-school, 6-9 years old at primary school, 10-

13 years at secondary school and 14-17 years old at high school.  

Table 2. Participation Period to the Project 

Period (month) 
n Minimum Maximum Mean Std. Deviation 

79 0,25 36,0 4,7 6,3 

 

29 out of 108 children did not specify the period. The children, on an average, have been 

participating in the project for an average of 4,37 months. 
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Table 3. Syrian Children’s Residency Time in Turkey 

Residency (year) 
n Minimum Maximum Mean Std. Deviation 

40 1,0 8,0 5,3 1,9 

 

The Syrian children, on an average, have been living in Turkey for 5,3 years. 4 out of 44 

children did not specify their residence time.  

Data Collection Tool and Procedures 

Before the data collection tool (a form) was developed, the literature related to the study (Ada, 

2013; Akça, 2019; Bang, Wong & Jeffery2014; Berber, 2019; Bland, 2018; Camcı-Erdoğan, 2013; 

Cerit, 2008; Çatalkaya, 2019; Emerson & Mansvelt, 2014; Farrel, 2006; Fraser, 2000; Hartel & 

Savolainen, 2015; Nikitina & Furuoka, 2008; Sadik, 2017; Yilmaz, Esenturk; Tekkursun Demir & 

Ilhan, 2017) was studied. The research tool was designed by the researchers of the study and an 

external researcher who studies in Sport Sciences and has research experience on metaphors. There 

were two sections on the research tool. The first section had some personal questions regarding the 

gender, grade degree, participation to the Project, and residence duration of Syrian children.  In the 

second section, Syrian children were asked to complete the expression “My Turkish friend is like a 

…because ….” and Turkish children were asked to complete the expression “My Syrian friend is like 

a … because ….”. In addition, all these children were asked to draw a picture reflecting their thoughts 

about their Syrian/Turkish friends.  

The data were collected in 2 days. The children were taken to a hall in groups of 20 and the 

process for each group was completed in 30 minutes. The researchers provided the pencils and crayons 

used by children to draw pictures. To get the participants' own thoughts clearly, no guiding phrase was 

used. The Syrian children who can read and write in Turkish were included in the study group. 

Data Analysis 

Content analysis was made in order to come up with the concepts and relationships which 

would further explain the data. Content analysis requires in-depth analysis so as to provide the themes 

that were undetermined before. Thus, similar data are organized, interpreted and made understandable 

by the reader according to certain concepts and themes. At this stage, another researcher who is not 

involved in the research was consulted to examine whether themes reflect the data correctly (Yıldırım 

& Şimşek, 2013).  The themes formed by the researchers conducting the study and the external 

researcher were compared and Miles and Huberman's (1994) formula was used to obtain the reliability 

of the results. The cited formula is given below. 

            
                                   

                    
     

When the compliance percentages were analyzed, it was seen that while the reliability ratio for 

metaphors was 81.38%,  that of drawings gathered under the appropriate themes was 86.37%. Miles 

and Huberman (1994) say that when the reliability is greater than 70%, the data is considered reliable. 

It was seen that “friend (n = 1), fellow (n = 10), angel (n = 3) and human (n = 5)” metaphors were 

handled under different themes. As a result of the expert opinion and the second review by the 

researchers, “friend” metaphor was transferred from the “love” theme to the “neutral” theme, and 

“angel” metaphors from the “love” theme to the “sharing” theme. In addition, some examples of the 

metaphors and the drawings were presented in the findings section. 108 forms were examined and six 

forms containing the expressions that did not fit or reflect any ideas were eliminated. 102 of them 

included metaphors related to the research and 88 of those included drawings related to the research. 

Metaphors and drawings were examined and codes were determined according to the explanation of 
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each metaphor and drawings. The codes containing similar features were gathered to create themes. 

The percentage and frequency distribution of the themes were given in tables. Chi-square test was 

used to investigate the relationship between the themes and the variables in the study. In the findings 

section, personal information of the participants was encoded. For example, “P94BS12” code means 

that, participant 94 (P94) is a boy (B) form Syria (S) and he is twelve years old (12).  

FINDINGS 

After elimination of the forms, 102 forms were evaluated. Turkish children filled 62 of them 

and Syrian children filled 40. The answers of the question “Do you like to spend time with your 

Turkish/Syrian friends?” have been given in Table 4 and 5. 

Table 4. Responses of Syrian Children about Enjoying Spending Time with Their Turkish 

Friends 

Do you like to spend time with your Turkish friends? n % 

Yes  34 85,0 

No  4 10,0 

No comment  2 5,0 

 

The majority of the Syrian children (85.0%) stated that they enjoyed spending time with their 

Turkish friends in sporting activities. According to this result, it can be said that Syrian children have a 

positive perception towards their Turkish friends.  

Table 5. Situation of Turkish Children about Enjoying Spending Time with Their Syrian 

Friends 

Do you like to spend time with your Syrian friends? n % 

Yes  41 66,1 

No  18 29,0 

No comment  3 4,8 

 

Turkish children had a lower likelihood of spending time with their Syrian friends than 

Syrians did. This may be the reflection of negative news, attitudes or racist discourse stated in Turkish 

media and social media. 

Syrian and Turkish children used 44 metaphors in total to describe their friends. After the 

codes had been determined, the relevant themes were created.  Those codes and themes are given in 

Table 6. 

Table 6. Metaphors and Themes 

Themes Codes n % 

Sharing Brother (2), tree (2), friend (3), moon (1), mirror (1), cute (1), plant (1), 

flower (2), someone who I spend good time with (1), very nice (2), both 

friend and brother (1), human (1), good person (4), fellow (7), angel (3), 

book (1), someone who I want to be friend (1), someone who I love (1), 

helpful (1) 

36 35,3 

Love Flower (7), warmhearted (2), fellow (7), someone who I love so much 

(1), cat (2), butterfly (1), angel (2), teacher (2) 

24 23,5 

Neutral Human (5), Turkish (1), interpreter (1), friend (1), fellow (3), both good 

and bad (1), respectful (1), sometimes nice (1), flower (1) 

15 14,7 

Negative thoughts Bad person (4), stingy (1), jackal (1), animal (1), rotter (1), target board 

(1), jerk (1), enemy (1), friend (1), dog (1), someone hitting everybody 

(2) 

15 14,7 

Empathy Flower (1), faded flower (1), fellow (4) 6 5,9 

No comment  - 6 5,9 

 



International Journal of Progressive Education, Volume 17 Number 2, 2021  

© 2021 INASED 

310 

Children used metaphors mostly in the “sharing” theme and the most frequently used 

metaphor was “fellow” (n=21). Some metaphors emerged in more than one theme because different 

children used them to communicate different messages. As an example, “fellow” was used to describe 

how they shared something with their friends like their brother or sister. On the other hand, the same 

metaphor used in “love” theme to explain that they loved their friends like a brother or sister.  

Table 7. The Themes of the Metaphors That Were Used by Syrian Children  

Theme  n % 

Share 18 45,0 

Love 12 30,0 

Neutral 3 7,5 

Negative thoughts 4 10,0 

No comment  3 7,5 

 

Examples of the metaphors used by Syrian children:  

“My Turkish friend is like both a friend and brother because he always supports me and tells 

me things that I don't know.” (P94BS12) 

“My Turkish friend is like a flower because you're a beautiful friend; I love you very much. 

You're the best friend in the world.” (P92BS11) 

“My Turkish friend is like a dog because he's acting weird.” (P81BS7) 

“My Turkish friend is like a nice person sometimes because she blossoms while I am OK, but 

she shuts herself off  like a flower during my bad times.” (P82GS11) 

As seen in the Table 7, unlike Syrians, Turkish children displayed feelings of  empathy 

towards friends from another nationality. Therefore, an “empathy” theme has been created for Turkish 

children’s metaphors. There is no doubt that Turkish children were aware of the war, which was the 

reason why Syrians started living in Turkey for a while. Hence, it is predictable that they can put 

themselves into their Syrian counterparts’ shoes. 

Table 8. The Themes of the Metaphors That Were Used By Turkish Children  

Theme n % 

Share 18 29,0 

Love 12 19,4 

Neutral 12 19,4 

Negative thoughts 11 17,7 

Empathy 6 9,7 

No comment 3 4,8 

 

Examples of the metaphors used by Turkish children:  

 “My Syrian friends are like withered flowers because they feel so upset due to the war in their 

country. They're withered.” (P35GT14) 

“My Syrian friend seems like an irresponsible person because he doesn't care about anything; 

he goes on his own way.” (P20BT13) 

“My Syrian friend is like a human because they are human. So are we! The only difference is 

our cuisines. (K38KT10) 

“My Syrian friend is like a flower because she amuses me. We play games and she shares her 

pain with me. She does not belittle me. She helps me and I like this.” (P1GT11) 
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“My Syrian friend is like a cat because she is very sweet and treats everyone very well. She is 

very well-behaved. All teachers like her; so do I. Also, she is so hard working.” (P3GT12) 

Chi-square test was used to compare positive and negative/neutral metaphor themes. The 

metaphor themes are different in both groups. The chi-square analysis shows that the number of cells 

that are less than five is expected to exceed 20% of the total number of cells. It would not be correct to 

comment on the significance of the test, so themes needed to be rephrased as “positive” and 

“negative/neutral” themes.  

Table 9. Categorical Distribution of Metaphors (chi-square)  

 Category    

  Positive Negative/Neutral Total x² p 

 n % n % n %   

Turkish 36 61,0 23 39,0 59 100,0 4,27 .044 

Syrian 30 81,1 7 18,9 37 100,0   

p<.05 

 

When the categorical distribution of metaphors was examined, it was seen that Turkish 

children had more negative and neutral emotions than the Syrian ones [x² (sd = 1, n = 96) = 4.27, p 

<.05]. There was no significant difference according to gender. 

In both groups, the drawings were gathered under the themes of “spending time” and 

“description of feelings” (Table 10). 14 children did not draw anything. Under the theme of “spending 

time”, it was seen that the children depicted the sports education or games they played with their 

friends and under the theme of “description of feelings”, they described their feelings and thoughts 

about others. On the other hand, seven Turkish children drew pictures that included violence and 

exclusion towards Syrians. 

Table 10. The Themes of the Drawings (chi-square)  

 Theme    

 Spending time Description of feelings Total x² p 

 n % n % n %   

Turkish  18 29,0 40 64,5 58 100,0 2,09 .167 

Syrian  13 32,5 17 42,5 30 100,0   

p<.05 

 

It was seen that there was no significant difference between the drawings of Turkish and 

Syrian children [x² (sd = 1, n = 88) = 2,09, p> .05]. Besides, there was no significant difference in 

genders. 

Some examples of drawings that belong to Syrian children: 

  
Figure 1. K82KS11 Figure 2. K96ES11 
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Figure 3. K76KS11 Figure 4. K86KS9 

 

Figure 1 shows a drawing of an 11-year-old Syrian girl who described her Turkish friend as 

“flying like a butterfly in good times and abandoning me in bad times”. In Figure 2, there is a heart 

above the Turkish flag and a sentence says, “I love my Turkish friend so much”. In Figure 3, we can 

see a child sharing his book/notebook with his friend. In Figure 4, a girl described her love to her 

friend drawing a lot of hearts as a sign of her love.  

Some examples of drawings belonged to Turkish children: 

  
Figure 5. K42KT12 Figure 6. K52ET13 

  
Figure 7. K62ET13 Figure 8. K31KT17 
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We see two children sharing something (no information about what it is) in Figure 5 and a 

note saying, “I help them when they need”. In Figure 6, Turkish people were pictured as a bridge that 

helped Syrian people to escape from the war to Turkey. In Figure 7, three children are standing side by 

side and holding hands. The explanation is “I drew this photo so that everyone can live together in 

peace. Let everyone live in a world that is full of peace”. A picture of a 17-year-old girl, who 

expressed her feelings about Syrian refugees (Figure 8), drew a girl crying in the rain alone and three 

children laughing her on a sunny day. The expression is “I cannot stand that they are alone and 

excluded because of prejudice even though they have done nothing”. 

DISCUSSION AND CONCLUSION 

Social cohesion (Forrest and Kearns, 2001), which is about reaching and continuing to 

ordinary level of daily life, is one of the main problems of local people and immigrants or refugees. In 

addition to social life for children, the educational environment also has similar difficulties. Kağnıcı 

(2017) states that Syrian refugee children cannot continue their education due to economic reasons, 

language problems, negative attitudes of school administrators and teachers, and negative attitudes of 

Turkish parents about their children being together with refugee children. Another reason for lack of 

formal education for refugee children is the issues of supply, cost, certification and access (Deane, 

2016). However, people can come together and communicate easily through games in sports activities. 

Using this potential for the integration of groups with social adaptation difficulties can be an effective 

and valuable initiative. However, activities carried out to contribute to social cohesion should be well 

planned. No matter how well intentioned, bringing together conflicting groups from different cultures 

or ethnic backgrounds, a little wrong or incomplete planning can further increase intergroup tension. 

Therefore, it is necessary to define the social and cultural infrastructures of the groups, their possible 

expectations, needs or reservations in planning. Although it is easy for children to make friends 

through play, prejudices acquired from families or environment can inadvertently turn into brutality 

towards each other. Hence, the descriptions that children use when describing each other or their 

thoughts can help researchers to have some clues about whether they have prejudices and what should 

be done to prevent such negative attitudes. 

According to the results of the project, 85% of the Syrian children liked spending time with 

Turkish children while that figure was 66.1% for Turkish children. It can be said that Syrian children 

have a little higher adaptation potentials and are better in establishing friendships than their Turkish 

counterparts. This can also be interpreted as Syrian kids’ need to bond with their new environment and 

therefore having a positive perspective towards adaptation. In fact, according to Harb (2017), social 

adaptation variables are defined as interpersonal interactions, sense of belonging, emotions, trust and 

collective action. However, one of the main problems that refugee children face in school is language 

(Akçalı, 2019; Buz, 2002; Kaya, 2019; Saklan, 2018). Nevertheless, sports activities can provide an 

opportunity to communicate and socialize more easily through play and to solve language problems 

for refugee children. 

When the metaphors and drawings were examined, it was seen that both groups had mostly 

positive thoughts towards each other. In both groups, most metaphors were created under the themes 

“sharing” and “love”. Children described their friendships as sincere and trust-based relationship under 

the theme “sharing”.  According to the theme “love”, they saw each other as brothers and sisters.  This 

can be evaluated under the fact that sport develops positive social behaviors such as sharing, 

friendship, and tolerance. This finding is similar to the emphasis made in the study conducted by 

Çeviker, Mumcu, Şekeroğlu and Bayrak (2018). It says sports can be seen as a tool for disadvantaged 

groups such as refugees to gain a place in the society and to get in touch with other communities.  

On the other hand, Turkish children had sympathy for their Syrian friends. This is the first step 

in developing tolerance towards identify with Syrian friends and their families who have had war and 

had a hard time. It is important to emphasize that because of the lack of empathy, combined with other 
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negative emotions, relations between groups can be easily harmed (Stephan, Ybarra & Morrison, 

2009). 

Under the “neutral” theme of metaphors, we can see some discourse such as “They are human 

beings like us, we have no difference, we have no superior side to each other”. This is an indication 

that some children see others just as a human without being affected by prejudices of language, 

religion, or race. Groups with cultural or ethnic differences sometimes conflict without effort to 

understand these differences and nevertheless coexist all over the world, especially in regions where 

minority groups live. According to Smith (2010), education can play a protective role against conflict. 

It can also contribute to social transformation. In this context, education programs conducted by both 

formal educational institutions and government, private or non-governmental organizations contribute 

to social cohesion. Children having neural descriptions for their friends are aware of the differences 

but do not perceive them as significant, which reinforces the transformative aspect of education. 

It is understood that the children often drew themselves side by side with their Syrian/Turkish 

friends and their human figures in the drawings are mostly smiling or happy. Therefore, it can be 

interpreted that they enjoyed spending time with each other. When this result is associated with social 

cohesion, it coincides with Özcan's (2009) finding that social support and interaction activities have an 

increasing effect on refugees' psycho-social adaptation. 

While none of the Syrian children described negative feelings about Turks under the theme of 

“description of feelings”, it was seen that only seven Turkish children included descriptions of 

violence and exclusion for Syrians. The reason for this can be negative discourse in media against 

Syrians, especially towards marginalization (Çağlar & Özkır 2014, p. 488; Burkay, 2016; Öztürk, 

2018; Battal, 2018; Doğan, 2018) and negative prejudices formed in the society. Göker and Keskin 

(2015) state that refugees are generally positioned as “economic burden” and “social problem” in 

media, and this division contributes to the marginalization in society. It is thought that it may have 

been settled in the children’s subconscious as an idea. On the other hand, as it was stated by Tarman 

and Gurel (2016), children mostly learned about being a refugee by means of the social and digital 

media. They emphasize that while there is war and its consequences in the curriculum and textbooks 

of social studies in schools are inevitable, there is no information about migrants and refugees and the 

problems they face. Besides, studies show that teachers have insufficient or superficial knowledge 

about the concepts of migration and immigration (Gurel & Buyuksahin, 2020). Aydin, Gundogdu ve 

Akgul (2019) suggest that both Turkish and Syrian teachers need professional development and 

support to work with Syrian refugee children, and that training should include peace education and 

conflict resolution curricula. This recommendation applies to sports instructors as well as teachers 

since this kind of ignorance or lack of knowledge is one of the significant factors that provoke the 

conflicts between children who come together in schools or in any social environment. Another reason 

as stated in the study by Çakan, Mercan and Mercan Uzun (2018) may be unwanted behaviors 

observed in refugee children which can actually be interpreted as signs of trying to attract attention, 

imitating family members, and not communicating.  

Although there is a limitation about having no data from the beginning of the project, children 

have mostly positive thoughts about their friends. It shows that the project has achieved one of its 

goals, which is to promote friendships. In addition, some research has shown that the adaptation 

process and anxiety levels of Syrian children alter positively as long as they take part in different 

educational programs, make friends and get chances to socialize (Altunay Yılmaz, 2018; Karabaş, 

2018; Uğurlu, 2015). Accordingly, it can be said that another goal of the project which is to ensure 

recognition and integration has been achieved. 
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Abstract 

The purpose of this study was to investigate the relationships between career adaptabilities, career 

decision regret and burnout of teachers. The participants of the study were 269 teachers (151 females 

and 118 males) who worked in the primary and secondary education institutions of a city located in 

the Eastern Mediterranean region in Turkey and agreed to participate in the study. The study used  

Career Decision Regret Scale, Career Adapt-abilities Scale-Short Form and The Burnout Measure-

Short Version were used as data collection tools. SPSS package program and the Process Macro 3.5 

software were utilized for the analysis of the data. Pearson correlation analysis was utilized to 

investigate the relationships between career adaptability, career decision regret, and burnout. Process 

Macro software developed by Hayes (2018) based on linear regression analysis was utilized to test the 

power of career adaptability and career decision regret on burnout as well as the moderating role of 

career decision regret on the relationship between career adaptability and burnout. The results of the 

study showed that career adaptability and career decision regret predicted burnout significantly. 

Another finding of the study is that career decision regret played a moderating role in the relationship 

between the teachers’ career adaptability and burnout. Findings of the research were discussed and 

suggestions were made. 
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INTRODUCTION 

People face constantly changing and unsteady working environments as a result of 

technological developments, increased globalization, and demographic changes experienced in today’s 

world (Greenhaus et al. 2010). Compared to the past, individuals’ career has become less predictable 

(Lawrence et al. 2015), and people need to adapt to the career-related difficulties in the face of factors 

such as constantly changing working environments and employment models (Arthur, 1994; Hall et al. 

2018; Savickas et al. 2009). This situation makes career adaptability increasingly more important for 

successful career development (Savickas, 2013).   

Career adaptability has been defined as a psychosocial construct that indicates an individual’s 

ability in fulfilling current tasks, showing the expected improvement, becoming ready for the 

difficulties to be encountered during career transitions, and coping with these difficulties (Savickas & 

Porfeli, 2012; Tien & Wang, 2017). Career adaptability is composed of four components called 

concern, control, curiosity, and confidence (Savickas & Porfeli, 2012). Concern refers to recognizing 

professional tasks, caring about the future, and making plans for the future. Control is an individual’s 

making an effort and taking responsibility for building his/her professional future. Curiosity is a 

construct that is a source that enables an individual to become more knowledgeable about fulfilling a 

task and to investigate future scenarios. As for confidence, it refers to the self-efficacy needed for 

realizing an individual’s career goals even when s/he encounters difficulties and obstacles (Savickas, 

2013; Savickas et al. 2009; Savickas & Porfeli, 2012). 

Career adaptability, one of the top-investigated constructs in the field of occupational 

psychology (Hirschi et al. 2015; Rudolph et al. 2017), is not limited to an individual’s transition from 

school life to work-life; it is also considered to be an important concept used lifelong (Sharf, 2017). 

Career adaptability has effects on individuals' career satisfaction (Tolentino et al. 2013), job 

commitment (Rossier er al. 2012), job stress (Yu et al. 2019 ), job performance (Ohme & Zacher, 

2015), job satisfaction ( Dong et al. 2020), and intentions for leaving their job (Dong et al. 2020). In 

short, career adaptability is a concept that is effective in many fields of an individual’s career.On the 

other hand, fundamental concepts related to the career field such as career satisfaction (Barthauer et al. 

2019), commitment (Yetgin & Benligiray, 2019), job stress (Richards et al. 2018), job performance 

(Koo et al. 2019), job satisfaction (Kara, 2020), and intention for leaving from a job (Lee, 2019) are 

also associated with workers’ burnout. Hence, career adaptability could have effects on burnout (Da 

Silva et al. 2019). 

Burnout is a reaction given to the exposure to stressors for a long time (Maslach et al. 2001). 

Defined as a psychological syndrome, burnout is addressed in three dimensions including emotional 

exhaustion, depersonalization, and personal accomplishment. Emotional exhaustion is a state of 

excessive emotional wear. Depersonalization is a state of becoming indifferent to the ideals and others. 

The decrease in personal accomplishment is defined as the decrease in the feelings of sufficiency and 

productivity in the workplace (Maslach, 1982). Particularly in the teaching profession, which is an 

emotionally tiring and stressful profession (Kyriacou, 2001), burnout is encountered very commonly 

(Garrick et al. 2014; Johnson et al. 2005; Maslach et al. 2001). Studies have revealed that the burnout 

experienced by teachers is associated with job dissatisfaction (Domitrovich et al. 2016), high job 

absenteeism rates (Wolf et al. 2015), enhancing student motivation (Shen et al. 2015), anxiety, 

depression, hypertension and even cardiovascular diseases (Roeser et al. 2013). Burnout is also a 

construct that is associated with the individual’s emotions (Akkaya & Serin, 2020; Alarcon et al. 2009;  

Guan & Jepse, 2020).  

Emotions have an important role in an individuals' career (Brown et al. 2003). Studies show 

that while negative emotions have a linear relationship with burnout (Szczygiel &Mikolajczak, 

2018; Tian et al. 2019), they have an inverse relationship with career adaptability(Ginevra et al. 2016; 

Yu et al. 2019 ). Regret is one of the most frequently mentioned emotions in daily life (Shimanoff, 

1984 ).Regret is defined as the primary negative emotion associated with blaming oneself (Bonifield 

https://link.springer.com/article/10.1007/s10648-017-9420-8#ref-CR42
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& Cole, 2007; Le & Ho, 2020). Hence, the feeling of regret for career decision could be considered to 

have a moderating role in the relationship between career adaptability and burnout.  

This study was conducted with teachers. One of the reasons for conducting the study with 

teachers is that burnout is very common in the teaching profession (Garrick et al. 2014; Johnson et al. 

2005; Maslach et al. 2001) because teachers encounter various stress factors such as increased 

workload, role ambiguity, lack of social support in the workplace, or difficulties in classroom 

management (Alarcon, 2011; Chang, 2009; Montgomery & Rupp, 2005). Another reason is that there 

is a need for the identification of the preventive measures and related variables about teacher burnout 

(Park& Shin, 2020). Teacher burnout is a serious problem and threatens psychological well-being 

(Park& Shin, 2020). Hence, this study is important as it reveals the effect of career adaptability, a 

protective factor for teachers    (McIlveen et al. 2018), on burnout. In addition, this study is of 

importance as it is the first study to investigate the effects of teachers’ career adaptability on their 

burnout. Emotions are associated with individuals’ burnout (Szczygiel & Mikolajczak, 2018) and 

career adaptability (Ginevra et al. 2016; Yu et al. 2019). Regret is one of the most frequently 

expressed emotions in daily life (Shimanoff, 1984). Therefore, this study is also important as it 

investigates whether the feeling of career decision regret has a moderating effect in the relationship of 

career adaptability and burnout. Teachers’ increasing their career adaptability and decreasing their 

career decision regret are considered to decrease their burnout. Therefore, the purpose of this study 

was to identify the effects of teachers’ career adaptability and career decision regret on their burnout. 

Besides, the findings to be obtained from this study are believed to contribute to future studies on 

teachers’ burnout. This study aimed to find an answer to the question of “Does career decision regret 

have a moderating role in the relationship between career adaptability and burnout?”. In line with this 

problem, the following hypotheses were tested, and the hypothetical model of the study is presented in 

Figure 1.  

H1: Teachers’ career adaptability predicts their burnout significantly.  

H2: Teachers’ career decision regret predicts their burnout significantly.  

H3: Teachers’ career decision regret level has a moderating effect on the relationship between 

their career adaptability and burnout. In other words, when career decision regret is high, career 

adaptability will have no effects on burnout.   

 

Figure 1Hypothetical model of the study 
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METHOD 

Participants 

The participants of the study were 269 teachers (151 females and 118 males) who worked in 

the primary and secondary education institutions of a city located in the Eastern Mediterranean region 

in Turkey and agreed to participate in the study. The teachers’ age ranged between 24 and 62 (Mean= 

36.38,  Sd= 8.26). The working duration of the participating teachers ranged from 1 to 42 years 

(Mean= 12.91, Sd= 8.75). 

Data Collection Tools 

The CareerDecisionsRegret Scale: The scale was adapted by Erdurcan & Kırdök (2017) to 

identify individuals’ career decision regret levels. It was adapted from the decision regret scale 

developed by Brehaut et al. (2003). The five-point Likert scale includes options ranging from 0= I 

totally disagree to 4=I totally agree. The scale is composed of 5 items and one dimension. Items 1, 3, 

and 5 are coded reversely. After these three items are reversed, the scores obtained from each item are 

collected and multiplied by 5, which indicates a score between 0 and 100. This score indicates 

individuals’ career decision regret level. The increase in the scores obtained from the scale indicates 

the increase in career decision regret. Cronbach’s Alpha internal consistency coefficient of the original 

scale was found between .81 and .92. Cronbach’s Alpha internal consistency coefficient of the scale 

was found .91 in the adaptation study. This study found Cronbach’s Alpha value as .89. 

Career Adapt-abilities Scale-Short Form:It is the short form of the 24-item Career Adapt-

abilities Scale-International Form developed by Savickas & Porfeli (2012). It was developed by 

Maggiori et al. (2017), and it aims to measure career adaptability. The scale is composed of 12 items 

and 4 subscales (concern, control, curiosity, confidence) each of which has 3 items. The Turkish 

adaptation of the scale was performed by Işık et al. (2018). Increased scores on the 5-point Likert scale 

indicate an increase in career adaptability. The Turkish adaptation of the scale was performed with 

high school students, university students, and adult workers. Confirmatory factor analysis results 

showed that the model worked very well for all these three groups (x2 /df = 2,13-3.38, GFI = .950-

.960, CFI = .941-.966, TLI = .922-,.955, RMSEA = .059-.082). Cronbach’s Alpha internal consistency 

coefficient of the scale ranges from .80 to .91. This study found the Cronbach’s Alpha internal 

consistency coefficient as .88.  

The Burnout Measure-Short Version: The scale was developed by Pines (2005). The Turkish 

adaptation of the scale was performed by Çapri (2013). The scale is used for measuring individuals’ 

occupational burnout levels. The 7-point scale has 10 items rated on options ranging from 1=Never to 

7=Always. The burnout score is calculated by collecting the score given to each item and dividing it to 

10. The scale has one dimension, and increased scores indicate increased occupational burnout. 

Confirmatory factor analysis results showed that the scale had acceptable goodness of fit values 

(x2/df=4.12, GFI=0.93, CFI=, .90, RMSEA= 0.06, SRMR=0.06). Cronbach’s Alpha internal 

coefficient of the original scale was calculated 0.91. Cronbach’s Alpha internal coefficient of the 

Turkish adaptation was found .90. This study found Cronbach’s Alpha internal consistency coefficient 

as .93.  

Data Analysis  

Data were collected online from teachers (Google Forms) who agreed to participate in the 

study. Data collection took about 10 minutes. No personal information was required from the 

participants when the responses were received.  
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Normal distribution assumptions were first checked, and the data were found to distribute 

normally. SPSS package program and the Process Macro 3.5 software were utilized for the analysis of 

the data. Pearson correlation analysis was utilized to investigate the relationships between career 

adaptability, career decision regret, and burnout. Process Macro software developed by Hayes (2018) 

based on linear regression analysis was utilized to test the power of career adaptability and career 

decision regret on burnout as well as the moderating role of career decision regret on the relationship 

between career adaptability and burnout. Slope analysis was performed to find out in which cases 

(low-moderate-high) the moderating variable was significant (Aiken & West, 1991).Process Macro 

software enables to analyze the indirect and moderating effects (Hayes, 2018). The moderating 

analysis is done to test the hypothesis indicating that the relationship between two variables is affected 

by a third variable (Hayes et al. 2017). In the moderating variable analysis, by centralizing the 

continuous variables, the Process Macro software enables to obtain three categories as low, moderate, 

and high. The centralization of the variable is subtracting the mean from the observation values of the 

related variable (Gürbüz,  2019). This software makes a linear analysis based on the calculations of the 

model in the management of the smallest squares (Gürbüz, 2019). In the Process software, which is 

becoming common, the hypotheses related to the moderating effect are tested according to the 

confidence intervals obtained through the Bootstrap technique (Gürbüz, 2019). Analyses based on the 

Bootstrap technique are known to give more reliable and valid results (Fritz & MacKinnon, 2007). 

FINDINGS 

Pearson Moments Multiplication Correlation coefficients and descriptive statistics were 

calculated to identify the relationships between career adaptability, career decision regret, and burnout. 

The results are demonstrated in Table 1.  

Table 1 Correlation values and descriptive statistics between the variables  

Variables 1 2 3 

1.Career Adaptability -   

2.Career decision regret -.43** -  

3.Burnout -.28** .32** - 

Arithmetic mean 52.44 24.48 2.86 

Standard Deviation  5.94 25.27 1.28 

Coefficient of skewness -.61 .86 .90 

Coefficient of kurtosis .02 -.25 .30 
**

p< .01 

 

As it is demonstrated in Table 1, burnout has a significant relationship negatively with career 

adaptability (r = -.28, p<.01) and positively with career decision regret (r = 32,  p<.01). Besides, a 

negative, significant relationship was found between career adaptability and career decision regret (r = 

-.43,  p<.01). 

The moderating role of career decision regret in the effect of career adaptability on their 

burnout was tested using regression analysis based on the bootstrap method.  The Bootstrap method is 

claimed to give more reliable results compared to the traditional method of Baron & Kenny (1986) 

(Gürbüz, 2019; Hayes, 2018; Preacher et al. 2007). The analyses were performed with Process Macro 

developed by Hayes (2018). The option indicating 5000 resamplings was preferred with the bootstrap 

technique in the analyses. Mediating and moderating effect analyses performed using the Bootstrap 

technique indicated that the values at 95% confidence interval should not include the value of zero (0) 

as a result of the analysis so that the research hypothesis can be supported (MacKinnon et al. 2004). 

Table 2 demonstrates the regression analysis results. According to the results in Table 2, career 

adaptability included in the regression analysis and the career decision regret variables explained 

approximately 15% of the change in the burnout (R
2
 = .150). It was found that while career 

adaptability had negative effects on burnout (b= -.0397, p < .01), career decision regret had positive 

(b= .0146, p < .001)  and significant effects. The interactional effect (moderating effect) of career 

adaptability and career decision regret on burnout was found to be significant (b= .0012, p < .05). 
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Table 2 Regression analysis results demonstrating the moderating effect (N = 269) 

Variables b S.H. t 

Fixed 2.939*** 

[ 2.783, 3.095] 

 

.0794 37.03 

Career Adaptability (X) -.0397** 

[-.0664, -.0130] 

 

.0136 -2.93 

Career decision regret (W) .0146*** 

[.0081, .0211] 

 

.0033 4.45 

X.W .0012* 

[.0002, .0022] 

 

.0005 2.42 

R= .388, R
2
 = .150; 

***
p <.001, 

**
p< .01, 

*
p< .05. S.D. : Standard Deviation. Values in parenthesis are confidence 

intervals. Standardized beta coefficients (b) were reported.  

 

The effects of the moderating variables as a result of the slope analysis are demonstrated in 

Figure 2. An analysis of the details of the moderating effect showed that the effect of the career 

adaptability on burnout increased even more when career decision regret was moderate (b= -.0451, p 

< .01) and low (b= -.0694, p < .01). This relationship was even stronger in cases when career regret 

was low. On the other hand, when career decision regret was high, the effect of career adaptability on 

burnout was not significant (b= -.0088, p = .63). In conclusion, the effect of career adaptability on 

burnout was higher when career decision regret was low, which indicates that the relationship between 

career adaptability and burnout was moderated by career decision regret.  

Figure 2The figure of the moderating effect of career adaptability 

DISCUSSION, CONCLUSION AND RECOMMENDATIONS 

This study investigated how much teachers’ career adaptability and career decision regret 

predicted their burnout. The study also tested the moderating role of career decision regret on the 

relationship between teachers’ career adaptability and burnout. The results of the study showed that 

career adaptability and career decision regret predicted burnout significantly. Another finding of the 
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study is that career decision regret played a moderating role in the relationship between the teachers’ 

career adaptability and burnout. It was found that career adaptability had effects on burnout when 

career decision regret was low and moderate; however, career adaptability did not have effects on 

burnout when career decision regret was high. 

The primary finding of the study was that career adaptability predicted burnout negatively. An 

analysis of the literature indicated no studies that investigated the effects of career adaptability on 

burnout. However, career adaptability are reported to have effects on the factors such as stress (Yu et 

al. 2019 ), career satisfaction (Tolentino et al. 2013), and job satisfaction (Dong et al. 2020).On the 

other hand, factors such as stress (Richards et al.2018), career satisfaction (Barthauer et al. 2019), and 

job satisfaction (Kara, 2020) are among the important predictors of burnout. In this regard, career 

adaptability are considered to have effects on burnout.  

Another finding of the study was that career decision regret predicted burnout 

positively. Career decision regret was reported to be an important predictor of burnout in the 

study conducted by Tian et al. (2019).  This finding is in line with the finding in the present 

study. Regret is one of the emotions to be experienced as a result of the decision for the choice of 

profession(Erdurcan &Kırdök, 2017), and it is defined as a negative emotion (Le & Ho, 2020). 

Negative emotions have a linear relationship with burnout (Szczygiel &Mikolajczak, 2018; Tian et al. 

2019). This factor is considered to lead to the fact that career decision regret had effects on burnout.  

One of the purposes of this study was to investigate the moderating role of career decision 

regret on the relationship between career adaptability and burnout. The analysis results showed that 

career decision regret had a moderating role in the relationship between career adaptability and 

burnout. When the career decision regret was high, career adaptability were found to have no 

significant effects on burnout. When career decision regret was low and moderate, career adaptability 

had effects on burnout.  

Career adaptability improves with the actions such as being interested in the future, doing 

professional research, receiving professional trainings, taking career-related responsibilities, and 

searching for career opportunities (Savickas, 1997; Savickas, 2002; Savickas, 2013). Emotions, on the 

other hand, have effects on individuals’ actions, and they makethem take action (Goleman, 2009; 

Yanık et al. 2017).Regret is one of the most frequently mentioned (Shimanoff, 1984) emotions in daily 

life, and it is defined negatively (Bonifield & Cole, 2007; Le & Ho, 2020). Hence, individuals who 

experience a high level of career decision regret might have low motivation for realizing the actions 

that might improve their career adaptability. This might weaken their career adaptability and cause 

them to have no effects on their burnout.  

This study has a number of limitations. It was conducted with teachers working in a city 

located in the Eastern Mediterranean region in Turkey. For the generalizability of the results, similar 

studies should be conducted with teachers working in different regions and cities from different 

cultures. This study was conducted with teachers. However, career adaptability is an effective and 

important factor in all working people’s life (Sharf, 2017).On the other hand, burnout is not only 

experienced in professions like teaching, a human-centered profession that requires face to face 

interaction (Maslach & Leiter, 1997), but also in other professions. Therefore, similar studies could be 

performed with workers in other professions that do not require face to face interaction. Besides, the 

age and working duration means of the participants in this study could have effects on the burnout 

levels. Therefore, these factors should be taken into consideration when generalizations are made 

about the study.  

Based on the results obtained in this study, some recommendations can be made for the 

research and practice areas. This study investigated the moderating role of regret, which is defined as a 

negative emotion, on the relationship between career adaptability and burnout. An investigation of the 

moderating effect of future visions reflecting positive attitudes about the future on the relationship 

https://www.tandfonline.com/doi/full/10.1080/08911762.2019.1628330?casa_token=ULd-8fCoYPEAAAAA%3ALPdjLQunBSOUqm0kFcOsGxdhHWrRqlVZh_CKe67v-sfTd5z_LlQQnAPjTql2sEvnvmTZKsPHsGFd
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between career adaptability and burnout could be of importance in terms of its contribution to the 

literature. It could be beneficial to conduct studies that might reveal the causes of career decision 

regret, which has effects on teachers’ burnout. Due to the high levels of career decision regret, emotion 

regulation programs can be designed for teachers who experience no effects of career adaptability on 

their burnout so that can they have control over their emotions of regret. Teachers’ career adaptability 

could be increased through in-service trainings.  
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Abstract 

The aim of this study is to examine lifelong learning tendencies of school administrators and teachers 

and their innovative and entrepreneurial behavior levels in accordance with many variables (gender, 

task type, and branch) and to determine the relationship between the lifelong learning tendencies of 

administrators and teachers, and their innovative and entrepreneurial behavior levels. The study is a 

quantitative one and performed by means of a correlational research design model. The sample of the 

study is composed of 608 school administrators and teachers who work in Sakarya province during the 

2017-2018 school year and voluntarily participate in the study. The research data were obtained 

through “Lifelong Learning Tendency Scale” developed by Gür Erdoğan and Arsal (2016) and 

adapted to Turkish by Çalışkan, Akkoç and Turunç (2011),  “Innovative Behavior Scale” developed 

by Scott and Bruce (1994) and “Entrepreneurial Behavior Scale” developed by Zampetakis (2009). As 

a result of the research, it is revealed that there is a significant, positive, and moderate relation between 

lifelong learning tendencies of school administrators and teachers, and their innovative behavior and 

entrepreneurial behavior levels. In this sense, in-service trainings, applied activities, project studies for 

entrepreneurial and innovative behavioral skills that support lifelong learning skills of school 

administrators and teachers can be carried out and the effectiveness of the programs prepared in this 

direction can be evaluated. 
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INTRODUCTION 

Rapidly advancing technology, global and competitive environments in the world, the new 

production paradigm requires individuals to be open to new information for life, but they also require 

them to be innovative and entrepreneurial individuals who can transmit the information obtained. 

Today, it is inevitable to adapt quickly to changes and innovations, and lifelong learning, innovative 

and entrepreneurial individuals contribute to increasing the social welfare, solving the employment 

problem, developing competition and the national economy (Arıkan, 2013; Uluyol, 2013). 

Lifelong Learning: Due to the rapid development, change and innovation in technology in our 

age, information-oriented organizations, learning organizations and lifelong learning individuals have 

become the rising values of the information society (Fındıkçı, 2004). With the changes and 

developments experienced, the current information loses its currency and validity, for this reason, 

individuals forming the society who have to keep up with the changing world for a modern and 

prosperous life have to gain new knowledge and skills (Akkoyunlu, 2008). Continuously increasing, 

changing and renewed information also increases and changes the learning needs of individuals, so 

individuals have to be lifelong learners to meet these needs. This situation presents the concept of 

lifelong learning as a contemporary phenomenon (Demirel & Yağcı, 2012). The concept of lifelong 

learning was first used by Basil Yeaxle, Eduard Lindeman and John Dewey, who adopted the 

understanding that education was a continuous dimension of daily life in the 1920s, and it has become 

more widespread with the issues of “learning society” and “continuous learning” which are the basis 

for educational policies and encourage the society to learn in the report prepared by UNESCO in 1972 

(Ayhan, 2006). Lifelong learning is considered as an activity from the cradle to the grave, and a tool 

that invests in people and knowledge, and provides for individual to keep pace with the rapidly 

changing and intensifying knowledge, skills, emotions and intuition by using the learning environment 

with time and opportunities needed for all learning activities that people will participate in the areas of 

their interest, and acquire skills such as flexible, information literacy and critical thinking. 

(Akkoyunlu, 2008; Aksoy, 2008; Demirel, 2012; Sönmez, 2008). The basic rule in lifelong learning is 

conscious and purposeful continuing learning throughout the entire life of the individual. Lifelong 

learning individuals control their learning needs, access the information they need, transfer this 

information to their own lives and add new information to them and generate new information 

(Demirel, 2011; Polat & Odabaş, 2008). In fact, since the existence of human beings, the change and 

innovation in every field must have been in a lifelong learning process due to inadequate and 

invalidated knowledge and skills (Polat & Odabaş, 2008). If the cognitive, affective, and psychomotor 

skills required to be lifelong learners are gained in the school life process, the individual can use 

lifelong learning skills after school life (Budak, 2009). For these reasons, more importance should be 

attached to the concept of lifelong learning in the education system (Akkoyunlu, 2008), all individuals, 

especially the young population, should be raised as lifelong learning individuals. The role of teachers 

is undeniable in raising individuals who learn lifelong and renew themselves (Fındıkçı, 2004). In order 

for teachers to realize this role, they must first be individuals who learn to learn (Özden, 2013), they 

must acquire lifelong learning skills and are open to development (Yaman, 2014), guiding and 

supporting their students in accessing and using information (Erdamar, 2015; Fındıkçı, 2004), they 

must have lifelong learning competencies (Evin Gencel, 2013), they must be a good model and a 

strong source of motivation (Varış, 1988). School administrators must have all these features expected 

from teachers. Because school administrators are expected to be teaching leaders (Konan, 2013). The 

teaching leader should provide more desirable learning conditions for teachers in order to raise good 

students, and turn the school's work environment into a satisfying and productive environment (Çelik, 

1999), carry out lifelong learning activities and support these activities within the school (Çalık & 

Kılınç, 2018; Özden, 2013). 

When the literature is examined, it is seen that there are many studies to determine the lifelong 

learning tendencies and competencies of teachers (Abbak, 2018; Arcagök & Şahin, 2014; Ayaz, 2016; 

Aykır & Taşpınar, 2017; Ayra, 2015; Ayra, Kösterelioğlu & Çelen, 2016; Çağlar, 2017; Demirel, Sadi 

& Dağyar, 2016; Dervişoğulları, Tutkun & Dervişoğulları, 2016; Erdamar, Demirkan, Saraçoğlu & 
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Alpan, 2017; Gökyer & Karakaya Cirit, 2018; Gökyer, 2018; Kılıç & Ayaz Tuncel, 2014; Kılıç, 2015, 

Örs, 2016; Özçiftçi & Çakır, 2014; Özçiftçi & Çakır, 2015; Öztürk Yurtseven & Aldan Karademir, 

2017; Paloğlu, Yılmaz & Keser, 2017; Poyraz, 2014; Selvi, 2011; Tenekeci, 2019; Tezer & Aynas, 

2018; Yaman, 2014; Yılmaz, 2016), and a limited number of studies have been conducted to 

determine the lifelong learning tendencies of educational administrators (Bayaltun, 2017; Çoklar, 

2012; Doğan & Kavtelek, 2015; Doğru & Doğru, 2015;Yılmaz & Beşkaya, 2018). 

Innovativeness: The concept of innovation, which expresses transforming information and 

ideas into a social or economic benefit (Özsağır, 2013), is a subject that has been researched and 

thoroughly studied in many fields such as business, sociology, communication, marketing and 

education (Kılıçer & Odabaşı, 2010). Since innovation is sometimes seen as a “thing” or sometimes as 

a “process” (Oğuztürk, 2003), the process of creating new ideas, solving unresolved problems, and 

seeking answers to unmet needs is called “innovation” (Nail, 1994; Yavuz Konokman, Yokuş & 

Yanpar Yelken, 2016). Nowadays, with the increasing and changing information, it is seen that the 

amount of innovation has increased and individual has to gain an innovative identity in order to keep 

up with the change. As it is impossible for the individuals who form the society to be indifferent to this 

situation due to the continuous change and innovation in every field, they are expected to have the 

skills and abilities to adapt to these situations from a young age (Ağaoğlu, Altınkurt, Yılmaz & 

Karaköse, 2012), have an innovative identity that does not resist innovations but adopts them (Yavuz 

Konokman, Yokuş & Yanpar Yelken, 2016). It is the aim of educational institutions to make 

individuals a harmonious member of the society in which they live, to equip them with the knowledge 

and skills required by the age, to train them with the equipment that can adapt to the changes and 

developments in the world (Dilaver, 1996). The main way to achieve this goal is through teachers who 

are in most contact with students (Özmusul, 2012). The fact that teachers have lifelong learning skills 

and are also open to innovation can support students in acquiring and using these skills (Kılıç, 2015). 

Likewise, educational institution administrators should organize the education and training 

environment in accordance with changes and innovations (Ağaoğlu, Altınkurt, Yılmaz & Karaköse, 

2012), provide resources, create a regular school environment, create innovations rather than just 

formal jobs, and constantly improve the educational and training environments and opportunities 

offered at school (Erdoğan, 2000). When the literature is examined, it is observed that there are many 

studies to determine the innovativeness levels of teachers (Akçöltekin, 2017; Akın Kösterelioğlu & 

Demir, 2014; Birekul, 2016; Demir Başaran & Keleş, 2015; İncebacak, Kayasandık, 2017; Kılıç, 

2015; Kocasaraç & Karataş, 2017; Köroğlu, 2014; Tungaç & Yaman, 2018; Uras, 2000; Yılmaz 

Öztürk & Summak, 2014 ) and administrators (Argon, İsmetoğlu & İşeri, 2014; Çetin & Bülbül, 2017; 

Çoklar, 2012; Göl & Bülbül, 2012; Karataş, Gök & Özçetin, 2015; Özdemir Aydın & Tekin Bozkurt, 

2013). 

Entrepreneurship: Entrepreneurship is a constantly changing and dynamic phenomenon, and 

it is generally defined as the process of taking risks, catching innovations, evaluating opportunities and 

realizing them (Bozkurt, 2007), and having the ability to facilitate human life by intuiting the 

opportunities that emerge in living environment, creating dreams from the intuitions and transforming 

the dreams into projects, putting the projects into practice and producing wealth (Bozkurt, cited in 

2000, Bektaş & Köseoğlu, 2007). Today, with the rapid development of technology, the increasing 

speed of production and dissemination of information, globalization, and extraordinary changes in 

consumer demands have increased the importance of entrepreneurship (Koç, 2016). Because people 

are now required, who think very differently from ordinary-minded people, seek new opportunities, 

find and lead change (Altan, 2014). While entrepreneurial individuals are seen as people who make 

changes in society, they play an important role in ensuring social development, solving employment 

problem, developing competition and increasing social welfare (Arıkan, 2013; Uluyol, 2013). In 

addition to genetic features, family, income level and education have an impact on entrepreneurial 

personality formation (Arslan, 2002; İrmiş & Barutçu; 2012). Thus, environments should be prepared 

to raise individuals who think extraordinarily in schools and create opportunities to help students gain 

different experiences (Altan, 2014). Teachers have very important in the formation of this climate. 

Because being able to raise entrepreneurial individuals today is a challenging process that all societies 
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want to achieve. Therefore, entrepreneurship culture should be given in schools since childhood (Pan 

&Akay, 2015), and entrepreneurship skills of individuals should be supported since the first stage of 

the education and training process (Memduhoğlu & Şahin, 2017). If teachers are considered to be role 

models in education, it is expected that the teacher, who will give his/her students entrepreneurship 

features, also has these features. In addition, school administrators need to be aware of this capital and 

make the best use of it. For this reason, school administrators are expected to motivate, inspire, and 

have entrepreneurial qualities as visionaries (Engels, Hotton, Devos, Bouckenooghe & Aelterman, 

cited 2008 Balkar, 2015). Nowadays, it is inevitable for the individuals forming the society to grow up 

as individuals who know how to obtain the knowledge that is the biggest power in the changing and 

developing world for life, and develop innovative and entrepreneurial behaviors that can transfer this 

information to life. In the 21st century, lifelong learning, innovation and entrepreneurship behaviors 

that are expected to be acquired by individuals are gained especially at an early age, and education and 

schools have a significant impact on this. According to Ayaz (2016), the teacher who guides and leads 

his/her students must use ways of learning to learn, be open to innovations, entrepreneurs, keep pace 

with time and society, and become leaders in lifelong learning. In acquiring these skills, teachers have 

a great responsibility, at the same time, school administrators, who are leaders in the lifelong learning 

activities, entrepreneurship, innovation and change movements at school and are decisive in creating a 

lifelong learning, innovation and entrepreneurship culture, have also great responsibilities. School 

administrators need to create educational environments that develop these skills and at the same time 

they must have lifelong learning, entrepreneurial and innovative behaviors. According to Argon and 

Selvi (2013), the 21st century teachers should produce, use, present and manage information, and they 

should see, deal with and evaluate the deficiencies at their schools, they should take risks with self-

confidence and have high level innovative and entrepreneurial values. For this reason, it is thought that 

it would be beneficial to determine the level of teachers and administrators to access new information, 

to be open to innovative approaches formed in line with new information, to show new knowledge and 

entrepreneurial behaviors, and to guide the necessary arrangements in the education system. Therefore, 

it is thought that to determine the existing competencies and acquisitions of teachers that will affect 

the teaching and learning processes of the students for whom they become their role models, will 

contribute to see the concrete difference between the current situation and what it should be. When the 

literature is examined, it is observed that there are a limited number of studies to determine 

entrepreneurial behaviour levels of teachers (Argon & Selvi, 2013; Bacanak, Ülküdür & Öner, 2012; 

Deveci, 2017; Gözüdok, Dakes, Karaca, Yıldırım & Yıldız, 2017; Önel, 2018; Özbilen & Oklay, 

2017; Ülküdür, Duman & Bacanak, 2015) and school administrators (Bayrak & Terzi, 2004; Köybaşı 

& Dönmez, 2017). However, it is noteworthy that studies involving lifelong learning tendencies, 

innovation levels and entrepreneurship levels, including school administrators, are needed. Because, to 

determine the lifelong learning tendencies of school administrators and to detect the variables which 

are effective is significant for lifelong learning activities. Moreover, when the literature was examined, 

no study that searches the relation between school administrators and teachers' lifelong learning 

tendencies and innovative and entrepreneurial behavior levels was found. From this aspect, it is 

thought to contribute to the literature. Based on the assumption that there is a relation between the 

lifelong learning tendencies of the administrators and teachers and the levels of innovation and 

entrepreneurial behavior, it is aimed to examine these problems: “Do administrators and teachers with 

high levels of innovative behavior tend to be lifelong learning?” and “o administrators and teachers 

with a high level of entrepreneurial behavior tend to learn throughout life?” For that purpose, the 

following sub-problems are sought:  

1. Do the school administrators’ and teachers’ lifelong learning tendency, innovative 

behavior and entrepreneurial behavior levels differ according to gender, task (administrator and 

teacher) and branch variables? 

2. Is there a meaningful relation between school administrator and teachers’ lifelong 

learning tendency levels and innovative behavior and entrepreneurial behavior levels? 

METHOD 



International Journal of Progressive Education, Volume 17 Number 2, 2021 

© 2021 INASED 

335 

Research Model 

The study is a quantitative one and performed with a correlational research design model. 

Relational screening models are research models that aim to determine the presence and/or degree of 

co-variation between two or more variables. Relations found through screening cannot be interpreted 

as a true cause and effect relation, but by giving some clues in that direction, if the situation in one 

variable is known, it can help to predict the other (Karasar, 2017).  

Sample 

The universe of the research consists of 969 school administrators and 8680 teachers working 

in Sakarya Province in line with the information received from Sakarya Provincial Directorate of 

National Education in 2017-2018 school year. Volunteering was based on participation in the research. 

The research was carried out with teachers and school administrators who responded to the data 

collection tools, taking into account the available sample status resulting from volunteering. 

Information about the demographic features of the school administrators and teachers participating in 

the research and the types of schools they work in are presented in Table1. 

Table 1-Demographic Features of School Administrators and Teachers Participating in the 

Research 

Demographic Features  f % 

Gender 
Female 288 47,3 

Male 320 52,7 

 

Task Type 

Administrator 294 48,3 

Teacher 314 51,7 

 

Branch 

Preschool 64 10,5 

classroom teacher 243 40,0 

Branch Teacher 301 49,5 

 

As it is seen in Table 1, out of 608 school administrators and teachers, 320 (52.7%) of them 

are males and 288 (47.3%) of them are female. 314 (51.7%) of the participants are teachers, 294 

(48.3%) are school administrators (school principal or assistant principal). Furthermore, out of 608 

school administrators and teachers, 301 (49.5%) are branch teachers and 243 (40.0%) are classroom 

teacher and 64 (10.5%) are preschool teachers. 

Data Collection Tools 

Lifelong Learning Tendency Scale: “Lifelong Learning Tendency Scale” developed by Gür 

Erdoğan and Arsal (2016) is formed of 17 items. Cronbach’s alpha coefficient of internal consistency 

calculated for the reliability of the scale is .86. In this study, Cronbach’s alpha coefficient of internal 

consistency calculated for the reliability of the scale is .88. 

Entrepreneurial Behavior Scale: “Entrepreneurial Behavior Scale” adapted to Turkish by 

Çalışkan, Akkoç and Turunç (2011) and developed by Zampetakis (2009) consists of  6 items. 

Cronbach’s alpha coefficient of internal consistency calculated for the reliability of the scale is .80. In 

this study, Cronbach’s alpha coefficient of internal consistency calculated for the reliability of the 

scale is .70. 

Innovative Behavior Scale: “Innovative Behavior Scale” developed by Scott and Bruce (1994) 

was adapted to Turkish by Çalışkan, Akkoç and Turunç (2011).  The scale is formed of 6 items. 

Cronbach’s alpha coefficient of internal consistency calculated for the reliability of the scale is .86. In 
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this study, Cronbach’s alpha coefficient of internal consistency calculated for the reliability of the 

scale is .73. 

Data Collection and Analysis 

In the 2017-2018 school year, data collection tools were distributed to school administrators 

and teachers working in each district from the school administrators and teachers working in Sakarya 

Province. 84 data collection tools found to be missing from the data collection tool returned from 692 

school administrators and teachers, were considered invalid and excluded from the sample and the data 

of 608 participants were evaluated. In the analysis of the data, the skewness and kurtosis coefficients 

were taken into consideration to look at the normal distribution condition. The skewness and kurtosis 

values of these data are as follows: 

Table 2: Lifelong Learning Tendencies of School Administrators and Teachers and Innovative 

and Entrepreneurial Behavior Descriptive Statistics of the Total Scores Obtained from the 

Scales for Their Levels 

Statistics Lifelong Learning Innovative Behaviour Entrepreneurial Behaviour 

N 608 608 608 

Average 74,4704 25,7303 23,0510 

Median 75,0000 26,0000 23,0000 

Standard Deviation 6,14507 2,37635 2,88021 

Skewness -,382 -,104 -,276 

Kurtosis -,410 -,550 -,258 

 

As is seen Table 2, the skewness and kurtosis coefficients of three scales for 608 participants 

are examined, as these values obtained are between -1 and +1, the study group displays a normal 

distribution. In cases of normal distribution, t-test was applied to test whether the difference between 

the averages of two unrelated samples was significant or not, and Anova Test was applied to test 

whether the difference between the averages of the multiple unrelated samples was significant or not. 

In addition, Pearson’s Correlation Coefficient was examined as all of the variables in the correlation 

analysis performed to examine whether there was a relation between the variables, and the direction 

and power of this relation. 

FINDINGS 

In this section, the findings obtained as a result of  the analysis of the collected data and the 

views of 608 school administrators and teachers in the study group are included. The results of the t-

test regarding whether school administrators and teachers' lifelong learning tendencies and innovative 

and entrepreneurial behavior levels differ significantly by gender are summarized in Table 3. 

Table 3: T-test results related to the participants’ lifelong learning tendencies and innovative 

and entrepreneurial behavior levels by gender 

 Gender N  ̅ SS Sd t p 

LLL 
Female 288 74,6910 6,07775 

606 ,839 ,402 
Male 320 74,2719 6,20783 

IB Female  288 25,5486 2,38996 
606 -1,791 ,074 

Male 320 25,8938 2,35580 

EB Female  288 23,2847 2,95651 
606 1,902 ,058 

Male 320 22,8406 2,79771 

 

When Table 3 was examined, it was seen that lifelong learning tendencies of the participants 

(t(606)=,839 p>0,05), innovative behavior levels (t(606)= -1,791 p>0,05) and entrepreneurial behavior 
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levels (t(606)= 1,902 p>0,05) do not differ significantly by gender. The results of the t-test regarding 

whether school administrators’ and teachers’ lifelong learning tendencies and innovative and 

entrepreneurial behavioral levels differ significantly according to their (administrator or teacher) are 

summarized in Table 4. 

Table 4: T-test results regarding Lifelong Learning Tendencies and Innovative and 

Entrepreneurial Behavior Levels by Participant’s Task Type 

 Task N  ̅ SS Sd t p 

 

LLL 

Administrator 294 74,7687 5,78284  

606 

 

1,163 

 

,245 Teacher 314 74,1911 6,46261 

 

IB 

Administrator 294 26,0204 2,18892 
606 

 

2,945 

 

,003 Teacher 314 25,4586 2,51256 

 

EB 

Administrator 294 23,3265 2,70296 
606 2,299 

 

,022 Teacher 314 22,7930 3,01834 

 

When Table  4 was examined, it was observed that lifelong learning tendencies of the 

participants did not differ significantly by tasks (administrator or teacher) (t(606)=1,163 p>0,05). 

However, as a result of the analyses, innovative behavior levels of the participants differ significantly 

by tasks (administrator or teacher) (t(606)= 2,945 p<0,05). Innovative behavior level of school 

administrators ( = 26,0204) are higher than that of teachers ( = 25,4586). Moreover, entrepreneurial 

behavior levels of the participants display a significant difference by tasks (administrator or teacher) 

(t(606)= 2,299 p<0,05). Entrepreneurial behavior level of school administrators  ( = 23,3265) is higher 

than that of teachers ( = 22,7930).The Anova Test conducted on whether school administrators and 

teachers show a significant difference according to their lifelong learning tendencies and their 

branches of innovative and entrepreneurial behavior is summarized in Table 5. 

Table 5: Anova test results regarding Lifelong Learning Tendencies and Innovative and 

Entrepreneurial Behavior Levels according to the Branch of the Participants 

Scale Branch N  ̅ SS 

 

 

Lifelong Learning 

(1) Preschool Teacher 64 76,4531 6,52207 

(2) Classroom Teacher  243 74,5473 5,79976 

(3) Branch Teacher 301 73,9867 6,26577 

Source of variable 
Sum 

of squares 

 

Sd 

Average 

of squares 

 

F 

 

p 

Significant 

difference 

Intergroup 323,455 2 161,728  

4,330 

 

,014 

 

1-2, 3 
In group 22598,012 605 37,352 

Total 22921,467 607  

Scale   Branch N X   SS 

 

 

Innovative 

Behavior 

(1) Preschool Teacher 64 26,6094 2,50471 

(2) Classroom Teacher 243 25,7202 2,13682 

(3) Branch Teacher 301 25,5515 2,49563 

Source of variable 
Sum of 

squares 

 

Sd 

Average of 

squares 

 

F 

 

p 

Significant 

difference 

Intergroup 59,106 2 29,553  

5,308 

 

,005 

 

1-2, 3 
In group 3368,657 605 5,568 

Total 3427,763 607  

Scale Branch N X   SS 

 

 

Entrepreneurial 

Behavior 

(1) Preschool Teacher 64 23,9531 2,89734 

(2) Classroom Teacher 243 23,1852 2,58306 

(3) Branch Teacher 301 22,7508 3,05958 
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Source of variable 
Sum of 

squares 

 

Sd 

Average of 

squares 

 

F 

 

p 

Significant 

difference 

Intergroup 83,581 2 41,791  

5,106 

 

,006 

 

1-3 
In group 4951,838 605 8,185 

Total 5035,419 607  

 

When Table 5 was examined, it was observed that lifelong learning tendencies of the 

participants displayed a significant difference by branch type (F(605)=4,330 p<0,05). Scheffe test was 

performed to reveal in which branches this difference was. As a result of the test, it was seen that the 

main difference was between preschool teachers, form teachers and branch teachers. Lifelong learning 

tendency of preschool teachers are higher than the ones of form teachers and branch teachers. 

Likewise, when Table 5 was examined, it was seen that innovative behavior levels of the participants 

displayed a significant difference by branch type (F(605)=5,308 p<0,05). Scheffe test was performed 

to reveal that in which branches this difference was. As a result of the test, it was seen that the main 

difference was between preschool teachers, form teachers and branch teachers. It was observed that 

innovative behavior levels of preschool teachers were higher than the ones of form teachers and 

branch teachers. Furthermore, when Table 5 was examined, it was seen that entrepreneurial behavior 

levels of the participants displayed a significant difference by branch type variable (F(605)=5,106 

p<0,05). Scheffe test was performed to reveal in which branches this difference was. As a result of the 

test, it was seen that the main difference was between preschool teachers and branch teachers. 

Entrepreneurial behavior levels of preschool teachers are higher than the ones of form teachers. The 

relation between school administrators and teachers’ lifelong learning tendencies and innovative and 

entrepreneurial behavior levels is summarized in Table 6. 

Table 6: Correlational test results between Participants’ Lifelong Learning Tendencies and 

Innovative and Entrepreneurial Behavior Levels 

 Lifelong Learning Innovative 

Behavior 

Entrepreneurial 

Behavior 

Lifelong Learning 

PearsonCorrelation 1 ,534** ,377** 

Sig. (2-tailed)  ,000 ,000 

N 608 608 608 

Innovative Behavior 

PearsonCorrelation ,534** 1 ,330** 

Sig. (2-tailed) ,000  ,000 

N 608 608 608 

Entrepreneurial 

Behavior 

PearsonCorrelation ,377** ,330** 1 

Sig. (2-tailed) ,000 ,000  

N 608 608 608 

 

When Table 6 was observed, the relation between participants’ lifelong learning tendencies 

and innovative and entrepreneurial behavior levels was examined by correlation analysis. As a result 

of these relations, correlation coefficient between lifelong learning tendencies and innovative behavior 

level was found as 0.534. This value indicates a positive, moderate relation. In addition, correlation 

values obtained are statistically significant (r=0.534 p<0.00). Correlation coefficient between lifelong 

learning tendencies and entrepreneurial behavior levels among the examined relations was found as 

0.377. this value indicates a positive, moderate relation. In addition, correlation value obtained is 

statistically significant (r=0,377 p <0,00). Furthermore, correlation coefficient between innovative 

behavior levels and entrepreneurial behavior levels was found as 0.330. This value indicates a 

positive, moderate relation. The correlation value obtained is statistically significant (r=0,534 p<0,00). 

In conclusion, it was found that there was a significant, positive and moderate relation between 

participants' lifelong learning tendencies, innovative behavior levels and entrepreneurial behavior 

levels.  
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RESULT, DISCUSSION AND RECOMMENDATIONS  

In the study, no significant difference was found in the lifelong learning tendencies of school 

administrators and teachers according to gender. This finding of the study is similar to the findings of 

many studies in the literature. In the literature, there are a number of studies that there is no significant 

difference in lifelong learning tendencies of teachers (Arcagök & Şahin, 2014; Ayaz, 2016; Aykır & 

Taşpınar, 2017; Çağlar , 2017; Çam & Üstün, 2016; Demirel, Sadi & Dağyar, 2016; Kılıç, 2015; Örs, 

2016; Özçiftçi & Çakır, 2015; Paloğlu, Yılmaz & Keser, 2017; Tenekeci, 2019; Yaman, 2014; Yılmaz, 

2016), teacher candidates (Boztepe & Demirtaş, 2018; Dündar, 2016; Güzel, 2017; Oral & Yazar, 

2015, Savuran, 2014; Tezer & Aynas, 2018 Tunca, Alkın Şahin & Aydın, 2015; Ünal & Akay, 2017) 

and administrators (Bayaltun, 2017; Doğan & Kavtelek, 2015) by gender variable. However, in the 

literature, in the study by Erdamar, Demirkan, Saraçoğlu and Alpan (2017), Ayra, Kösterelioğlu and 

Çelen (2016), Dervişoğlu, Tutkun and Dervişoğlu (2016), Çakır (2015), Kılıç (2015) and Özçiftçi, 

Hüsren (2011) with teachers, in the study by Gür-Erdoğan (2014), Demirel and Akkoyunlu (2010), 

Evin Gencel (2013), İzci and Koç, 2012 and Demiralay (2008) with teacher candidates, in the study by 

Yılmaz and Beşkaya (2018) with school administrators, it was inferred that there was a significant 

difference in lifelong learning tendencies by gender.  Gökyer (2018), Gökyer and Karkaya Cirit 

(2018), Tezer and Aynas (2018), Erdamar, Demirkan, Saraçoğlu and Alpan (2017), Ayra, 

Kösterelioğlu and Çelen (2016), Dervişoğlu, Tutkun and Dervişoğlu (2016), Özçiftçi and Çakır 

(2015), Kılıç (2015) stated that female teachers had higher lifelong learning tendencies, and Yılmaz 

and Beşkaya (2018) stated that female school administrators had higher lifelong learning tendencies, 

and Öztürk Yurtseven and Aldan Karademir (2017) Gür-Erdoğan (2014), Evin Gencel (2013), İzci and 

Koç (2012), Demiralay (2008) stated that female teacher candidates had higher lifelong learning 

tendencies than that of male teacher candidates. Coşgun and Yılmaz (2017) determined that out of the 

sub-dimensions of the lifelong learning tendencies, in the sub-dimensions of lack of organization in 

learning and lack of curiosity, and in the point average of the females were significantly higher than 

the point average of the males. In a study, Hürsen (2011) found a significant difference in favor of 

female teachers according to gender variable in teachers’ perceptions of efficacy towards lifelong 

learning approach. Again, in a study, Özçiftçi and Çakır (2015) found that teachers’ lifelong learning 

tendencies differ in favour of female teachers by gender. Jenkins (2004) concluded that women tended 

to learn more than men and valued learning more. Jerkins (2004) states that because of the role and 

responsibilities of women in family and community life, they have to change their jobs, have to give 

up work or take long breaks, worry that they will be more inadequate in terms of professional 

advancement than men, and they also benefit from the education system less than men, and therefore, 

to meet the basic educational needs of women, they care more about participating in learning 

activities. In the study, there was no significant difference in the innovative behavior levels of school 

administrators and teachers according to gender. In this sense, it can be said that the level of 

innovativeness of teachers and administrators is similar for women and men. In the literature, as a 

result of some studies performed with teachers (Argon, İsmetoğlu & Çelik Yılmaz, 2015; Demir 

Başaran & Keleş, 2015; Kaya, 2017; Kayasandık, 2017; Kılıç, 2015), administrators (Çetin & Bülbül, 

2017; Yılmaz & Beşkaya, 2018) and teacher candidates (Adıgüzel, Kaya, Balay & Göçen, 2014; 

Bitkin, 2012; Çuhadar, Bülbül & Ilgaz, 2013; Kert & Tekdal, 2012; Korucu & Olpak, 2015; Özgür, 

2013; Yapıcı, 2016; Yenice & Yavaşoğlu, 2018; Yılmaz & Başkaya, 2018), there is a parallelism with 

the results of this study. Unlike this, Yılmaz, Soğukçeşme, Ayhan, Tuncay, Sancar and Deniz (2014) 

detected as a result of a study performed with teacher candidates that female teacher candidates had 

higher innovative tendencies than the male teacher candidates, Yüksel (2015) stated that individual 

innovativeness level of male teacher candidates was higher than the ones of female teachers. In a study 

by Klecker and Loadman (1999), it was marked that female school principals are more open to 

innovation in terms of cognitive and behavioral than male school principals. In the study, there was no 

significant difference in the entrepreneurial behavior levels of school administrators and teachers 

according to gender. In this context, it can be said that the entrepreneurial behavior levels of 

administrators and teachers are similar for women and men. In the literature, the results of the studies 

performed with teachers (Argon &Selvi, 2013; Uygun & Er, 2016; Yavuz Konokman & Yanpar 

Yelken, 2014; Yıldırım, Genc & Eryaman, 2016), administrators (Köybaşı & Dönmez, 2017) and 
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teacher candidates (Armut & Kılınç, 2018; Çavdar, Cumhur, Koç & Doymuş, 2018; Çelik, 2014; 

Karademir, Balbağ & Çemrek, 2018; Köstekçi, 2016; Memduhoğlu & Şahin, 2017) are compatible 

with the results of this study. However, in the literature, there are also studies that teacher candidates' 

entrepreneurial behavior levels differ according to gender. Aydın and Öner (2016) concluded that male 

teacher candidates had higher levels of entrepreneurial behavior than female teacher candidates. In the 

study, no significant difference was found according to the tasks (principal or teacher) performed by 

the school administrators and teachers in their lifelong learning tendencies. With this result, it can be 

stated that the task definition variable (principal or teacher) in school is not an effective variable in 

lifelong learning tendencies. In the literature, there is no source that directly compares lifelong 

learning tendencies of school administrators and teachers. However, in a study conducted with 

administrators and teachers working in the Public Education Center, which is an educational 

institution, it is concluded that there is no significant difference between the lifelong learning 

tendencies of administrators and teachers (Bayaltun, 2017). In the study, it was concluded that the 

innovative behavior levels of school administrators and teachers differ significantly compared to the 

tasks they perform (principal or teacher), and the level of innovative behaviors of school 

administrators is higher than the teachers. This result suggests that school administrators can guide 

teachers to show more innovative behavior. Thus, according to Cerit (2004) in the research conducted 

by the school administrators according to their opinions in the globalization process, it was detected 

that an administrator had the idea that he/she should have the ability to guide the teachers. In addition, 

Koçak and Helvacı (2011) in a study that the effectiveness of school administrators was determined 

according to teachers’s views, concluded that concluded that school principals should motivate 

teachers for innovations and guide teachers and students. In the study, it was concluded that the 

entrepreneurial behavioral behavior levels of school administrators and teachers differ significantly 

compared to their tasks (principal or teacher), and the level of entrepreneurial behavior of school 

administrators is higher than that of teachers. In a study by Ülküdür, Duman and Bacanak (2015), it 

was concluded that school principals were positively influenced by the entrepreneurial skills of form 

teachers, and at the same time, that there should be social activities and in-service trainings to improve 

the entrepreneurial skills of the form teachers in many ways, and the teachers should be appreciated by 

the school principals. In the study, it was concluded that lifelong learning tendencies of school 

administrators and teachers differ significantly according to the branch type variable. It has been 

observed that this difference is between preschool teachers and form teachers and branch teachers. In 

this sense, it can be said that preschool teachers have high lifelong learning tendencies, are more 

willing and open to learn new knowledge and skills than form teachers and branch teachers, and tend 

to make more efforts for their personal and professional development. In the literature, there are a 

number of studies that there is a significant difference in lifelong learning tendencies of teachers 

(Ayaz, 2016; Ayra, Kösterelioğlu & Çelen, 2016; Tenekeci, 2019; Yaman, 2014), teacher candidates 

(Evin Gencel, 2013; Güzel, 2017; İzci & Koç, 2012; Şahin, Akbaşlı & Yanpar Yelken, 2010; Tunca, 

Alkın Şahin & Aydın, 2015) by branch/department variable. According to Ayaz (2016), lifelong 

learning tendency of English, Geography, Painting, Preschool and Social Studies teachers is higher 

than that of other branch teachers, Ayaz (2016) states that lifelong learning tendencies of especially 

German, Arabic, biology, technology and design, physical education, chemistry, music, physics, 

religious culture and moral knowledge teachers are lower than the ones of all other branches, Yaman 

and Yazar (2015) express that lifelong learning tendencies of Fine Arts teachers are higher than the 

ones of Science-Mathematics, Social-Turkish, Foreign Language and other areas, Ayra, Kösterelioğlu 

and Çelen (2016) remark that lifelong learning tendencies of form teachers are higher than that of 

branch teachers, Tunca, Akın Şahin and Aydın (2015) indicate that lifelong learning tendencies of 

social sciences and science teacher candidates are higher than the ones of form teacher candidates. 

However, in the literature, there are many studies that conclude that there is no significant difference 

in lifelong learning tendencies of teachers (Arcagök & Şahin, 2014; Çam & Üstün, 2016; Ayra, 

Kösterelioğlu & Çelen, 2016; Dervişoğlu, Tutkun & Dervişoğlu, 2016; Kılıç, 2015; Tezer & Aynas, 

2018), teacher candidates (Erdamar, Demirkan, Saraçoğlu & Alpan, 2017; Gür-Erdoğan, 2014; 

Karakuş, 2013; Tezer & Aynas, 2018 Ünal & Akay, 2017) and school administrators (Bayaltun, 2017) 

by branch type variable. In the literature, the reason of different results about lifelong learning 

tendencies by branch variable can be the characteristics of sample groups, difference of the 
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measurement tools used in the studies and that it is focused on different components of lifelong 

learning in the sub-dimensions of the scales. 

In the study, it is concluded that there is a significant difference in the innovative behavior 

levels of school administrators and teachers according to the branch type variable. It has been 

observed that this difference is between preschool teachers and form teachers and branch teachers. 

Preschool teachers' innovative behavioral characteristics were found to be higher than form teachers 

and other branch teachers. In this sense, it can be said that preschool teachers tend to do more because 

their innovative behavior level is high. In the literature, in the studies conducted with teacher 

candidates, it is found that students studying in preschool, social studies, information technologies and 

classroom teaching have higher innovation levels than students in other branches or departments 

(Bitkin, 2012; Köroğlu, 2014; Özgür, 2013). In the study of Yılmaz, Soğukçeşme, Ayhan, Tuncay, 

Sandar and Deniz (2014), it is concluded that the professional innovativeness tendencies of social 

studies teacher candidates are higher than that of science teachers, mathematics and form teachers. 

Unlike these results, in the literature, in the studies performed with teachers, there are also results that 

the branch type variable is not an effective variable in innovative behavior levels (Kılıç, 2015). 

In the research, it was concluded that there is a significant difference in the entrepreneurial 

behavior levels of school administrators and teachers according to the branch type variable. It has been 

observed that this difference is between preschool teachers and branch teachers. In this sense, it can be 

said that preschool teachers have higher levels of entrepreneurial behavior than branch teachers. Çelik 

(2014) concludes in a study that the teacher candidates studying in social sciences have higher 

entrepreneurial skills than the teacher candidates studying in classroom teaching department. In a 

study by Amos and Onifade (2013), it is stated that the perceptions of science-based teacher 

candidates towards entrepreneurship are more positive than teacher candidates in other fields. 

Moreover, in a study by Pan and Akay (2015) on teacher candidates in the faculty of education, 

Turkish, Mathematics, English, Classroom Teaching, Preschool and Physical Sciences, it is stated that 

science teacher candidates have the highest entrepreneurship point average. Karademir, Balbağ and 

Çemrek (2018) infer that the entrepreneurship levels of teacher candidates in classroom teaching, 

science and mentally handicapped students are higher than that of elementary mathematics, 

Psychological Counselling and Guidance, and Social Studies teacher candidates. In a study on the 

entrepreneurship of teacher candidates by Pan and Akay (2015), according to the department variable, 

it is seen that the highest average of entrepreneurship scores belongs to the students of science and 

technology education department, and the lowest entrepreneurship score belongs to the students of 

primary education mathematics department. In a study by Köstekçi (2016), it is detected that the 

teacher candidates in mathematics department have higher entrepreneurship characteristics than the 

science teacher candidates. In a study performed with school administrators by Köybaşı and Dönmez 

(2017), it is concluded that school administrators with a social sciences branch have higher levels of 

entrepreneurship perception than school administrators with a science and mathematics teaching 

branch. In the literature, it is seen that there are various results regarding the entrepreneurial behavior 

levels of teachers, teacher candidates and school administrators that differ according to the branch type 

variable. Additionally, in the literature, in some researches conducted with teachers and teacher 

candidates, it is also seen that studies that the branch type variable is not an effective variable in the 

level of entrepreneurial behavior (Argon & Selvi, 2013; Aydın & Öner, 2016; Memduhoğlu &Şahin, 

2017 ) In the research, it is concluded that there is a significant, positive and moderate relation 

between the lifelong learning tendencies of school administrators and teachers and their innovative 

behavior levels. According to the results of the research, it can be said that the lifelong learning 

tendencies of teachers and administrators affect innovative behavior levels and as the lifelong learning 

tendencies of teachers and administrators increase, the level of innovative behavior increases in 

parallel with this. In the literature, there is a parallelism with some research results. Mülhim (2018) 

concludes that there is a significant, positive and moderate relation between lifelong learning 

tendencies of teacher candidates and individual innovativeness levels while Yılmaz and Beşkaya 

(2018) states that there is a significant, positive and moderate relation between lifelong learning 

tendencies of school administrators and and individual innovativeness levels. Öztürk Yurtseven and 
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Aldan Karademir (2017) infer that lifelong learning tendencies of teacher candidates predict individual 

innovation levels by 30%. Adıgüzel, Kaya, Balay and Göçen (2014) determine that there is a moderate 

positive relation between the teacher candidates’ individual innovation levels and their attitudes 

towards learning. Yavuz Konokman, Demircioğlu, and Akay (2016) reach the conclusion that the level 

of innovation of faculty members is effective in their attitudes towards European Union Lifelong 

Learning projects. Unlike these results, in a study by Kılıç (2015), it is stated there is no significant 

relation between teachers' lifelong learning tendencies and individual innovation levels. In the 

research, it is concluded that there is a significant, positive and moderate relation between the lifelong 

learning tendencies of the school principals and teachers and the entrepreneurial behavior levels. 

According to the research result, it can be said that the lifelong learning tendencies of teachers and 

administrators affect entrepreneurial behavior levels, and the level of entrepreneurial behavior 

increases moderately as the lifelong learning tendencies of administrators and teachers increase. 

Similar to this result, Sezen Gültekin and Gür Erdoğan (2016) conclude that there is a significant, 

positive and high-level relation between teacher candidates’ lifelong learning tendencies and social 

entrepreneurial behavior levels. Furthermore, within the framework of lifelong learning understanding, 

the competencies that all member country citizens must possess have been determined as ‘key 

competences’ by the European Union, these key competences are as follows: (1) communication in the 

mother tongue, (2) communication in a foreign language, (3) basic competences in mathematics, 

science and technology, (4) digital competence, (5) learning to learn, (6) social and human 

competences, (7) initiative and entrepreneurship and (8) cultural awareness and expression 

competence (European Union, 2006). As is seen, one of the key qualifications classified is 

entrepreneurship, which is expressed by the European Union as the ability of the individual to translate 

his/her thoughts into action. 

In the study, it is concluded that there is a significant, positive and moderate level relation 

between the innovative behavior levels of the administrators and teachers and the entrepreneurial 

behavior levels. In this context, it can be said that the innovative behavior levels of entrepreneurs and 

teachers affect each other, and the level of entrepreneurial behavior increases moderately as the 

innovative behavior levels increase. In the literature, in a study performed with university students by 

Çetin and Taşdemir (2017), while a moderate relation is detected between the level of individual 

innovation and entrepreneurship capacity, and there is a very weak relation between the level of 

individual innovation and entrepreneurship intent. Bayrak and Terzi (2004) express that school 

administrators with entrepreneurial characteristics will make positive contributions to the school and 

innovative practices of the education system. Additionally, Brown, Beale and White Johnson (2011) 

emphasize that leadership, creativity, motivation, innovation, risk taking, self-esteem and self-efficacy 

are personal factors affecting entrepreneurship. Entrepreneurship is a dynamic process that includes 

vision, change and innovation, it requires a passion and energy to find and implement new ideas and 

constructive solutions (Yalçıntaş, 2010). 

In the study, it has been revealed that there is a relation between lifelong learning, innovative 

behavior and entrepreneurial behavioral skills. In this sense, in-service trainings, applied activities, 

project studies for entrepreneurial and innovative behavioral skills that support lifelong learning skills 

of school administrators and teachers can be carried out and the effectiveness of the programs prepared 

in this direction can be evaluated. In addition, as a result of the research, it was detected that the 

innovative behavior levels and entrepreneurial behavior levels of school administrators were higher 

than the teachers. Qualitative researches can be conducted on the reasons of the difference in 

education managers according to the factors that are thought to have effects on innovative behavioral 

levels and entrepreneurial behavioral levels, and lifelong learning tendencies, innovative behavioral 

levels and entrepreneurial behavioral levels. 
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INTRODUCTION 

In today’s continuously interacting societies, there is a growing tendency to learn a foreign 

language for the purposes of getting a decent business career, having success in academic fields or 

satisfy a variety of needs. The global economy with its expanding range of movement, communication 

focused socio-cultural atmosphere of the 21
st
 century and the widespread reach of the Internet all have 

accelerated this retroactive behaviour. It is also understood that communication, which is enlisted as a 

prerequisite for survival in this century, should not only be built within one’s own community but also 

with others belonging in the global society (Gelen, 2018). Thus it isn’t surprising that English which is 

the most widely used foreign language and also can be classified as a “lingua franca” in many 

circumstances becomes a fundamental component of many countries’ educational programs (Kalocsa , 

2013; Björkman, 2013; G menez, El Kadr , & S m es Calvo, 2018). 

However, as with all the learning efforts, there may arise some difficulties which are 

encountered by learners in the process of foreign language learning. For example, one of the top 

complaints of foreign language learners is the gap between receptive and expressive language skills 

that is mostly described by learners as “I can understand but I can’t speak”. Accordingly, it can be 

easily realised that the most prevalent problem of many language learners, who completed their formal 

education, is their inefficiency in using the language that they have been learning for a long time just 

because of this gap between these two competency levels. It is a well-known fact that foreign language 

learners, who couldn’t find enough amount of opportunities to become an able producer of the 

language both verbal and written and have difficulties in remembering their previously learned 

knowledge, are faced with a struggle to get the command of the language (Heriansyah, 2012). Getting 

in touch with some speakers of the target language and practising the required skills together with 

them are thought to be one of the main solutions to this problem(Sun, Franklin, & Gao, 2017). And the 

contemporary way of reaching people for this kind of a practice is by online language exchange 

platforms. In this regard, native target language speakers are not necessarily needed. Studies are 

available suggesting that this much needed foreign language practice can be done with people who are 

at different levels of language proficiency and still trying to master the same target language (O'Dowd, 

2016). 

Of course, there are some issues affecting the nature and quality of communication in these 

environments. One of them is about whether the learners continue formal foreign language education 

or not. Since the people who undergoes language training at schools, language courses or different 

institutions with specific programs are thought to be excessively exposed to materials stimulating the 

development of receptive language skills (listening and reading), their expressive language skills 

(speaking and writing) are thought to be less developed considering the fact that they have limited in-

class time for interacting with others to produce the target language(Webb, 2008; Pae & Greenberg, 

2014). On the other hand, people who ended their formal language education are expected to be in a 

state in which they need to improve both kind of competencies. Another variable to be considered is 

gender. In densely populated environments like the ones we are focusing on, interactions between 

same and different genders are inescapable. Although gender has many implications to be taken into 

account in terms of different dimensions of the learning environment, women are observed to be 

especially keen on feeling secure from unwanted behaviours especially in online environments  

(Murnane, 2016). It is also perceived that learners’ language proficiency levels, learning speeds and 

sources of motivation differ according to their education levels (Studenska, 2011). So, it can be 

understood that platforms which enable learners from different educational backgrounds and with 

diverse learning needs to get in touch with people sharing the same characteristics may become more 

successful. Nevertheless, it shouldn’t be forgotten that language learners may want to interact with 

people with different language proficiency levels instead of communicating with same-level learners. 

While allowing all these interaction patterns, certain parameters like choosing a topic to discuss or 

deciding on activities to be done should also be considered carefully. The factor of age is also 

significant for certain behaviours and attitudes as younger and older learners have different advantages 

and disadvantages in terms of foreign language acquisition (Dörnyei, 2009). Furthermore, as it is 
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considered that peoples’ ages are generally in direct proportion with their life experiences, it is 

assumed that people may incline to communicate with others belonging to similar age groups. The 

opposite may also be true for some others too. Thus, it is assumed that people in online language 

learning environments should be given the right to state or hide their ages. 

The increase in online communication means and tools has changed the nature of foreign 

language learning process just like it has changed everything  (Akai, 2017; Dumitrescu, 2017; Herrera 

Díaz & González Miy, 2017; Ho, 2018; Zhao, Chen, An, Gong, & Ma, 2019). There stand 

international exchange environments in which languages are being used quite naturally and as 

language learners and teachers, we can benefit from them in close cooperation with foreign language 

teaching programs used at schools. But there are many issues to be considered before diving into these 

environments: How much do these platforms serve to the intended language learning objective? How 

much benefit can learners get from them? Are they safe or not? Do they provide ease of use? Are they 

economically sustainable? Do they require special knowledge on how to use a specific computer 

program? Do they have a positive atmosphere of exchange? Do they make it possible for users to have 

cultural interactions? 

By pondering upon all these intriguing questions and many others, the main aims of this 

research are to define the basic standards and to develop an assessment instrument for evaluating 

online foreign language exchange platforms. In this context, users of the website named 

“www.free4talk.com” have been chosen as the universe of this study since one of the researchers, who 

works as an English Language Teacher at Karabulduk Secondary School in Giresun/TURKEY, is 

using it with his students and thus familiar with it. Therefore, the main question to be answered in this 

research is: “Does the online language exchange platform called ‘www.free4talk.com’ provide 

learners with a suitable environment to contribute to their language learning process?”  

Sub-problems are as follows: 

1. Do “www.free4talk.com” users’ opinions towards the website show a meaningful 

difference in terms of whether they continue formal foreign language training or not? 

2. Is there a meaningful difference among “www.free4talk.com” users’ opinions towards the 

website in terms of the gender variable? 

3. Do “www.free4talk.com” users’ opinions towards the website show a meaningful 

difference in terms of their education levels? 

4. Do “www.free4talk.com” users’ opinions towards the website present a meaningful 

difference in terms of their age groups? 

THEORETICAL FRAMEWORK 

Receptive and Expressive Language Competencies 

In general, all the things that one can understand through a given language both verbal and 

written define his/her receptive language competency and all that one can produce verbally and written 

in a language forms his/her expressive language competency (Laufer & Paribakht, 1998). Studies 

investigating the nature of these types of competencies are basically focused on vocabulary knowledge 

in the foreign language. While Nation, I. S. P. (as cited in Thu, 2009), emphasizes that knowing a 

word encompasses knowing that word’s verbal and written representations and the appropriate ways in 

which it can be used in a grammatically correct way, he also underlines that receptive and productive 

language competencies include all the steps needed for knowing and producing a word. Likewise, the 

research on foreign language learning and experiences gathered from learning and teaching processes 

have shown that receptive language competency which is generally much more developed continues to 
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improve as long as exposure to target language goes on but expressive language competency gains less 

speed and shows rather a stable position  (Zhong, 2018; Pae & Greenberg, 2014; Webb, 2008). For 

this reason some learners, especially at times when they are getting ready to move on to a higher 

proficiency level, realize that there is a huge gap between their two competency levels and 

consequently, abandon themselves to despair. Richards, J. C. (2008), who defines this phenomenon as 

“the plateau effect” and lists its signs as a difference between receptive and expressive language skills, 

a speech which is not developed in complexity but fluency, a limited vocabulary, an unnatural 

language use and persistent language errors, highlights the importance of social learning strategies to 

be used actively to eliminate this effect and let the language development continue. It should also be 

noted that although it is not expected from someone to have the same language competency levels in a 

foreign language with the ones in his/her mother tongue, it is a level to be reached with time and effort 

(Council of Europe, 2001). 

Self-Directed Learning 

There are many descriptions of self-directed learning but it seems that the one including all the 

common characteristics of previous definitions and asserting that the learner himself/herself is 

responsible for all the steps of a learning process including needs analysis, activity and material 

choice, application and evaluation is prevailing in the field (Knowles, 1975). Similarly, Dumitrescu, 

V. M. (2017), who argues that using online tools takes the learner from full dependency to full 

independency in foreign language learning and directs him/her to self-directed learning which requires 

a learner to use previous knowledge as a stepping stone, states that there are some requirements, which 

this kind of a learning strategy inflicts upon learners, and describes them as deciding the learning 

goals, choosing the most effective online tools, designing a curriculum by taking the aims and 

instruments at hand into consideration, creating duties to be followed regularly and creating a 

timetable for fulfilling every duty by considering every learner’s learning pace and dedicated time. 

While this process which enables one to hold all the responsibility of his/her learning can be achieved 

through printed materials with detailed instructions, it can also be implemented with the help of some 

computer programs or applications which are generally based on “layered curriculum model” (Nunley, 

2003). Although making use of these digital tools in language learning contributes immensely to 

language skills development of the learners  (Haidari, Yelken, & Akay, 2019), being responsible for 

one’s learning doesn’t suggest that s/he can never come together with others around similar themes. In 

this perspective Buitrago, A. (2017), in his study on the effect of self-directed learning and cooperative 

learning on fluency in speaking foreign languages, finds out that using these two strategies improves 

foreign language skills of the students especially since the students feel comfortable because of the 

fact that they have the opportunity to practise with people who are making similar mistakes and gain 

self-confidence as they manage their own learning and evaluation processes. 

E-Tandem Language Learning 

Tandem language learning approach, which is once used primarily for face to face interactions 

and based on speaking, is moved to online environments with improvements in technology. In brief, 

while tandem language learning describes two individuals having different mother tongues conducting 

language exchanges via various means for learning each other’s first languages as a foreign language, 

e-tandem language learning is the representation of this strategy in the online environments and 

basically, it has two main dimensions as being mutual and motivating the learners for autonomy 

(Appel & Mullen, 2000). On one hand, it provides opportunities for feedback and correction like 

schooled language instruction, on the other hand, it presents opportunities for much needed exposure 

to foreign language and for producing the verbal and written language as much as possible (Cziko, 

2004). In this regard, Cavalari, S. M. S. (2018), states that tandem language learning has increased the 

possibilities of language learning with the Internet era long after using face to face interactions, 

exchanging snail mails and e-mails, video chat, etc. Thus, with the widespread use of Web 2.0 tools 

which are focused on users’ exchanges based on cooperation, this strategy becomes more popular not 
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only with professionals but also with language learners  (Lewis & O'Dowd, 2016; Litzler, Huguet-

Jerez, & Bakieva, 2018).. Moreover, studies focusing on activities to be done in e-tandem 

environments which are unjustly and frequently overlooked, have shown that learners want to practise 

functional language structures which they can use in their daily lives (El-Hariri, 2016), and their 

foreign language proficiency levels and types of activities both affect the amount of effort exerted to 

accomplish the tasks (Fondo Garcia & Appel, 2016). However, it is regarded as against the natural 

formation of communication to turn e-tandem language learning strategy’s principal of mutuality to 

something too strict in terms of time, effort and interest so that it doesn’t allow any novelties  

(Sánchez, 2015; Johnson, 2016). 

Community of Inquiry 

This concept, which has been the subject of investigation in many fields because of its 

contributions to learning process, has just started to become a centre of attention in research dedicated 

to deciphering and understanding the nature of foreign language learning. Garrison, Anderson and 

Archer, (2000), suggest the most widely acknowledged definition of the concept as an environment in 

which education focused interaction takes place around three basic elements. These are listed as 

cognitive presence, social presence and teaching presence and all three dimensions are observed to be 

closely interrelated not only to one another (Garrison, Cleveland-Innes, & Fung, 2010) but also to the 

learning styles of people joining online education programmes (Sidiropoulou & Mavroidis, 2019). 

Studies so far have shown that these dimensions all have significant impacts on developing various 

linguistic abilities  (Herrera Díaz & González Miy, 2017). Although, this concept is mostly applied to 

situations in which the main focus is on formal instruction, it is thought to be logical to transfer its 

dimensions to informal teaching/learning atmospheres as similarities between the two are becoming 

much more apparent with the increasing use of online communication tools for both education and 

entertainment. However, as it is not always possible to confine online informal environments into 

particular foreign language competency levels, the theory of community of inquiry is thought to be 

appropriate to explain the nature of interactions among the learners with relatively higher language 

proficiency levels  (González Miy & Herrera Díaz, 2015).  

Review of the Website (www.free4talk.com) 

“www.free4talk.com” is accessed on 06/05/2020 through Chrome Web Browser and observed 

to be a totally free and unconditioned language exchange platform which can be used by learners to 

interact with people from different linguistic backgrounds for the purpose to acquire one or more 

common target languages. Users can log in the website by using their e-mail addresses. It has a quite 

simple and easy to navigate design. Access to the website is possible via any web browser. On the 

home page, there are links for creating a new group, privacy policy and joining in their Facebook 

group and buttons for listing the already existing groups as rows of 3, 2 or just one at a time. Also, 

there is a button for adjusting the background light. When the page is scrolled down, exchange groups 

can be seen. And there is a notice of “rules and penalties” with a prison section below the groups. The 

punished users are enlisted in the prison section with details of user name, reason and time to be 

banned. From the interviews with Dao Quong Phuong, the creator of the platform, and Amr Halabi, 

the administrator of the website, it is understood that there is no way for a banned person to log in to 

the website before his/her punishment ends. Also, as we scroll down the page there appears some 

YouTube video links introducing the website to language learners and 18 different social media links 

from Facebook to Instapaper for sharing the website on other platforms. Privacy policy section 

explains what kind of information to be collected and needed by the website and how it will be used. 

According to that part the data to be gathered consists of users’ e-mail addresses or phone numbers 

which is required for logging in the website and the group information that is created for language 

exchange purposes. And, the users have the right and opportunity to change their visible names. While 

creating the groups, first the platform is decided as Hangouts or Free4Talk and the number of people 

to join the group is chosen from 2 to an unlimited number of users. Then the topic, language and 
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language proficiency level of the group is determined. At the same time, it is possible for any user to 

join an already created group of his/her desire. In the group screen there are voice and video chat 

options, a YouTube link, a white board application and text message part. Group users’ names and 

images are listed below the screen. Also, there is a Facebook page named “Free4Talk” which is used 

by the website owner for advertising the real platform. It is observed that this open-to-everyone group 

had 9377 members on the day of review (06.05.2020). 

METHOD OF THE STUDY 

This study is designed as a descriptive research which is one of the survey models. Surveys 

are studies that provide the opportunity to gather data from many people on a particular topic and aim 

to define a certain group’s characteristics by collecting relevant information (Büyüköztürk, Kılıç 

Çakmak, Akgün, Karadeniz, & Demirel, 2019). In this context the research has been conducted by 

following the steps of (1) first reviewing the website of the language exchange platform and drawing 

up a general profile, (2) second making semi-structured interviews with the platform’s founder and 

administrator, (3) third making semi-structured interviews with some of the platform users, (4) finally 

creating a questionnaire as an assessment tool with the implications/factors derived from the analysis 

of interviews and literature review and applying it to the sample user group of the website. After 

analyzing the data gathered with the questionnaire, research questions are answered and conclusions 

are drawn. 

Sampling 

The universe of the research consists of 9.377 people who are members of the Facebook page 

of the online language exchange platform named “www.free4talk.com” and are thought to be actively 

using the exchange website. As the study makes use of both qualitative and quantitative data, the 

sample is reviewed in two sections. First, the qualitative data of the study is collected from the review 

of the website and a group of 1 founder, 1 administrator and 4 users. The sample from which the 

quantitative data is collected consists of 336 users who volunteered to answer the questionnaire which 

is published online on Google Forms. Therefore, when selecting the sample, convenience/accidental 

sampling which is one of the non-random sampling types is used. In this sampling method with the 

aim to prevent time, money and workforce losses while reaching the sample for achieving the research 

goal, the study is conducted on the units of universe which are the easiest ones to reach (Balcı, 2018)..  

Table 1 Frequency table for the sample of study 

 

  

 f % 

Age 

10-20 54 16,1 

21-30 188 56,0 

31-40 56 16,7 

41-50 21 6,2 

51 and over 17 5,1 

Total 336 100,0 

Gender 

Female 103 30,7 

Male 233 69,3 

Total 336 100,0 

Education 

Primary and Secondary 8 2,4 

High School 85 25,3 

Bachelor 182 54,2 

MA 54 16,1 

PhD 7 2,1 

Total 336 100,0 

Language Training 

Yes 103 30,7 

No 233 69,3 

Total 336 100,0 
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Development of the Assessment Instrument   

As mentioned in the previous section, interviews conducted with Dao Quang Phuong, the 

founder, and Amr Halabi, the administrator and 4 of the users by providing them with the interview 

questions in a written form and getting the answers from them likewise. As in this kind of interviews, 

the aim is to enable the flow of information between the interviewer and the interviewee (Balcı, 2018) 

the questions are presented to the interviewees in English and in written format to give them enough 

time to think and answer as they like. The questions can be said to focus on the foreign language 

exchange platform’s purpose of founding, policy of administration, use, cost and security dimensions. 

Then, all the data gathered from the interviews and findings from the literature review are combined 

together and a question pool formed. By deciding upon the most suitable questions with the help of 

two other English Language Teachers, finally, an assessment instrument for evaluating the 

effectiveness of online language exchange platforms is designed. It should be underlined that the 

literature review, interviews with the users, the founder and the administrator and review of the 

website are all taken into account while creating and deciding on factors of this instrument.  

The assessment instrument is designed as a 5-point Likert type assessment instrument and the 

points are graded as (1) “Strongly Disagree”, (2) “Disagree”, (3) “Neutral”, (4) “Agree” and (5) 

“Strongly Agree”. There is no item to be inverted. In the questionnaire the items are randomly listed 

so as not to let items referring to the same factor follow one another. There are 4 demographic 

questions on age, gender, education level and whether they continue formal language education or not. 

Also, there are 3 items like “If you read this question, please choose 1” for assessing the attention of 

the participants and get a hint on whether they actually read the items or not. Each of the items are 

checked as “required” on Google Forms for not letting people sign out without answering all the items 

and the option of “restrict with 1 answer per person” is checked. Also, two English teachers cross-

checked the questionnaire, which is originally prepared by an English teacher, for correctness of the 

expressions and meaning and after the inspection, it is announced that the questionnaire is suitable and 

correct in terms of language. 

Data Collection 

“The Assessment Instrument for Evaluating Online Language Exchange Platforms” is 

published on Google Forms and the questionnaire link is shared both on “www.free4talk.com” and on 

the Facebook page of the group and the users are directed to the instrument with required 

explanations. The questionnaire stayed accessible for 10 days and was replied by 413 people. After 

omitting people who gave multiple answers to demographic questions and wrong answers to attention 

questions, there appear to be 356 users replying the questionnaire by carefully reading it. But data 

analysis is conducted on 336 people’s answers since 20 of the replies are omitted for being extreme 

value. 

Table 2 The frequency table for assessment instrument’s application 

Assessment 

Instrument’s 

Item 

No 
N  ̅ ss 

1 2 3 4 5 
 ̿ 

f % f % f % f % f % 

Ease of Use 
7 336 4,47 ,82 3 9 11 3,3 21 6,3 89 26,5 212 63,1 

4,55 
9 336 4,63 ,66 1 ,3 3 ,9 19 5,7 73 21,7 240 71,4 

Security 

4 336 3,21 1,41 51 15,2 63 18,8 74 22,0 59 17,6 89 26,5 

3,53 

6 336 3,61 1,14 19 5,7 38 11,3 83 24,7 111 33,0 85 25,3 

13 336 4,07 ,97 7 2,1 15 4,5 60 17,9 118 35,1 136 40,5 

17 336 3,43 1,37 44 13,1 46 13,7 63 18,8 87 25,9 96 28,6 

21 336 3,13 1,32 47 14,0 70 20,8 74 22,0 82 24,4 63 18,8 

26 336 3,76 1,03 8 2,4 33 9,8 83 24,7 119 35,4 93 27,7 

Charging 18 336 4,72 ,54 0 0 1 ,3 14 4,2 62 18,5 259 77,1 4,72 
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Foreign 

Language 

Learning 

1 336 4,23 ,82 2 ,6 9 2,7 45 13,4 132 39,3 148 44,0 

4,04 
2 336 4,28 ,85 3 ,9 11 3,3 38 11,3 118 35,1 166 49,4 

5 336 3,67 1,15 18 5,4 37 11,0 78 23,2 106 31,5 97 28,9 

16 336 3,98 1,11 10 3,0 32 9,5 56 16,7 93 27,7 145 43,2 

Self-Directed 

Learning 

10 336 4,09 ,99 6 1,8 21 6,3 51 15,2 114 33,9 144 42,9 

4,18 

19 336 4,52 ,66 0 0 2 ,6 26 7,7 102 30,4 206 61,3 

30 336 4,33 ,77 1 ,3 8 2,4 49 14,6 137 40,8 141 42,0 

33 336 4,25 ,86 2 ,6 10 3,0 52 15,5 108 32,1 164 48,8 

34 336 3,67 1,09 12 3,6 35 10,4 95 28,3 102 30,4 92 27,4 

35 336 4,22 ,82 1 ,3 7 2,1 57 17,0 122 36,3 149 44,3 

E-Tandem 

Language 

Learning 

8 336 4,33 ,86 1 ,3 13 3,9 44 13,1 92 27,4 186 55,4 
4,12 

36 336 3,92 ,97 5 1,5 17 5,1 91 27,1 109 32,4 114 33,9 

Community of 

Inquiry 

11 336 3,10 1,42 66 19,6 49 14,6 84 25,0 58 17,3 79 23,5 

4,02 

27 336 4,32 ,71 1 ,3 2 ,6 38 11,3 141 42,0 154 45,8 

28 336 4,33 ,77 0 0 7 2,1 42 12,5 120 35,7 167 49,7 

29 336 4,20 ,84 3 ,9 6 1,8 57 17,0 123 36,6 147 43,8 

31 336 4,17 ,81 1 ,3 8 2,4 56 16,7 137 40,8 134 39,9 

 

It can be seen on the table that the replies to items 7 and 9 which belong to the dimension of 

“ease of use” are gathered around options of “Agree” and “Strongly Agree” ( ̅      ). Answers to 

items 4, 6, 13, 17, 21 and 26 which are related to “security” dimension are observed not to concentrate 

on any specific direction   ̅      ). It is also understood that replies to item 18 which is the only 

item about “charging” display a negatively skewed distribution   ̅      ). Answers to items 1, 2, 5 

and 16 which are about “foreign language acquisition” are concentrated around option of “Agree” 

( ̅         The replies to items 10, 19, 30, 33, 34 and 35 which are on the dimension of “self-

directed learning” show a negatively skewed distribution   ̅̅ ̅       . In the dimension of “e-tandem 

language learning”, items 8 and 36 are observed to be answered highly as “Agree”   ̅         
Finally, replies to items 27, 28, 29 and 31 which are related to the dimension of “community of 

inquiry” indicate a negatively skewed distribution   ̅̅ ̅          

Reliability analysis for the assessment instrument is conducted on SPSS 22 and at first, by 

looking at descriptive statistics, items 14 (I feel safe while using this website to communicate with 

others), 15 (This website is totally free of charge), 24 (I can find opportunities to learn new things 

about different cultures on this website) and 25 (I see that I am becoming more fluent and self-

confident as I continue using this website) which have absolute value of skewness higher than 2.0 are 

omitted since they violate normal distribution. Then sums of items are calculated on a separate column 

and Pearson Correlation Co-efficient for each single item in correlation with these sums are calculated 

and item 3 (I think there is a huge gap between what I can understand and what I can express in the 

language that I am learning) which has a correlation score below 0.20 is omitted from the assessment 

instrument as it is thought to be irrelevant. Independent samples T-test is run for groups of lower and 

higher 27% of each item’s total value and consequently, the remaining 26 items are each observed to 

have a significance value of lower than 0.05 so they are decided to stay in the test. Finally, the 

assessment instrument is detected to have a value of 0.84 in Cronbach’s Alpha scale which refers to a 

high reliability rate. 

At last, final form of the assessment instrument appeared to have 30 items in total with 4 

demographic questions and 26 5-point Likert items all focusing on foreign language learning (items 1, 

2, 5 & 16), self-directed learning (items 10, 19, 30, 33, 34 & 35), e-tandem language learning (items 8 

& 36), community of inquiry (items 11, 27, 28, 29 & 31), ease of use (items 7 & 9), security (items 4, 

6, 13, 17, 21 & 26) and charging (item 18) dimensions. The maximum score of the instrument is 130 

and the minimum is 26. Its Cronbach’s Alpha coefficient is calculated as 0.84. It should also be noted 

that these dimensions are derived from the theoretical framework of this study to ensure content 

validity of the assessment instrument and thus they are used to form the questions. In this regard, to 

reach related findings on the research questions, all dimensions are evaluated together. 
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RESULTS 

To answer the 1
st
 sub-question, Independent Samples T-test is applied on data gathered from 

the assessment instrument and it is found out that items 1, 16 and 19 show significant difference in 

terms of the variable of whether users continue formal language education or not (p<0.05). When 

looked closely, it can be realized that item 1 (I think this website helps me understand different sounds 

that people produce while speaking the language that I am trying to master.) belongs to the dimension 

of foreign language learning and replies to this item shows significant difference in favor of users who 

do not continue formal language education. Actually, the reason for this, may be that learners still 

pursuing a formal language course don’t feel any need for listening exercises. Item 16 (I think I can 

understand more than I can produce in my foreign language.) is listed under the dimension of foreign 

language learning and focused on the gap between receptive and expressive competencies. It is seen 

that the replies to this item shows significant difference in favor of users who continue formal 

language education. As a reason for this, it can be said that learners with much exposure to the target 

language may develop a more comprehensive receptive competency and thus the gap between the two 

competency levels become more visible. Item 19 (I think this website encourages me to communicate 

with others on various topics.) belongs to self-directed learning dimension and is about the ability of 

applying the planned learning activities. Answers to this item displays significant difference in favor 

of users who do not continue formal language education. In fact, this is the attitude which is expected 

from those people who need to take the responsibility of their own learning. Other items of the 

assessment tool do not show any significant difference in terms of variable of whether users continue 

formal language education or not. The results of this analysis are presented below. Cohen’s d effect 

sizes are calculated just for the items which have significant differences (p<0.05). As the effect size of 

item 1 is calculated as low (d<0.20) it can be concluded that the variable of whether users continue 

formal language education or not has a vey low rate of explaining this item. Likewise, ETA square 

value of item 16 is calculated as low (d<0,5) which means that this item has a low rate of explaining 

the current difference. Finally, ETA square value of item 19 is observed to be low and it has a low 

level of explanation rate on the independent variable.  

Table 3 Statistics results on user views in terms of the variable of whether users continue formal 

language education or not. 

Item No Continuing Formal Education N  ̅ SS df t p Cohen’s d Effect Size 

1 
Yes 103 4,0777 ,91490 

334 ,020 ,020 0,17 
No 233 4,3047 ,77506 

16 
Yes 103 4,1748 ,98446 

334 ,039 ,039 0,25 
No 233 3,9013 1,16473 

19 
Yes 103 4,3981 ,67649 

334 ,021 ,021 0,27 
No 233 4,5794 ,65252 

 

To answer 2
nd

 question Independent Samples T-test is conducted and items 4, 10, 11, 13, 28 

and 35 are observed to show significant differences (p<0.05). Item 4 (I haven’t encountered any 

molesting/flirting attempt on this website.) belongs to the dimension of security and it is understood 

that the replies to this item demonstrate significant difference in favour of male users. It is assumed 

that males are optimistic about this issue because they come across with these incidents less frequently 

than females. Item 10 (I don’t hesitate talking with people on this website as I see that others are 

making similar mistakes with me.) is listed under the dimension of self-directed learning and focused 

on motivation. The answers to this item show significant difference in favour of males. Item 11 (I have 

friends on this website with whom we occasionally communicate with each other.) belongs to 

community of inquiry dimension and concentrates on social presence. The replies to this item display 

significant difference in favour of female users. So, it can be assumed that females are more fond of 

intimate and continuous partnerships for language learning. Item 13 (I feel safe while communicating 

with people on this website.) is about security dimension and the answers to this item are observed to 
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show significant difference in favor of female users. Thus, it is understood that the notion of security 

can be interpreted differently by men and women. Item 35 (I feel motivated as I know that I am not 

judged because of my mistakes on this website.) refers to self-directed learning dimension and focuses 

on the element of motivation. The answers to this item display significant difference in favour of 

females. And thus, it can be said that women feel safer in environments that they are not subjected to 

negative criticism. Statistics table of this analysis is presented below. Cohen’s d effect size is 

calculated only for items showing significant difference and as each of the effect sizes are low 

(p<0.05), it is concluded that the variable of gender has a low rate of explanation on these items 

(d<0.20).    

Table 4 Statistics results on user views in terms of the variable of gender. 

Item No Gender N  ̅ SS df t p Cohen’s d Effect Size 

4 
Female 103 2,9515 1,44425 

334 -2,285 ,023 0,26 
Male 233 3,3305 1,38270 

10 
Female 103 3,9029 1,06195 

334 -2,416 ,016 0,28 
Male 233 4,1845 ,94928 

11 
Female 103 3,4175 1,34692 

334 2,698 ,007 0,32 
Male 233 2,9657 1,44396 

13 
Female 103 3,8835 1,01267 

334 -2,408 ,017 0,28 
Male 233 4,1588 ,94487 

28 
Female 103 4,4563 ,71093 

334 1,994 ,047 0,24 
Male 233 4,2747 ,79443 

35 
Female 103 4,4175 ,76086 

334 2,913 ,004 0,35 
Male 233 4,1373 ,83461 

 

For the 3
rd

 sub-question, One Way Anova is conducted on the data and when looked at the 

homogeneity of variances, it is seen that variances of items 8, 13 and 18 procure the disequilibrium of 

p<0,05 and can be further examined. Item 8 (I think this website provides me with the opportunity to 

teach my culture and language to others.) is about e-tandem language learning dimension, item 13 (I 

feel safe while communicating with others on this website.) belongs to security dimension and item 18 

(Being totally free of charge makes this website more accessible and encouraging than others.) is 

about charging dimension. By examining the post-hoc tables of these items, the following results are 

drawn. It is understood that there is a significant difference between primary/secondary school 

graduates and high school graduates, bachelors and PhD holders regarding item 8 and the eta square 

effect size calculated as 0,039 which is observed to be low (ƞ<0,05). In terms of item 13, there appears 

to be a significant difference between high school graduates and bachelors and MA holders. The eta 

square effect size is 0.028 which is a low value. In terms of item 18, there is a significant difference 

between primary school graduates and high school graduates, bachelors and MA holders and the eta 

square effect size is 0.046 which is also a low value. So, none of the items has an effect size to be 

considered high enough to show reason for changes. Following post-hoc tables of these items are 

presented below. 

Table 5 Post-hoc table in regards to education levels for item 8. 

Item 8 Primary/Secondary Highschool Bachelor MA PhD 

Primary/Secondary - P= ,038 P= ,038 P=,270 P=,020 

Highschool P= ,038 - P= 1,000 P=,442 P=,656 

Bachelor P= ,038 P= 1,000 - P=,411 P=,597 

MA P= ,270 P= ,442 P= ,411 - P=,240 

PhD P= ,020 P= ,656 P= ,597 P=,240 - 
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Table 6 Post-hoc table in regards to education levels for item 13. 

Item 13 Primary/Secondary Highschool Bachelor MA PhD 

Primary/Secondary - P= ,874 P= 1,000 P=,997 P=,999 

Highschool P= ,874 - P= ,072 P=,042 P=,985 

Bachelor P= 1,000 P= ,072 - P=,881 P=,997 

MA P= ,997 P= ,042 P= ,881 - P=,956 

PhD P= ,999 P= ,985 P= ,997 P=,956 - 

 

Table 7 Post-hoc table in regards to education levels for item 18. 

Item 18 Primary/Secondary Highschool Bachelor MA PhD 

Primary/Secondary - P= ,004 P= ,038 P= ,001 P=,248 

Highschool P= ,004 - P= ,947 P= ,980 P=,970 

Bachelor P= ,001 P= ,947 - P=1,000 P=,898 

MA P= ,002 P= ,980 P= 1,000 - P=,909 

PhD P= ,248 P= ,970 P= ,898 P=,909 - 

 

To answer the 4
th

 sub-question One Way Anova is conducted and looking at the homogeneity 

of variances, item 36 is observed to procure the disequilibrium needed p<0,05 and is selected for post-

hoc tables. This item (I think my opinions are taken into consideration while decisions about the 

community are made.) belongs to e-tandem language learning dimension. There appears to be a 

significant difference between 51 and over aged users and users of 10-20, 21-30 ages.   

Table 8 Post-hoc table for item 36 in regards to age variable 

Item 36 10-20 21-30 31-40 41-50 51 and over 

10-20 - P= 1,000 P= ,765 P= ,966 P= ,015 

21-30 P= 1,000 - P= ,639 P= ,962 P= ,006 

31-40 P= ,765 P= ,639 - P= ,999 P= ,128 

41-50 P= ,966 P= ,962 P= ,999 - P= ,191 

51 and over P= ,015 P= ,006 P= ,128 P= ,191 - 

 

CONCLUSION AND DISCUSSION 

As it is a well-known fact that one of the prime requirements of our century is acquiring a 

common/foreign language to communicate with the global society and have the advantage of clusters 

of information (Gelen, 2018). However, while learning a new tongue people are frequently observed to 

find it difficult to express themselves in this foreign language (Richards, 2008) since they are 

generally deprived of necessary opportunities to put the language in use. Mainly for this reason, 

learning a new language is considered as a tough and complicated job by the students in Turkey too 

(Yurtsever Bodur & Arıkan, 2017). But, today with the rise of the communication tools via the 

Internet, language learners are readily interacting with each other in online platforms to practise and 

develop especially expressive competencies (Xu S. , 2019). And these learning environments, like any 

others, are thought to need a theoretical structure and some standards to provide its users with the most 

benefits. In this study, one of the such online communities named “Free4Talk” is evaluated in regards 

to dimensions of “ease of use, security, charging, self-directed learning, e-tandem language learning, 

community of inquiry and receptive and expressive competencies in foreign language learning” which 

are derived from the interviews and the literature review to ensure a high content validity of the 

assessment instrument. 

In this context, it can be observed from the Table 2 that this language exchange platform is 

considered as user friendly and easy to navigate by most of the participants   ̅       . The direct 

access to chat rooms and the need for very little information to sign in the website are assumed to be 
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the main reasons for this conclusion matching the findings of related studies (Garett, Chiu, Zhang, & 

Young, 2016). On the other hand, when it comes to the feeling of security, there appears to be some 

doubts   ̅       . Having a look at the items on this dimension, it can be seen that, especially, the 

replies to Item 4 which questions whether users encountered molesting attempts or not have a 

significant difference in favor of males on not encountering any behavior of this kind which can be 

interpreted as females are facing with this issue more frequently. But contrary to the previous item in 

this category, Item 13 presents a significant difference in favor of female users. Thus, it can be inferred 

that the notion of safety regarding the use of these environments has different perspectives in terms of 

gender (Murnane, 2016). When it comes to charging, there seems to be a consensus on this platform’s 

being free   ̅          Moreover, directing learners to gain control of their language learning process 

can be regarded as a successful aspect of this environment   ̅̅ ̅         But it must be underlined that 

as the replies to Item 19 exert, there is a significant difference in favor of learners who do not continue 

formal education in terms of motivation towards communicating with others. This finding is thought 

to demonstrate that the need for activating the linguistic knowledge and producing the language is key 

to progress (Garrison D. , 1997; Pae & Greenberg, 2014).  It can be accepted as supporting the idea of 

this group of learners’ being in need of practicing the language more than learners who are still 

pursuing their formal education. In terms of developing receptive and expressive skills in a foreign 

language, this website can be described as having a positive impression on users ( ̅         As 

previously mentioned, there frequently emerges a huge gap between the receptive and expressive 

language competency levels while learning a foreign language (Richards, 2008). The replies to Item 16 

in this category, especially, supports this view and there appears a significant difference in favor of 

learners continuing their formal education which can also be considered as meaningful in showing that 

formal language training environments generally lack the required amount of activities to support an 

even development between receptive and expressive language competencies. Also, having the integrity 

to become a learning community that has a specific direction can be seen as a commonly accepted 

feature of this environment   ̅̅ ̅         Especially, Item 28 which implies the social presence 

(Garrison, Anderson, & Archer, 2000) in the form of friendship relations is observed to have a 

significant difference in favor of female users. Thus, it can be guessed that female users are keener on 

the feeling of belonging and intimacy. And, lastly, it can be assumed that cultural exchange can be 

seen as a commonly acknowledged feature of this website   ̅         Accordingly, many studies 

discussing the issue in terms of e-tandem language learning, exert that the social atmosphere created in 

these environments speeds up the natural process of language acquisition (Botero, Questier, & Zhu, 

2019; Cavalari, 2018; El-Hariri, 2016; Kawai, 2006)..  

Finally, by considering all these findings, it can be concluded that this website addresses a 

wide audience regardless of age, language, gender, educational level and whether the users continue 

their language education or not. Also, it provides an encouraging social learning environment, 

opportunities for cultural exchange and language practice in a relatively secure and free learning 

environment. 

SUGGESTIONS 

1. As the research focuses on developing a general outline for the standards of online 

language exchange platforms, it lacks comprehensive findings on the correlation between informal 

language societies and the development of expressive language competency. Thus, further research 

can be conducted on this topic. 

2. Safety dimension can also be further investigated in terms of gender and age variables 

which has implications in the study. 

3. A quality list can be created by evaluating these platforms for offering them as 

alternative environments for language practice. 
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4. A study focusing on the effects of simultaneous use of formal language training and 

informal language exchange platforms in foreign language learning/teaching can also be 

investigated. 
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Abstract 

Reliability that can be proved by numeric indicators in quantitative studies has become a very 

discussible issue. The reason for this is to be thought that in qualitative researches, reliability is not 

based on positive perspective and those forming reliability criteria is difficult.  However, for testing 

the reliability of a qualitative study or raising it to the top level, some ways are used. The objective of 

this study is to introduce an approach to be able to use the options of inter-coder reliability calculating 

manually and through software in qualitative researches of education and training in sports. This 

research was conducted by document review method. In this context, how inter-coder reliability in 

qualitative researches will be formulated, how it will be calculated in software dimension, and the 

dimensions  of  inter-coder agreement, code frequency in document, code overlapping rate of segment 

level, and revealing code frequency were discussed. In the study, document analysis technique among 

qualitative research designs and in analyses content analysis method were used. The study results 

revealed with the examples that inter-coder reliability could be calculated in the various ways and that 

percentage flexibility could differ in every formula. Also, the options of inter-coder agreement were 

calculated by means of software, and it was identified that each option used had a different flexibility. 

This study, in terms of its originality, drawing the existing reliability from related to qualitative study 

from the framework of inter-coder agreement, suggests a synthesis of contemporary viewpoints. It is 

considered that in inter-coder qualitative studies, especially in sports education and training studies, 

will guide to the relevant researchers.   
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INTRODUCTION 

Evaluating the reliability of the research results has a great importance for both quantitative 

and qualitative researches, because reliability gives information about “soundness” of the research 

related to wholeness of final results. One of the most important criticisms raised to qualitative 

researches is the opinion that the adopted methods are weakly given justification, that there is no 

transparency in analytical procedures, that the findings have a total of personal principles only 

subjecting to the prejudice of researcher, and that they are devoid of scientific accuracy (Sandelowski, 

1993). These thoughts are seen among the subjects that can be neglected in qualitative researches 

(Rädiker & Kuckartz, 2019). However, it is expressed that qualitative research methods are not also 

based on statistical calculations.  But these criticisms are not right for the researches presenting 

holistic and systematic viewpoints about phenomena, because there are statistical calculations used in 

evaluating qualitative researches (Rolfe, 2006). 

In spite of all these criticisms, qualitative researches also have moral and ethical codes like 

quantitative researches. Elimination of problems associated with moral and ethical matters is the 

confirmation of validity of that research (Gomes & Duarte, 2020). The criteria such as triangulation, 

specialist evaluation, and supervision trace used for providing the validity and reliability of qualitative 

researches are also the criteria positivism also uses (Hanson et al., 2005). Just in positivism approach, 

the designs of qualitative researches are also methods, in which statistical calculations are used, and 

inter-coder reliability can be provided.   

Inter-coder agreement among reliability criteria of qualitative researches is to introduce the 

result of two independent coders according to the scientific essentials (Rädiker & Kuckartz, 2019). 

Inter-coder agreement is associated with the compliance of the subject studied (Joffe & Yardley, 2004) 

and whether or not codes can reach the same results as a result of  coding for the same documents the 

coders make or how much they agree with categories.   

In qualitative researches, inter-coder reliability is an indispensable criterion in terms of 

compliance of the codes to be assigned to the research and themes to be formed (Freelon, 2010). Inter-

coder reliability approach, the questions of at what extent two experts define the same subjects as 

similar and whether or not they form similar codes and categories are focused on. It is possible for two 

experts to agree with the same document and evaluate a phrase or paragraph in the same document as 

the different categories. For, in qualitative researches, coding and dividing into categories are not 

clearly formulated (Kuckartz, 2016). In this case, movement point must be  that two expert coders 

firstly deal with the research not only according to its own structure but also based on the result of a 

finding or conceptual framework. As a result, while inter-coder reliability is provided, scientific 

criteria must be performed.      

For inter-coder reliability, many software programs that can help to evaluate the results 

(Richards & Richards, 1994). While each program makes certain analyses (coding, reviewing codes), 

it has its opportunities and weaknesses. However, every program makes contribution to the originality, 

reliability, and quality of data (Weitzman & Miles, 1995). 

Nowadays, inter-coder agreement is realized both manually and through software programs 

(Weitzman & Miles, 1995). MAXQDA program, one of software program used in analysis programs 

of qualitative researches, has many characteristics meeting the expectation of qualitative researchers. It 

has an interface incorporating many features such as searching by qualitative data, fast coding, 

updating, and recording the data (MAXQDA, 2020). Beside this, in reliability analyses, it is a program 

that can extract a numeric measure of the agreement between two independent coders by means of the 

different methods of value (Rädiker & Kuckartz, 2019). 

When domain literature is examined, the researches, which calculate inter-coder reliability, 

show the existing options, and deal with the options of analysis program in detail, are limited. The 
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objective of this study is to introduce an approach for being able to use the options of calculating inter-

coder reliability manually and through software in education and training researches in sports. 

Therefore, in this study, inter-coder reliability is both dealt with conceptual framework and that all 

stages of inter-coder reliability are introduced manually and through a software program (MAXQDA, 

2020). 

METHOD 

Research Model  

In case that direct observation and interview are not possible, the articles associated with the 

research problem can be included in the study. Just as document review or analysis can be an analysis 

method alone, also in case that the other qualitative methods, it can be used as an extra information 

resource (Kıral, 2020). 

In this study, document analysis technique and content analysis method were used. The study 

data were obtained by means of the articles containing information inter-coder agreement, books, and 

MAXQDA software program. In content analysis, application of inter-coder agreement reliability was 

shown through MAXQDA qualitative data analysis software. Among options in MAXQDA software, 

code occurrence in the document, code overlapping rate of segment, code frequency in document” 

options were introduced.     

Collecting data  

The content of domain software was examined by means of information form for how inter-

coder agreement is evaluated. Domain literature information about inter-coder agreement is presented 

in the form of table. Also, inter-coder agreement formulas and options, obtained from domain 

literature, were given together with their examples. Domain literature content, later collected, was 

checked by three researchers, and possible errors were prevented.   

Options of Calculating Inter-coder agreement  

For examination of study case, example project of MAXQDA qualitative data analysis 

program (ENG/Life Satisfaction.mx20) was utilized. With this example study, inter-coder agreement 

options in MAXQDA program were examined in terms of code occurrence in document, code 

overlapping rate of segment, and calculation of code frequency.   

FINDINGS 

Reliability  

Which strategies can qualitative researchers adopt for providing the reliability of research 

findings? In contrast to quantitative researchers applying statistical methods for the validity and 

reliability of the research findings, qualitative researchers aims to design and combine strategies for 

providing reliability of findings.   

In qualitative researches, providing the reliability of study is related to consistency. In other 

word, it is understood whether or not to reproduce findings from this expression (Allan, 2020). 

Lincoln and Guba (1985) conceptualized reliability as consistency. Just as in each stage of the study, 

in the stage of coding and theming, introducing the persuasive evidence is a part of reliability 

(Hennink et al., 2020).  
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In the stage of theming and coding the data, during comparing the different viewpoints, 

introducing similarity and differences is to reveal how the data are used and consistency of the 

research, in which the data are categorized. Namely, for providing the consistency of the research, the 

decisions in forming the themes and codes belonging to that research are evaluated as a criterion of 

consistency.   

Inter-coder agreement reliability  

In a coding framework evaluation of inter-coder reliability is frequently recommended in 

qualitative research as a good application (O’Connor & Joffe, 2020). Although it is argued that inter-

coder agreement is an inappropriate or unnecessary step among the targets of qualitative research, 

inter-coder agreement helps researchers persuade about the reliability and systematics of coding 

process (Rädiker & Kuckartz, 2019). For, inter-coder agreement is a stage of associating the codes 

assigned with dataset. Being able to make an accurate association depends on proper execution of this 

stage. Inter-coder agreement reliability is a numeric measure of agreement between the different 

coders regarding how to use the same data (O’Connor & Joffe, 2020) and examination of  whether or 

not which segments and codes match (MAXQDA, 2020). In other words, inter-coder reliability 

expresses the consistency of that the different people use the same data.  

While inter-coder agreement is a standard measure of study quality, a low level inter-coder 

agreement means that the study is of poor quality. Low level inter-coder agreement is indicator of 

unclear coding, inadequate agreement of coders on issue, weakness in the theming and coding 

methods of the research (Lavrakas, 2008). The way of overtaking this problem is possible with 

keeping coding away from individualism, independent coding of two different experts on the same 

dataset, and comparing the similarities of two experts to each other in terms of coding and theming 

(Rädiker & Kuckartz, 2019). 

Inter-coder agreement in education and training researches in sports  

In education researches, it has begun to be seen that it is not always possible to hypothesize 

according to a certain theory or model and keep some variables fixed, depending on these hypotheses, 

hence, to produce generalizable information in educational area, and that the existing physical, social, 

cognitive, and psychological features in any environment are the most important elements determining 

the results that emerge (Yıldırım, 1999). 

Although qualitative researches introduced several generalizable information, since this 

information is at very general level, education at applier position remains inadequate in presenting 

practical information and adequate suggestions to the users. Therefore, educations went towards 

qualitative researches, considered that they have more explanatory features and are enough in bringing 

the meaning in the results. Thus, beyond the general findings reached via qualitative research methods, 

reaching more explanatory and detailed and deep information, and introducing this information for the 

service of practitioners were aimed.     

In the recent years, many methods are used related to education and training researches in 

sports. Some of these are “theory development”, “phenomenology”, “observation”, “content analysis”, 

and “discourse analysis”. Consistency used for the data collected in qualitative researches covering a 

large study process is relatively important (Lester et al., 2020). Inter-coder reliability is a criterion in 

testing this consistency. Albeit evaluating reliability is an important component for these researches, 

selecting and using accurate method in inter-coder reliability is an important challenge for the 

researchers (Olson et al., 2016; Venkatesh et al., 2013).  

The place and importance of qualitative researches in educational studies are not discussible 

but it is necessary for study design, coding, theming, and agreement of codes and themes to each other 
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to complete and support (Yıldırım, 1999). In the existing analyses, if two independent experts provide 

so agreement, it prevails the view that  the findings of that study will be repeatable, consistent, and 

reliable (Davies, 2012). However, in providing inter-coder reliability, it is thought that there is a need 

for more systematic guide that can introduce inter-coder difference.   

In qualitative researches, it is seen that there are various studies evaluating inter-coder 

reliability (ICR) of the studies calculating inter-coder agreement by means of a qualitative research 

method and deal with (Campbell et al., 2013; Friese, 2019; González-Prieto et al., 2020; MacPhail et 

al., 2016; O’Connor & Joffe, 2020; Rädiker & Kuckartz, 2019; Wilson-Lopez et al., 2019). But when 

the domain literature is examined, any resource dealt with evaluating inter-coder reliability (ICR) of 

education and training in sports was not met.   

In education and training researches in sports, if researchers select a suitable coding method or 

computer software, codding and theming errors will be identified and corrected before introducing the 

study results (Venkatesh et al., 2013). Using a suitable method in inter-coder agreement will reduce 

the biasness during coding and theming (Nili et al., 2020). 

In this context, the relevant literature regarding the formulas of inter-coder agreement methods 

was reviewed, and the most suitable approach of calculation method in inter-coder reliability in the 

education and training researches in sports was introduced. In addition, in education and training 

researches in sports, an inter-coder agreement program was introduced with the calculation examples 

of code frequency in document and code overlapping rate of segment. 

Manually calculating inter-coder agreement 

For  reliability of inter-coder agreement, what is important is not only calculating it manually 

or by means of computer programs but also the data of the same text, coded without giving  

information to each other is consistent (Silverman, 2005). Beside this, there are very few standards and 

accessible guide regarding the suitable procedures to be used for evaluating and reporting inter-coder 

reliability or auxiliary instrument for calculating it (Lombard et al., 2002). “Inter-coder agreement” 

can be calculated by means of certain methods in the literature (Rädiker & Kuckartz, 2019). But match 

percentage that is the most used common method of using inter-coder reliability control is the most 

flexible one (Nili et al., 2017). 

Inter-coder reliability;   

Matches / (Matches /Non-Matches) 

 

This agreement conceptualized as inter-coder reliability is calculated by using the formula 

above.  This formula shows similarity with Miles and Huberman (1994) formula.  

Document  Agreement Disagreement % 

Participant -1 9 0 100 

Participant -2 9 0 100 

Participant -3 8 1 0,88 

Total  26 1 0,96 

 

Percentage of agreement is expressed as in the figure above. The agreement and disagreement 

situations regarding 3 different meetings are shown above. There is no compromise for participant 1 

and participant 2. But in participant 3, the disagreement code is 1. Accordingly, the agreement 

percentage of each participant and the codes of all participants can be calculated with the following 

formula. 
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- Matching codes of Participant -3 are calculated in the form of 8/8+1 = 0.88 as percentage 

and 

- Matching codes of three participants, in the form of 26/26+1 = 0.88 as percentage.  

Beside this, the different formulas are used for agreement rates of datasets coded by coders. 

Therefore, it shows that calculating inter-coder agreement is based on the various assumptions, and 

that calculations made on the same data i.e. numeric measure of inter-coder agreement is different 

(Rädiker & Kuckartz, 2019). In the following table, the information belonging to the codes coded by 

two coders takes place. The details of codes Coder-1 and Coder -2 coded and rejected the same or only 

one coder accepted are shown.   

Codes 2 

Coder  1 

 
Codes or variables that are 

the same 

Codes or variables that are 

not  the same 

Codes or variables that are the same   A B 

Codes or variables that are not  the 

same   
C D 

 

A: Codes Coder-1 and Coder-2 accepted as the same-coded.  

D: Codes Coder -1 and Coder -2 rejected  

B and C: Codes only one coder accepted  

As a result, to make numeric the expressions:  

  Coder  1 

  Codes or variables that are 

the same 

Codes or variables that are 

not  the same 

Coder -2  Codes or variables that are   the 

same   

20 5 

Codes or variables that are not  

the same   

10 15 

 

Coding of a study, made by two different coders on the same document regarding educational 

style of physical education teachers, is shown above. Each coder made coding.  For fifty coding made, 

coding is seen in column for Coder-1 and, in row, for Coder-2. If the numeric values above are placed 

in each of inter-coder agreement formula, the following results can be obtained.    

Sorts of inter-coder 

agreement  

Definition Formula Calculation 

Simple Agreement  Codes and variables that are the 

the same and codes and 

variables that are not the same 

are accepted as agreement.    

(a+b)/(a+b+c+d) (20+5)/(20+5+10+15) 

=0.50 %50 

Jaccard Codes and variables that are not 

the same are ignored.  

a/ (a+b+c) (20)/ (20+10+5) 

=0,57 %57 

Rädiker and 

Kuckartz  

Occurrence is evaluated two 

times and that is absent is 

single.   

(2a+d) /(2a+b+c+d) (2.20+5)/(2.20+5+10+15) 

= 0,64 %64 

Russel and Rao  Only occurrence is evaluated as 

agreement. Codes and variables 

that are not the same reduce 

similarity.    

a / (a+b+c+d) (20) / (20+5+10+15) 

= 0.40 % 40 

 

In the table above, the definitions, formulas, and calculations of inter-coder agreement are 

shown (Rädiker & Kuckartz, 2019). When all the results are multiplied by 100, from this formula, 
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inter-coder reliability statistics, known as match percentage. Beside this, inter-coder agreement 

premise by Rädiker and Kuckartz (2019) is very flexible. It suggests agreement at maximum level.  

Whichever agreement method is used, it is seen that coding agreement of qualitative researches is 

suitable for certain features (Nili et al., 2017).  

Example of inter-coder agreement on program: Maxqda 

While coding data in qualitative studies, presence of certain criteria will increase 

persuasiveness of the results reached. For example, that coding is not arbitrarily and randomly made, 

instead of this, that it is made by two experts will enable consistency of these documents coded to be 

evaluated in compliance with scientific framework (Erlandson et al., 1993).   

After the documents having the same content are coded by two independent experts, it will be 

assumed that this coding will reach a certain level of safety level. MAXQDA software will also enable 

to compare two people coding the same document thanks to its function of inter-coder agreement 

(Rädiker & Kuckartz, 2019). Here, the aim of comparing independent coders is to discuss distinctions, 

understand why the distinctions occur, and improve agreement safety, evaluating all deficiencies. 

MAXQDA presents a number of code occurrences in the document and code frequency in the 

document providing to improve and validate systematic analysis of inter-coder agreement.  

The inter- coder agreement procedure 

Before loading Maxqda software, checking inter-coder agreement includes the following 

steps:  

“Two coders process the identical document independently and code it according to mutually 

agreed code definitions. This can be done on the same computer or on separate computers. Of course, 

it is important that both coders cannot see what the other person has coded.” 

“The two identical documents coded by different coders must be contained in the same 

MAXQDA project. The documents must have the same name, but must be in different document 

groups or document sets (MAXQDA, 2020). 

In MAXQDA, for being able to accurately analyze inter-coder agreement, it is necessary for 

the names of the documents compared to be the same. If  document name is not the same, MAXQDA 

displays  a warning message regarding the place, in which documents are different. In this case, for 

avoiding to produce erroneous results, first of all,  it is necessary to examine the difference in every 

document. As in the following figure, it is seen that the names of  documents coded by two different 

coders are the same.  
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Figure- 1.  View of two independent encoders in document and code system 

 

As seen in the document system above, four interviews with the same content were coded by 

encoder 1 (Özer) and encoder 2 (Ali). Encoder 1 assigned 32 codes to four interview documents, while 

encoder 2 assigned 26 codes and two encoders total 58 codes to four interview documents. The coding 

details of the two independent encoders in Table 1 are given below.  

Table 1. Coding details of two independent encoders 

Coded by Ozer Partner Friends Grandparents Siblings Parents Total 

Robyn 3 3 3 2 1 12 

Max 2 2 2 2 2 10 

Joanna 1 1 1 1 1 5 

George 1 1 1 1 1 5 

Coded by Ali Partner Friends Grandparents Siblings Parents Total 

Robyn 3 3 2 1 1 10 

Max 2 2 2 2 0 8 

Joanna 1 1 1 1 0 4 

George 1 1 1 1 0 4 

Total 14 14 13 11 6 58 

 

In Figure 1, details of a total of 58 encodings made by encoder 1 (Özer) and encoder 2 (Ali) to 

documents and sections can be seen. As seen in Table 1, the underlined bold areas show the 

disagreements. Table 2 shows the summarized situation of the above table.  
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Table 2.  Coding sum of two independent encoders in code system 

  Partner Friends Grandparents Siblings Parents Total 

Coded by Ozer 7 7 7 6 5 32 

Coded by Ali  7 7 6 5 1 26 

Total 14 14 13 11 6 58 

 

The table above shows the sums of encodings assigned to each document made by the two 

encoders. It is important to understand these tables to have information about how coding content is 

calculated before seeing the inter-coder negotiation options of the MAXQDA program. 

In MAXQDA, while inter-coder agreement is calculated, codes there are the options such as 

occurrence in document, code frequency in documents, code overlapping rate of segment. Agreement 

analysis can be made for all sorts of documents i.e. PDFs, tables, images as well as sound and video 

files.    

 

Figure 2. Options dialog box for inter-coder agreement analyses 

 

For inter-coder agreement analysis, when options of dialog box are examined, it is seen that 

there are three options for agreement. These options are code occurrence in the document, code 

frequency in the document, and code overlapping rate of the segment level.   

Inter- coder Agreement 

1. Code occurrence (existence) in the document   

Code occurrence (existence) in the document: A match is counted if both coders have assigned 

the same code to the document. It does not matter in this case whether one person assigned the code 

three times and the other only once (Rädiker and Kuckartz, 2019). The important thing is that the code 

is assigned by two coders, even once. For example Ozer has assigned the code “Grandparents” three 

times in the Robyn document and Ali has assigned the code “Grandparents” twice.  There is no 
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conflict here. There is no question of disagreement here. If Ali had not assigned any code to that code 

then there would be a conflict. For example Ozer has assigned the code “Parents” in the Max 

document and Ali has no assigned the code “Parents”. Therefore, there is disagreement here. 

The details are shown in Table 3.   

Table 3.  Code occurrence (existence) in the document  

Coded by Ozer Partner Friends Grandparents Siblings Parents Total 

Robyn 3 3 3 2 1 12 

Max 2 2 2 2 2 10 

Joanna 1 1 1 1 1 5 

George 1 1 1 1 1 5 

Coded by Ali Partner Friends Grandparents Siblings Parents Total 

Robyn 3 3 2 1 1 10 

Max 2 2 2 2 0 8 

Joanna 1 1 1 1 0 4 

George 1 1 1 1 0 4 

Total 14 14 13 11 6 58 

 

Considering the underlined areas as shown in Table 3, Ozer has assigned the code “Parents” 

once in the document Max, Joanna and George. But Ali has no assigned the code “Parents” in the 

document Max, Joanna and George. Therefore, the code disagreement exists in the Parents code in 

Max, Joanna, and George documents. The details are shown below in Table 4.   

Table 4.  Code occurrence (existence) in the document summary   

Code  Relevant Irrelevant Total Percentage 

Partner 4 0 4 100,00 

Friends 4 0 4 100,00 

Grandparents 4 0 4 100,00 

Siblings 4 0 4 100,00 

Parents 1 3 4 25,00 

Total 17 3 20 85,00 

 

Table 4 summarizes the Partner, Friends, Grandparents and Siblings themes, while there is a 

complete consensus in terms of the existence of code in the document, while there are three 

uncompromised codes in the Parents theme (Table 3 for details). When all these codes are considered 

together, a total of 17 codes are related and 3 codes are unrelated. According to this, from the formula 

(Agreement) / (Agreement + Disagreements), 17)/(17+3) = 0.85.  When this is multiplied by 100, the 

rate two coders agree with it is calculated as 85%.    

2. Code frequency in the document  

“A match is counted if both coders have assigned the same code in the document the same 

number of times” (Rädiker and Kuckartz, 2019) If one person has assigned the code "parents" two 

times in the document and the other one, there is no agreement for this code Again, the locations of the 

coded segments in the document do not play a role here. For example, in the following figure, while 

Ozer assigned two codes to Max document in the code “Parenets”, Ali did not assign any code. There 

is one disagreement for this code of Max document. The details are shown in Table 5.   
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Table 5. Showing Code frequency in the document 

Coded by Ozer Partner Friends Grandparents Siblings Parents Total 

Robyn 3 3 3 2 1 12 

Max 2 2 2 2 2 10 

Joanna 1 1 1 1 1 5 

George 1 1 1 1 1 5 

Coded by Ali Partner Friends Grandparents Siblings Parents Total 

Robyn 3 3 2 1 1 10 

Max 2 2 2 2 0 8 

Joanna 1 1 1 1 0 4 

George 1 1 1 1 0 4 

Total 14 14 13 11 6 58 

 

Considering the underlined areas as shown in Table 5, while Ozer has assigned the code 

“Grandparents” three times in the document and Ali has assigned the code “Grandparents” twice.  And 

Ozer has assigned the code “Siblings” twice, Ali has assigned the code “Siblings” once. Ozer has 

assigned the code “Parents” twice in the Max document. Ali has assigned once. Ozer has assigned the 

code “Parents” once in the Joanna document. Ozer has assigned the code “Parents” once in the George 

document. Ali did not assign any code in these two documents.  

Table 6. Code frequency in the document summary 

Code  Relevant Irrelevant Total Percentage 

Partner 4 0 4 100,00 

Friends 4 0 4 100,00 

Grandparents 3 1 4 75,00 

Siblings 3 1 4 75,00 

Parents 1 3 4 25,00 

Total 15 5 20 75,00 

 

A full consensus has been achieved on Partner and Friends themes coded by Ozer and Ali. 

However, no consensus could be reached on the themes of Grandsparents, Siblings and Parents. As a 

result, a total of five frequencies with no consensus were obtained (Table 5 for details).According to 

this, from the formula (Agreement) / (Agreement + Disagreements), (15)/(15+5) = 0.75.  When it is 

multiplied by 100, the rate of view two coders agree with it is calculated as 75%.   

3. Min. code overlap between segments (%) 

“A match is counted if both coders have assigned the code to a given data segment. The 

segments do not have to be 100% identical in their position; you can set a tolerance range” (Rädiker 

and Kuckartz, 2019). The difference in the codes assigned here is considered a dispute. For example 

Ozer has assigned the code “Grandparents” three times in the Robyn document. If Ali has no code 

assigned. There are three disagreements for this code of Robyn document. In the following table, a 

total of six irrelevant codes are given in detail in Figure.    
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Table 7. Showing Code overlapping rate of X % at the segment level 

Coded by Ozer Partner Friends Grandparents Siblings Parents Total 

Robyn 3 3 3 2 1 12 

Max 2 2 2 2 2 10 

Joanna 1 1 1 1 1 5 

George 1 1 1 1 1 5 

Coded by Ali Partner Friends Grandparents Siblings Parents Total 

Robyn 3 3 2 1 1 10 

Max 2 2 2 2 0 8 

Joanna 1 1 1 1 0 4 

George 1 1 1 1 0 4 

Total 14 14 13 11 6 58 

 

In Table 7, in bold marked sections, the relevant codes are given. Ozer has assigned the code 

“Grandparents” three times in the Robyn document and Ali has assigned the code “Grandparents” 

twice. Ozer has assigned the code “Siblings” twice in the Robyn document and Ali has assigned the 

code “Grandparents” once.  

Ozer has assigned the code “Parents” twice in the Max document and Ali has assigned the 

code “Parents” once. Ozer has assigned the code “Parents” once in the Joanne and George document 

and Ali has not assigned any code to these two documents. In the following table, irrelevant six codes 

are given.   

Table 8. Code overlapping rate of X% at the segment level summary 

Code  Relevant Irrelevant Total Percentage 

Partner 14 0 14 100,00 

Friends 14 0 14 100,00 

Grandparents 12 1 13 92,31 

Siblings 10 1 11 90,91 

Parents 2 4 6 33,33 

<Total> 52 6 58 89,66 

 

As a result, it is seen that Ali and Özer have assigned 6 codes different from each other. Ozer 

has assigned the codes “Grandparents” “Siblings” and “Parents” more than one code from Ali in the 

Robyn, Max, Joanna, George documents. As a result, there was a conflict in six codes.  According to 

this, from the formula (Agreement) / (Agreement + Disagreements), calculating code overlapping rate 

of segments as (52)/(52+6) = 0.89, when [this value] is multiplied by 100, it was revealed that two 

coders agree with it and that agreement rate is 89%.   

CONCLUSION 

In this study, inter-coder reliability was attempted to be introduced based on the premises 

discussed in the relevant literature. Inter-coder agreement keeps an important place in evaluating the 

reliability of content analysis for qualitative researches. When domain literature is evaluated, the 

existing views about inter-coder agreement are different (Cho & Trent, 2006; Denzin & Lincoln, 2011; 

Maxwell, 1992; Rädiker & Kuckartz, 2019). These views were considered and scrutinized but the 

examples were presented related to formulas introduced by Rädiker and Kuckartz (2019) and it was 

emphasized that the formula suggested by the researcher himself was more flexible.   

Inter-coder reliability has different features from manual calculation. Program (MAXQDA) 

calculates inter-coder agreement in the context of code frequency in documents, code overlapping rate 

of segments, an. d code occurrence in document 

When the calculations made through the data are considered, it can be said that code 

overlapping rate of segments gives a more flexible result of inter-coder reliability. This case can differ 
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in the different coding in different studies. Therefore, if it is necessary to use a program, while 

drawing inter-coder agreement reliability, it is suggested to be tested all alternative agreement features 

of program that are suitable for the study.   

It is considered that the study will guide to the relevant researchers in formulating the 

processes of inter-coder reliability in qualitative studies, especially in education and training 

researches in sports, in calculations or through qualitative data analysis program.   

That qualitative methods are often preferred in educational studies, especially in educational 

studies in sports, due to the fact that they make scientific contribution to the solution of many 

problems, bringing a qualitative framework in these studies is possible by making the study 

acceptable, shortening publication processes in scientific articles, and performing many criteria, 

especially inter-coder reliability criterion.    

In this scope, when domain literature is examined, specific to inter-coder reliability, there are 

limited numbers of studies. In the tradition of qualitative study, this study introducing a detailed 

framework regarding the concept of inter-coder reliability is expected to make contribution to the 

literature about inter-coder reliability. In addition, in the relevant studies, especially in education and 

training in sports, this study is considered to form a ground for   placing in certain criteria inter-coder 

reliability.   

DISCUSSION 

In this study, the issue of reliability between coders was discussed based on the propositions 

that exist in the literature. In this context, qualitative formulas, alternative coding consensus 

calculation options were examined in qualitative research. It is also given with options for applying 

consensus between coders on a qualitative program. 

As a result, reliability strategies in qualitative research can be defined and applied as in 

quantitative research methods. It is thought that conducting these processes in a health way will 

improve the concept of trustworthiness in qualitative research. 

Even if a single formula for inter-coder reliability is not used, making acceptable definitions or 

revealing operational criteria will contribute to the quality of qualitative research. In the light of these 

discussions, it has been revealed that it is possible to determine criteria for calculating reliability in 

qualitative research. 

Convincing the reader about the legitimacy of qualitative research can be possible with 

reliability. For this reason, a reliability criterion suitable for the selected research paradigm is 

important. This situation convinces the researchers of the realism of the research. 

RECOMMENDATIONS  

As a result of the research, the following suggestions can be made about inter-coder reliability; 

Broader research on inter-coder reliability can be constructed. The characteristics of qualitative 

programs can be compared in inter-coder reliability.  As in this research, the use of a standard process 

in inter-coder consensus can contribute to the reliability of research. 

Limitations 

The limitation of this research can be listed as follows; 

The information reached about the inter-coder reliability in the research is limited to the 

articles or books in the literature. The calculations for inter-coder reliability in the study are limited to 
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the MAXQDA qualitative data analysis program calculation options. Inter-coder reliability does not 

include different reliability (such as kappa) calculation methods. 
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Abstract 

Writing rubrics have been used in doctoral dissertations in Turkey to assess student writing for nearly 

twenty years. This study aims to determine which features are assessed in the rubrics used in doctoral 

dissertations. Twenty-five rubrics were selected to determine the analysis of validity and reliability, 

rubric dimensions, features of criterion descriptions, and performance levels. The results showed that 

researchers did not attach much importance to the validity of rubrics, and some studies provided 

insufficient information about reliability. Rubrics typically have three and five performance levels. As 

a result of the content analysis based on the descriptions, nine categories (genre-oriented content, 

organization, style, presentation, mechanics, vocabulary, sentences, textuality, process) and 104 

features were identified. The frequency of these features was 567. According to the emerging 

categorization in the present study, we observed that the rubrics used in doctoral dissertations were 

similar to the criteria in the 6 +1 Trait Writing Model. However, the descriptions were found to be 

more straightforward and concise. The features in the rubrics were similar to one another yet differed 

depending on the purpose, type, and length of descriptions. Some of the rubrics had descriptions that 

were ill-suited to the nature of the rubric. The results were discussed, presenting recommendations. 
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INTRODUCTION 

Studies on writing education appear to have begun late due to the effect of matters such as the 

relatively late start of schooling in Turkey (Göğüş, 1971; Göğüş & Yücesan, 1988), a lack of emphasis 

being placed on mastering first language skills (Göğüş, 1978; Özdemir, 1983; Şimşek, 1983), an 

underdeveloped writing tradition, and a focus on reading more than writing (Çakın, 1966; Göğüş, 

1971; Şengiz, 1976). Graduate education gained importance upon the establishment of the Council of 

Higher Education (CoHE) in 1981, the increase of universities in number, the transformation of 

teacher training schools to faculties, and the establishment of institutes (graduate schools). Thus, 

graduate studies on writing education started in the late 1980s due to these reasons causing direct or 

indirect impacts.  

The first assessment tool used in graduate studies was in a master's thesis in 1989. Translated 

to Turkish by Erdiken (1989), the tool was indeed an adaptation from a rubric. It was designed for 

assessing the writing of deaf students. It was not like a rubric in form but a tool that had a scale of 

scores. In his doctoral study in 1996, Erdiken assessed five traits (content, organization, vocabulary, 

grammar, mechanics) showing evaluative scales (e.g., Excellent-Good-Fair-Poor) in his analytical 

rubric. The second rubric was used in a doctoral dissertation in 1990. This holistic rubric (Enginarlar, 

1990) included eight features and a 5-point rating scale, but there were no descriptions, and the rubric 

consisted of keywords. In the study, Turkish high school students' writings in Turkish and English 

were assessed. In this sense, the first assessment tools identified were, in fact, rubrics. Rubrics were 

used in four master's theses written in the departments of English and German Education between 

1989 and 1992 (I did not include these rubrics here because they did not evaluate Turkish writing or 

were used to assess the writing of disabled students). 

The first assessment tool assessing writing in Turkish was developed by Sever (1993). This 

tool was a scoring scale, not a rubric. The scoring scales were also used in eight theses written from 

1993 to 2002 (Sever, 1993; Pehlivan, 1994; Özbay, 1995; Duman, 1997; Şimşek, 2000; Deniz, 2000; 

Temur, 2001; Tekşan, 2001). The first rubric prepared for the assessment of writing in Turkish was 

used in 2002. 

The criteria of a scoring tool used in writing assessment vary according to raters' purpose and 

experience. Although a norm-based assessment (Sezer, 2005) is dominating in the Turkish education 

system, there seems to be a lack of standardization in writing assessment (Arı, 2008). While the 

features measured in many scoring tools are similar to one another (e.g., 6 + 1 Trait Writing model; 

Arı, 2015; Coşkun, 2005; Glass, 2005; Özbay, 1995; Rankin, 2015; Sarıca, & Usluel, 2016; Sever, 

1993; Sezer, 2005), different criteria sets are also deployed. However, there is no evidence of studies 

examining the writing rubrics used in scientific research in Turkey to determine which features are 

assessed in students' writing. The features identified in this study are essential in forming a theoretical 

background for a standardized writing assessment. 

Writing rubrics 

Many experts agree that accurate and formative assessment of student writing is challenging 

(Graham, Hebert, & Harris 2011; Humphry, & Heldsinger, 2014; Huot, 2002, Schoonen, 2005; Reddy 

& Andrade 2010, etc.)  Student writing is evaluated using one of the approaches, including checklist 

approach, rating scale approach, memory approach, and descriptive approach (Brualdi, 2002). Rubrics 

are descriptive; therefore, they can be one of the most appropriate tools for writing assessment. A 

holistic or analytical rubric has three essential features: assessment criteria, quality description, and a 

scoring strategy (Popham, 1997, p. 72). The central inquiry of this study includes examining which 

features are contained in quality definitions of writing rubrics. 

Flynn, Tenam-Zemach, and Burns (2015) claim that rubrics serve as an essential and 

accountable tool for the standardization of education, and the use of rubrics in education has been 
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ground-breaking. Rubrics stand out as "instructional illuminators" (Popham, 2000, p. 75; Wilson, 

2006) in terms of their use for teaching and assessment purposes (Gunning, 2006; Martin-Kniep, 2000; 

Moskal & Leydens, 2000; Popham, 1997; Wilson, 2006). In this respect, students tend to consider 

rubrics for learning purposes while teachers see them as an assessment tool (Li, & Lindsey, 2015). 

Rubrics generally assess language use, style, meaning-making, and organizational skills in students' 

writings. For the scoring strategy, rubrics are divided into holistic and analytic rubrics. Teachers 

frequently apply holistic rubrics as they are easy to prepare and assess (Babin, & Harrison, 1999; 

Martin-Kniep, 2005). Analytical rubrics are more practical to assess each feature individually (Faigley 

et al., 1985; Crehan, 1997). Nevertheless, it is still controversial which approach is more suitable for 

assessing student writing (Weigle, 2002). Some experts criticize the holistic rubric (White, 1985; 

Elbow, 2000) and holistic scoring for various reasons. 

In assessments where rubrics are used, raters cannot handle each criterion independently, and 

the emerging halo effect may lead to severe problems (Humphry & Heldsinger, 2014). In other words, 

raters both try to abide by rubrics and make biased decisions by being affected by other features 

(Elbow, 2000). In this regard, the criteria, the quality definitions, and the areas or boundaries of these 

definitions are significant for raters during decision-making process (raters' knowledge and experience 

are also critical). 

Text production requires complex processes; thus, assessing texts with rubrics and achieving 

inter-rater agreement are crucial and quite challenging (Beyreli & Arı, 2009). In many studies, there is 

little agreement reported among raters (Graham, Hebert, & Harris, 2011). Examining the quality, 

validity, and reliability of rubrics used in higher education and the state of usage of formative 

assessment, Reddy and Andrade (2010) revealed some deficiencies. Both designing and evaluating a 

writing rubric for scientific research and ensuring inter-rater agreement and thus validity and reliability 

requires well-management of these problematic processes and an effort to reach perfection. 

The criteria to be included in a rubric vary with respect to the researcher or teacher's purpose.  

Knoch (2011) states that there is no apparent unity in assessment approaches, yet grammatical, lexical, 

and syntactic features are categorically similar, even though their feature descriptions are different, 

which should be regarded as normal. Some studies produced complex findings in the assessment of 

writing for different tasks (Knoch, 2009). Put differently, the criteria in rubrics may differ based on the 

characteristics of writing purposes, tasks, and types. Graham, Hebert, and Harris (2011) conducted a 

meta-analysis to determine the traits to be rated in a typical writing assessment, including vocabulary, 

convention, setting, characters, setting, style, organization, detail, spelling, communication, sentence 

fluency, theme, usage, and place. In another meta-analysis by Graham, Hebert, and Harris (2015), they 

found that experimental studies statistically enhanced writing quality whereas the implementation of 

the 6 +1 Trait Writing Model did not have a meaningful effect on the development of students' writing. 

In the US and many other countries, 6 or 6 + 1 Trait Rubrics are used in large-scale 

assessments (Grabe & Kaplan, 1996). These rubrics initially developed by Diederich, French, and 

Carlton (1961) assess ideas and content, organization, voice, word choice, sentence fluency, and 

convention traits (Roid, 1994; Spandel, 1996; Jakobson, 2005).  

Many of the rubrics used for writing assessment in the graduate research of the last 20 years in 

Turkey, unsurprisingly, considered the abovementioned traits as dimensions or criteria. In assessing 

writing, similar traits can be taken into account, depending on the purpose and type of assessment. 

However, the features included in rubrics and the extent to which they are included are essential for 

standard assessment or assessment close to standard. However, there is no widely used, conventional, 

or standardized teaching and measurement tool or rubric in Turkish schools (Arı, 2008). Such tools are 

used in scientific research prepared to assess students' writings. Therefore, the traits in rubrics vary 

with respect to the purpose of research. 
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This study aims to determine the validity and reliability of the rubrics used in doctoral 

dissertations, the rubric dimensions, the features of students' writings assessed with these rubrics, and 

the similarity and quality of criterion descriptions. Thus, the present study can provide future 

researchers who will use rubrics in writing assessment to categorize frequently used criteria and items 

and also guidance about what to consider in terms of validity and reliability. The research questions 

about the rubrics used in writing assessment in doctoral dissertations were as follows; 

1. What analyses are undertaken for the validity and reliability of the writing rubrics? 

2. What are the dimensions and criteria in the writing rubrics? 

3. What features are included in the descriptions of the writing rubrics? 

4. Are there similarities in the descriptions of the writing rubrics? 

5. Are there any incorrect descriptions in the writing rubrics? 

METHODOLOGY 

When considering the nature of the research objective and the material examined in this study, 

content analysis was used with an inductive approach to determine the focal point of the descriptions 

in the rubrics. For data collection, document analysis was employed while content and category 

analyses were conducted to analyze the data. 

Materials and Procedure 

This section included the information about (i) how the materials (rubrics) were accessed, (ii) 

what features of the materials led to their exclusion from our analysis, (iii) the description of general 

characteristics of the studies included in the study, (iv) how criteria descriptions of the rubrics were 

coded, (v) the coding process, and (vi) the coder reliability.  

In the database of the YÖK (CoHE), the use of keywords 'writing (yazma), writing education 

(yazma eğitimi), written expression (yazılı anlatım), composition (kompozisyon), assessment of 

composition (kompozisyon değerlendirme), assessment of written expression (yazılı anlatımı 

değerlendirme), scoring writing (yazmayı puanlama), writing assessment (yazmayı değerlendirme), 

writing rubric (yazma rubriği), scoring rubric in writing (yazmada puanlama rubriği), measurement of 

writing (yazmayı ölçme), scoring key for writing (yazmayı puanlama anahtarı), scoring writing 

(yazma puanlama), and writing scale (yazma ölçeği)' yielded 141 graduate studies where writing 

assessment was conducted in Turkish. Sixteen of the studies examined the writings of deaf or mentally 

disabled students and students with learning difficulties. Fourteen of them studied the writings of 

students learning Turkish as a foreign language, and four were about bilingual writing. 103 of them 

investigated the writings of students speaking Turkish as a native language. 

Of 103 graduate studies, 45 of them were doctoral dissertations while 58 of them were 

master's theses. Thirty-one doctoral dissertations and 39 master's theses used rubrics as an assessment 

tool. The scoring scale was employed in 14 doctoral dissertations and 19 master's theses. Sever's 

(1993) scale was utilized in 7 doctoral dissertations and six master's theses. Besides, five master's 

theses used the scale recommended in the national curriculum (MEB, 2006). Many scoring scales had 

insufficient information about validity and reliability or contained methodological issues. Most studies 

did not perform an inter-rater agreement analysis. Either there was no information about the 

agreement, or the researcher of the study conducted the analysis by her/himself. Besides, most of these 

tools listed only keywords (e.g., introduction, sentences, main idea) as scoring criteria and presented 

the assigned points. It was not at all clear what was assessed with these items. For these reasons, 

graduate studies containing scoring scales were excluded from the present analysis. 
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Most of the master's theses in which rubrics were used inherited ambiguities. Some scoring 

scales were converted into rubric-like tools MEB (2006) by grading the scales. Some of them used the 

rubrics in doctoral dissertations. Some rubrics were called “analytical," even though they were actually 

"holistic." Some of those called “rubric” were, indeed, a checklist. One of the studies provided 

information about the preparation procedure of the rubric, though the rubric itself was not displayed in 

the study. Also, most studies did not include validity and reliability analyses. For these reasons, 

master's theses using rubrics were excluded from the analysis. Reddy and Andrade (2010) excluded 

master's theses for almost the same reasons. As a result of the inclusion and exclusion process, a total 

of 25 rubrics in 24 doctoral dissertations were identified for examination. 

Table 1 displays the thesis numbers and years of doctoral dissertations in which rubrics were 

used. 

Table 1. Rubric Number and Year 

Year Number Year Number Year Number Year Number 

2001 - 2006 1 2011 1 2016 3 

2002 1 2007 1 2012 1 2017 6 

2003 - 2008 2 2013 1 2018 2 

2004 - 2009 1 2014 2 2019 - 

2005 - 2010 1 2015 1 2020 1 

 

To present general information about the material, we categorized the research type of the 

graduate studies where rubrics were utilized, the text type assessed with rubric, the grade and degree 

of the participating groups, and the type of rubric. 

Of the reviewed studies, 16 (64%) were experimental studies, 5 were case studies (20%), and 

4 (16%) were action research. 2 of the rubrics were adapted rubrics, and 2 of them were rubrics that 

were recommended in books. 21 rubrics were designed and developed by the researchers themselves. 

12 (48%) of the rubrics were used to assess compositions (general writing), 8 (32%) for narration, 2 

(8%) for informative writing, 2 (8%) for argumentative writing, and 1(4%) for persuasive writing. 7 

(28%) of the rubrics were used in primary school, 15 (60%) in secondary school, and 3 (12%) in 

undergraduate student writing. 3 (12%) of the rubrics were holistic, while 22 (88%) were analytical. 

After this categorization, we initiated the data collection procedure and randomly assigned 

codes to the selected dissertations such as D1, D2, D3, etc. In the first stage, we coded and listed the 

rubrics with MS excel in terms of validity and reliability analyses, the sample numbers used in the 

assessment, the grades/degrees of the sample  in the assessment, the number of raters, information 

about the pilot application, and the number of writing assessed for inter-rater agreement. Some studies 

that provided information about the inter-rater agreement were excluded from the analysis since they 

inconsistently presented the calculations (some of them calculated dimensions individually or 

provided a single score while some others had an insufficient number of writing for the agreement 

analysis, etc.). These cases were recorded, yet it was simply not possible to present them coherently. 

Nevertheless, we took notes of the agreement analyses for the interpretation of the findings. 

In the second stage, after dimensions in rubrics, sub-dimensions/criteria, features, levels, and 

the number of features evaluated in level descriptions were listed via MS Excel, the criteria 

descriptions in the rubrics were encoded. This stage can be considered as a draft. The preliminary 

study aimed to determine the possible categories relating to particular codes or the relations of these 

categories to one another. In coding, the concepts in the description of the excellent level in the rating 

scale were taken into consideration, but the descriptions of the rest of the performance levels were also 

examined. As the results showed, some terms in the excellent level overlapped with the terms from a 

lower performance level. However, the features of an examined criterion were coded in a disorderly 

manner due to the differences in terms, ambiguities in descriptions, and synonyms in rubrics. Besides, 

coding errors (different codes with the same concept, inaccurate counts, code inconsistencies, etc.) and 
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inconsistencies with code names were identified. In coding, the differences in terms and ambiguities in 

the criteria descriptions based on the rating scale caused challenges. We sought and found consistent 

solutions to minimize the inconsistencies with the codes and terms and ambiguities in descriptions 

taking three weeks away from the study. A qualitative research expert was consulted in this regard. 

The results demonstrated that it was essential to establish a focal point in the criteria descriptions. 

There were still problems in coding the criteria and features. We wrote a more general code for some 

criteria and features. In her taxonomy, Knoch (2009) excluded the raters' subjective characteristics and 

the features related to the writer that affect the writing product. Although we firstly preferred the 

exclusion of the features with subjective judgments involved, they were still encoded.  The reason was 

that in some rubrics, the number of rater decisions based on subjective judgments was substantially 

high in number. Disregarding this type of rubrics may be against the nature of assessment with writing 

rubrics and disrupt the integrity of the study. 

After a three-week break, the codes in the draft list were set aside, and the rubrics were 

converted into texts. These documents were transferred to MAXQDA Analytics Pro 2020 (Release 

20.2.0) software. The solutions discovered during the draft preparation were utilized, which resulted in 

returning to the beginning of coding. During the coding process, no category or subcategory emerged. 

After the coding was completed, the codes in all rubrics were reviewed. We had found eight 

overlooked traits before the completion of coding. Besides, inconsistencies or errors in performance 

level descriptions were noted. The rubrics, converted documents, criteria, and codes were double-

checked. A limited number of codes were reorganized. At the last stage, we identified the categories 

from the codes through the software based on the literature and the patterns in the rubrics. At this 

stage, the qualitative research expert helped brainstorming about the coding process. Some codes did 

not develop into meaningful categories, but they were kept close to similar categories. A literature 

review was conducted to determine the state of the two codes that could be evaluated under the same 

category. After the codes and documents were reviewed, the development of the categories was 

complete. Reviewing the codes under the categories, we found that some of these codes allowed the 

construction of subcategories. 

Reliability 

A doctoral student (research assistant), whose research was on writing assessment, was asked 

to assist the analysis process as a second coder to achieve reliability. A list was created consisting of 

the codes, the full and short descriptions of the codes, the state of their use and non-use, and examples 

to determine inter-rater agreement, which was exemplified in a rating session. In a different rating 

session, the rationale for the coding process was explained, and clear and unclear descriptions were 

illustrated using different rubrics. We showed an example of how to encode all the descriptions in a 

rubric. In another rating session, the research assistant was asked to code a different rubric entirely. 

Then, the codes of the two raters were negotiated. Upon completing this stage, the second rater was 

asked to encode the features in the rubrics. Kappa analysis was performed for inter-rater reliability. 

Table 2 shows the findings. 

Table 2. Inter-rater Agreement  

  
Coder1 

 

  
1 0 

 

Coder 2  
1 a = 539 b = 28 567 

0 c = 0 0 0 

  
539 28 567 
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Table 2 displays that 539 of the 567 codes were consistent, while 28 of them had 

inconsistencies. 

The Kappa analysis was conducted based on the data in the table, which revealed a near-

perfect agreement with a Kappa value of 0.95. After the negotiations in two rating sessions, which 

lasted three hours 19 minutes, we reached a consensus regarding the 28 inconsistent codes. In light of 

this consensus, the codes and categories in the rest of the rubrics were re-evaluated, and the data 

analysis was finalized. 

Due to our illustrations of several scientific shortcomings and errors in the rubrics and hence 

the doctoral dissertations, the code names (D1, D2, D3, etc. as document numbers) were adopted 

instead of the names of the studies for ethical considerations. 

FINDINGS 

In this section, the findings were displayed, interpreted, and illustrated using tables based on 

the targeted research questions in the current study. 

Validity and reliability of the rubrics in the studies 

This section shows a selection of validity and reliability analyses of the 25 rubrics examined to 

address the first research question.  

In all doctoral dissertations examined, the researchers stated that they sought expert opinion 

before or during the rubric preparation. Among the experts were academicians, while teachers were 

consulted eminently. In a small number of studies, researchers stated to confer with doctoral students 

about their opinions. In D4, D11, and D17, detailed information was provided concerning the 

alterations in the rubrics following the expert opinions. The rest of the studies noted, "alterations were 

made in the rubric for its final form." 

Table 3 illustrates whether or not a pilot study was conducted, the type of validity and 

reliability analyses (if any), the number of raters, and the number of writing assessed for inter-rater 

agreement in developing rubrics. 

Table 3. Information on validity and reliability analyses of rubrics  

doc Pilot Validity Reliability  Rater n Paper n 

D1 - Lawshe Correlation (Pearson) 2 10 

D2 + - Correlation (Pearson) 6 139 

D3 + - Correlation (Pearson, Freidman, Kendall’s w), 6 200 

D4 - - Correlation (?) 3 50 

D5 - - Correlation (?) 3 20 

D6 - - - 3 515 

D7 -  Correlation (Pearson) 3 154 

D8 -  Correlation (?) 2 68 

D9 + - Similarity (Miles-Huberman) 2 25 

D10 + - Correlation (Spearman-Brown, Kendall's w) 3 50 

D11 -  Correlation (?) 4 10 

D12 -  correlation (Kendall’ w) 3 48 

D13 + Lawshe correlation (Kendall’ w) 6 21 

D14 - - - 3 (?) 

D15 + - Correlation (?) 2 (?) 

D16a - - Correlation (?) 3 30 

D16b - - Correlation (?) 3 30 

D17 - - - 4 (?) 

D18 - - Correlation; Repeated measurement (1) 174 

D19 - - Correlation (?) 25 1 
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D20 - - - 3 (?) 

D21 + - Correlation (?) 2 322 

D22 - - Similarity (Miles-Huberman) 5 (?) 

D23 - - - 2 (?) 

D24 - Lawshe correlation (Fleiss Kappa) 5 80 

(?): No information about the concept was delivered in the study. 

 

As presented in Table 3, the seven studies (D2, D3, D9, D10, D13, D15, and D21) utilized 

writing samples of students before or during the rubric preparation. Only two of the studies (D3, D21) 

in which the pilot study was conducted described the process in detail. In D3, the rubric first described 

three performance levels and later five levels. Besides, in the first pilot application, it was insufficient 

to score the quality, while in the second, the measurement results were inconsistent. The study 

described four levels at the last stage, and it was decided to use the rubric. D21 reported that the pilot 

application evidenced that some descriptions were insufficient and corrected afterward. 

After consultation with an expert for the rubrics, only three studies (D1, D13, D24) used the 

Lawshe technique and computed content validity. 22 (88%) rubrics did not perform the analysis of 

content validity. In other words, the attempt was to ensure internal consistency with the rubrics. 

In five studies (D6, D14, D17, D20, D23), no validity and reliability analyses were performed 

(see Table 3). In D6, the writings of 515 students were graded by three raters, resulting in an average 

score. In D23, an experimental study with 70 students, no information was provided about the number 

of writings, yet two raters graded the writings and gave an average score. In D14, D17, and D20, the 

information about validity and reliability was strikingly insufficient. 

Table 3 shows that a reliability analysis was performed for 20 rubrics. In D9 and D22, the 

similarity ratio was calculated with the Miles and Huberman formula. This technique is not quite 

commonly used in such studies. In the remaining 18 rubrics, the inter-rater agreement was determined 

with correlation analysis. The information about correlation was missing in 10 of these studies. D18 

did not report the type of correlation analysis performed and the number of raters. It appeared that the 

researcher conducted two correlation tests using the test-retest technique. Pearson correlation analysis 

was used in 4 studies (D1, D2, D3, D7), Kendall's w (D3, D10, D12, D13) in four studies, Friedman 

(D3) in one study, Spearman-Brown (D10) in one study, and Fleiss Kappa in one study (D24). In D3, 

where more than one correlation was used, the inter-rater correlation coefficients were calculated with 

Pearson. At the same time, the significance level was measured with Friedman and Kendall's W. In 

D10, the split-half reliability was estimated with the Spearman-Brown formula and the agreement with 

Kendall's W. 

As presented in Table 3, three raters participated in nine studies, two in five studies, six in 

three studies, two in two studies, two in two studies, one (D18) in one study, and 25 in one study. In 

D19, an experimental study, it was noteworthy that 25 rated assessed one paper for inter-rater 

agreement. Although the studies provided information about the raters' professions and their years of 

work experience, there was no information about their experience in writing assessment or rater 

training and rating sessions. Only D3 reported that the raters were given a two-session training. 

Although we checked multiple times, we did not encounter the number of writings assessed in 

six studies with reliability analysis (D14, D15, D17, D20, D22, D23). Among these, D15 and D22 

performed reliability analysis. The credibility of the technique used in D22 was disputable. No validity 

and reliability analyses were conducted in D20. Besides, it was noted that three raters assessed the 

writings used in the pre-test and post-test. No information was found about validity and reliability in 

D14 and D17. The results of expert opinion were unclear. The function of the scores of raters was 

ambiguous in these studies. 

D1, D13, and D24 were the only studies that explicitly expressed the process of validity and 

reliability analyses, and they seemed to obtain their statistical results following their selected methods. 
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Among the three studies, we can argue that the number of writings (10) assessed in D1 was relatively 

low.  

Dimensions and the number of criteria in the rubrics 

In this section, we aimed to answer the second research question where we included 

descriptive information about the performance levels of the rubrics, the presence/absence of level 

descriptions, the dimensions included in the rubrics, the number of criteria in the dimensions, as well 

as the findings of the number of description-driven codes/features. Table 3 presents the concerning 

information. 

Table 4. Dimensions in rubrics, the number of criteria and description-driven codes 
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D1 3 + 3 form (2), language and expression (13), textual elements of narrative (11) 26 35 

D2 6 + 4 structure (4), plot (3), organization (3), spelling and punctuation (3) 13 19 

D3 4 + 3 external structure (2), language and expression (4), organization (4) 10 40 

D4 5 - 3 story elements (6), formal features of a story (3), language and expression (1) 10 40 

D5 5 - 3 form (5), language and expression (15), spelling and punctuation (7) 27 24 

D6 4 + 4 outline and page layout (2), narration (10), agreement (2), spelling and 

punctuation (2) 

16 22 

D7 4 + 2 sentence (6), paragraph (5) 11 11 

D8 3 + - - 9 13 

D9 3 + - - 7 10 

D10 4 + 2 quality of writing (5), cognitive design procedures (11) 16 23 

D11 4 + 4 external structure (2), language and expression (4), plan (4), spelling and 

punctuation (1) 

11 25 

D12 3 + - - 12 17 

D13 4 + 4 plot (4), fiction (5), credibility (3), narration (2), external structure (2) 16 19 

D14 3 + 3 organization (4), language and expression (7), form (3) 14 22 

D15 5 + - - 7 23 

D16

a 

3 + 4 page layout and title (5), spelling and punctuation (2), plan (12), language 

and expression (6) 

25 25 

D16

b 

3 + 4 page layout and title (5), spelling and punctuation (2), plan (12), language 

and expression (6) 

25 25 

D17 5 + - - 8 22 

D18 5 - 6 content (6), narration (7), organization (7), sentence structure, (3), 

vocabulary (3), punctuation and grammar (6) 

32 19 

D19 3 + 5 content (7), coherence (8), vocabulary (4), sentence structure (6), mechanics 

(4) 

29 22 

D20 5 - 3 creativity (5), plan (8), narration (12) 25 19 

D21 5 + - - 5 7 

D22 5 + - - 7 9 

D23 5 + 7 ideas (6), organization (6), vocabulary (6), voice (5), sentence fluency (5), 

conventions (6), presentation (5) 

39 40 

D24 5 + 6 content (5), narration (7), organization (5), sentence structure (5), vocabulary 

(5), punctuation and grammar (7) 

34 36 

 

According to Table 4, 10 (40%) of the rubrics had five levels, eight (32%) had three levels, six 

(24%) had four levels, and one of them (4%) had six levels. However, although D4, D5, D18, and D20 

placed these levels in the rubrics, the characteristics or descriptions of the levels were missing. D17 

and D23 had five levels, but only the first, third, and fifth levels were defined, and no description was 

provided for the second and fourth levels. 
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Seven of the rubrics (D8, D9, D12, D15, D17, D21, D22) did not have dimensions, and the 

criteria were listed without following any hierarchical order. Six of the rubrics defined three 

dimensions, and another six had four dimensions. Two rubrics had two dimensions. Another two 

constructed six dimensions. One rubric developed five dimensions, and one study had a rubric with 

seven dimensions. 

Examining the rubrics, we found out that 10 dimensions for organization, 10 dimensions for 

mechanics, nine dimensions for presentation, and eight dimensions for language and expression were 

frequently employed in naming practices of dimensions. The less common dimensions were 

expression (5), sentence (5), content (4), and vocabulary (4). The dimensions seemed to be similar in 

general. Some rubrics (e.g., D1, D4, D13) marked the genre-based naming practice. The naming of 

dimensions in some studies (e.g., D7 and D10) signaled that some unique cases were measured. 

Nevertheless, it was not the content that was unique but the naming of dimensions. There were two 

dimensions (sentence and paragraph) in D7, but the criteria included spelling and punctuation, 

vocabulary, parts of writing (introduction, body, conclusion) for the assessment of writing. Looking at 

the names of the dimensions in D10, one can assume that the rubric measured the process; however, as 

in other rubrics, it included the features of genre-based content, organization, etc. as the criteria. 

As Table 4 shows, D23 (39) was the rubric with the highest number of criteria, while D21 (5) 

used a rubric where we found the lowest number of criteria. When the criterion descriptions were 

coded, the rubrics D3, D4, and D23 had the highest number of codes/features (40 each). Although 

there were 10 criteria each in D3 and D4, we developed many codes. The most important reason was 

that there were many terms in the criteria and lengthy sentences and overly broad meanings in the 

descriptions. On the other hand, although some rubrics consisted of a large number of criteria, the 

number of codes was few since some of the codes described the same feature (e.g., D19, D20).  D21 

(5) used a rubric where we defined the lowest number of codes. D21 (the rubric was called 

"Analytically Graded Scorecard for Argumentative Text Writing" although it was really a holistic 

rubric) and D22 were holistic rubrics, and both rubrics had a small number of criteria. Although D2 

used a holistic rubric, the number of criteria was 13. 

Features of Criteria Descriptions  

This section presents the encoded and categorized features in the descriptions of the rubrics 

used in the doctoral dissertations in Turkey. Table 5 shows the features of the rubrics for writing 

assessment, including the frequency scores and categories generated based on these scores. 

Table 5. Category, subcategory, and code feature for writing assessment 

Category/traits Subcategory: codes/features 

(genre-based) 

Content (158) 

Narrative [60]: Story elements (56): characters (19), place (9), time (9), problem (6), initiating 

event (2), reaction (4), events (4), nature of the event (4), plot (3). Use of story techniques (4): 

dialogue (2), inner speech (2) 

Information (48): providing detailed information (13), main idea (11), topic (9), supporting ideas 

(6), commenting (4), justification (3), conveying a message (2) 

Discussion (14): supporting a claim (4), defended claim (3), counterclaim (2), grounds of a 

counterclaim (2), repetition of a claim (1), rejection of a counterclaim (1), problem (1) 

Style of expression (12): use of narrative styles (5), explanations (4), describing (3) 

Idea development (12): the use of techniques for idea development (5), exemplification (4), 

quotation (2), describing (1) 

Content-appropriateness for text type (12). 

ORGANIZATION 

(131) 

Textual parts (64): conclusion (17), title (16), introduction (15), body (14), textual parts (1), 

subtitle (1). 

Integrity (27):  topical integrity (18), paragraph integrity (9) 

Connection (26): Connection among paragraphs (10), connection among sentences (9), connection 

among ideas (3), connection among events (3), connection among the parts of writing (1) 

Train of thought (13): the order of events (6), the order of ideas (5), the order of importance (2) 
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Clarity of organization (1) 

STYLE (64) fluency (10), originality (9), perspective (6), rhetoric (3), audience orientation (5), mood (4), 

attractiveness (3), persuasiveness (3), creativity (3), uniqueness (2), risk-taking (2), naturalness (3), 

neatness (2), clarity (2), simplicity (2), sensation (1), amusement (1), flexibility (1), reality (1), 

selectivity (1) 

PRESENTATION 

(59) 

Spacing (24): Margins (8), line spacing (8), paragraph spacing (6), word spacing (2) 

Legibility (13), indenting (11), line quality (3), writing style (7), use of visual elements (1) 

MECHANICS (59) Spelling (20), punctuation (18), grammar (15), standard language use (4), language use (2) 

VOCABULARY 

(44) 

word senses/word selection (19), word diversity (8), avoiding word repetition (8), use of phrases 

(8), use of keyword (1) 

SENTENCES (36) Sentence diversity (14): Cause-effect (4), goal attainment (4), descriptive sentences (2), ellipsis (2) 

Sentence structure (10): sentence formulation (4), different sentence structure (6) 

sentence meaning (6), different sentence length (5), different syntax (3) 

TEXTUALITY (10) coherence (6), cohesion (4). 

PROCESS (5) Drafting (2), method (1), editing (1), sharing (1), task (1). 

TOTAL 9  

(567 frequencies) 

11 subcategories and 104 different codes 

 

In the analysis, a total of 104 different codes/features emerged, comprising of 32 codes and 

five subcategories in genre-based content, 17 codes in five subcategories in organization, 20 codes in 

style, nine codes and one subcategory in presentation, five codes in mechanics, five codes in 

vocabulary, nine codes and two subcategories in sentence, two codes in textuality, five codes in 

process.  The total code frequency was 567. No subcategories were generated from the categories of 

style, mechanics, vocabulary, textuality, and process. 

Genre-based content appeared to be the category with the highest number of codes. This 

particular category included the subcategories of narrative, information, discussion, style of 

expression, idea development, and content-appropriateness for text type. The subcategory with the 

highest frequency was narrative (60), and the most frequent code was characters (19). Writing tasks 

and topics assessed by the rubrics were not context-based but generally depended on scoring genre-

based student writing. Since nearly half of the rubrics were prepared to assess general writing 

(composition), they also included the main idea, supporting ideas, topic, providing detailed 

information, and idea development as well as narrative features such as characters and events or a 

general feature including content-appropriateness for text type in the performance descriptions. 

Although those rubrics that assessed narrative texts focused on the features regarding story elements, 

some rubrics also included the subcategories of the main idea, topic, and message. The descriptions 

reserved for argumentative and persuasive writing were salient in the rubrics' content feature that 

assessed these text types. 

The subcategories generated within the organization category consisted of integrating the 

textual parts (introduction, body, conclusion, title), integrity, connection, and the train of thought. The 

subcategory with the highest frequency was the textual parts (64), which means organizing the parts of 

the text. The most common code was topical integrity (18). The rubrics emphasized the textual 

integrity by establishing connection among paragraphs/ideas/events/ sentences/ in the text flow, taking 

into consideration textual parts (introduction, body, conclusion), and train of thought. 

No subcategories were generated from the category of style. Although most of the features 

were not, in fact, extricable, technically it did not seem possible to merge them altogether. The most 

common code was fluency (10). When we examined the rubric descriptions, we found that while the 

rubrics often highlighted the style/narrative features in writing, some rubrics - especially the adapted 

ones - referred to the writer. This should be considered natural in scoring the abovementioned feature. 

However, since the Turkish scientific tradition generally focuses on the stylistic feature of writing 

rather than the writer's style, fluency and originality were foregrounded in scoring, whereas criteria 

such as mood and risk-taking were not taken as equally significant. Because most of the features in 

this category bore subjectivity. The stylistic features varied widely based on the purpose of assessment 

but could not be merged into one category. The salient point was that while the rubrics did not include 



International Journal of Progressive Education, Volume 17 Number 2, 2021  

© 2021 INASED 

396 

stylistic dimensions as a category, the number of features related to style should not be 

underestimated. 

A subcategory in presentation included line spacing for text units (24). Other codes could not 

be merged. The most common code was legibility (13). Considering the quality and quantity of the 

codes/features in this category, we can argue that the importance of the formal structure of writing 

(margins, line spacing, word spacing, line quality) was overemphasized.  

Mechanics included compliance with spelling, punctuation and grammar rules, language use, 

and standard language use. The most frequent code was spelling (20). Apart from grammar, spelling, 

and punctuation, which plays a vital role in understanding the text, compliance with the rules, which 

the curriculum regards as essential, also stood out as a criterion for scoring. 

No subcategory occurred in the vocabulary category. The most common code was word 

senses/word selection (19). The descriptions typically focused on selecting word senses and words in 

use accurately. However, although this category was about usage, it included a relatively small number 

of the concerning codes/features (note that it was mostly due to the difficulties in the descriptions with 

respect to the word feature). 

In the sentence category, two categories were formed in terms of diversity and structure, and 

other codes did not generate subcategories. The most common codes were sentence meaning and 

different sentence structures (6). Connection between sentences consisted of many features. Following 

the coding procedure in this study, connection between sentences were included in organizational 

skills.  

The textuality category with a small number of codes included cohesion and coherence (6). 

Coherence and cohesion are closely associated. Since most of the rubrics foregrounded textual 

cohesion, language and reasoning did not stand out. This has been an acceptable situation in the 

Turkish education system. 

Process was the category with the smallest number of codes (5). The low frequency of codes 

in this category may also be considered reasonable since the rubrics generally scored complete 

writings. 

Similarity ratio in descriptions 

During the coding process, we aimed to determine the common or similar features in the 

descriptions, but since there were nuances within the similarities, it was difficult to present those 

findings within the scope of this study. Therefore, several important points will be highlighted here 

instead: According to the similarity matrix for codes calculated by the MAXQDA software, the 

similarity ratio ranged between 0.45 and 0.95. The similarity ratio between D3, which was at the 

center of the least similar rubric, and D10 and D22 was calculated as 0.45. The similarity ratio 

between D16a, which was at the center of the most similar rubrics, and D16b, D4, and D5 were 0,95. 

This similarity ratio was calculated, taking into account the number of similar codes. The ratio did not 

account for a 0.95 similarity or an almost complete similarity in terms of quality. For example, the 

number of similar codes between D4 and D16a was 15 (main idea, supporting ideas, topical integrity, 

connection among paragraphs, title, introduction, body, conclusion, spelling, punctuation, indenting, 

margins, line spacing, legibility, and word repetition). The number of similar codes between D3 and 

D10 was six (content-appropriateness for text type, title, conclusion, spelling, punctuation, word 

selection). The category to which the code belonged also affected the similarity ratio. Following this 

brief explanation, the similarity of the codes in the studies examined was displayed in Figure 1 upon 

analyzing the features as an entire set via MAXQDA software. 
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Figure 1. Similarity Map of The Features in The Rubrics 

As shown in Figure 1, D1, D3, D4, D11, and D23, and D24 remained outside the blue cluster. 

One of the crucial reasons for the dissimilarity was the relatively large number of codes in the rubrics 

outside the cluster (see Table 3). Many criteria descriptions and orders in D23 and D24 were, in fact, 

not similar to the rest concerning the use of technical terms. The reason may be that these rubrics were 

adapted or translated versions. Since D1, D3, D4, and D11 showed less similarity in code 

relationships, they created a separate cluster. When the codes of these four rubrics were analyzed, 

there was a moderate similarity with the codes of the vocabulary category, which had a relatively 

small number of codes in the code pool, of the sentence category, and spacing as the subcategory of 

presentation. In other words, the relatively substantial similarity in only three categories distinguished 

these four rubrics from the rest. In the blue cluster, the similarity ratio was relatively higher due to the 

similarity in the features of spelling, punctuation, introduction, conclusion, topical integrity, and 

connection among paragraphs and the codes of the presentation category. 

Based on Table 4 and Figure 1, we can argue that although the coding logic and the 

similarities in the descriptions of rubrics were an important factor in obtaining the findings, numerical 

findings were insufficient to explain the entire network of relationships. Although Figure 1 revealed 

the relationships and similarity ratios, the similarities appeared to vary considerably when we looked 

closely at the ratios individually. 

Errors in The Descriptions of The Rubrics  

In this review, various errors were identified in the criteria descriptions in the rubrics. We 

think that these errors were not related to the limitations that the rubrics inherited. These are 

considered essential to mention for those who will develop and use rubrics. 

An example of an ambiguous description: “Sentence length and style are expressive" (D17). 

Sentence style is not a term or concept in the teaching of Turkish writing. It was ambiguous whether 

style meant sentence structure, style of expression, or syntax. Also, as to the Turkish grammar rules, 

this description might mean "the style of sentence length," which was again an ambiguous concept. In 

D18, the rubric used in the assessment of 4th-grade students' writing created ambiguity in meaning 

with the statement, "The writer successfully uses words with new meanings." According to this 

description, does the writer attribute a completely different meaning to a word or use an existing word 

with a new sense attributed by society? Or does the student attribute "more than one" new meaning to 

a word? The description was ambiguous in this respect. 
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An example of unnecessarily lengthy description: The rubric in D2 included the following 

descriptions to identify poor writing in terms of topical integrity (1); "The writing has gone off-topic. 

The writing has shifted from the given topic. There are more than two statements in the text that 

shifted from the given topic." The first two descriptions had the same meaning. The third description, 

on the other hand, offered a particular condition for going off-topic. In other words, the three 

descriptions actually suggested that there was no topical integrity.  

An example of a description that may cause inaccurate scoring: “The writer changed the 

spelling to create style and used the spelling differently” (D23). In fact, this description marked the use 

of spelling in a creative way. According to this rubric, a Turkish rater who reads the description of the 

excellent level for spelling criterion would rate poor (1) rather than excellent (5). The Turkish 

education system is prescriptive about spelling, and if you change the spelling rules or use it 

differently, you use the spelling incorrectly. For the poor level (1), the description of the spelling 

criteria "The reader does not understand the text and has to reread it" was ambiguous. It indicated that 

the incorrect use of spelling caused the reader/rater a comprehension problem. The problem arose due 

to different uses of spelling (it should also be noted that the rubric assessed the 5th-grade student 

writing). 

An example case where the use of numbers complicates the assessment: "At least seven of 

the eight word types -noun, verb, pronoun, adjective, adverb, postposition, conjunction, interjection- 

are used effectively" (D14). Using this criterion for scoring required scrutinizing each sentence and 

identifying and counting the types of words. The job of the rater operating with such descriptions was 

quite challenging. 

An example of using the same feature in multiple criterion descriptions: In D19, the 

descriptions of two different criteria in the same dimension for the excellent level (3) were as follows: 

"Writing sentences with no ambiguity." "Writing sentences that do not violate the subject-verb 

agreement, the object-verb agreement, and the indirect object-verb agreement." The error indicated by 

the second description would already result in the ambiguity indicated in the first description. A rater 

had to score the sentence quality in writing twice for the same feature in such a case. 

DISCUSSIONS 

This study attempted to determine the procedures followed for validity and reliability of the 

writing rubrics in doctoral dissertations in Turkey, the dimensions constructing the rubrics, and the 

features assessed in writings through these rubrics. The findings indicated various deficiencies in the 

rubrics regarding validity and reliability and that the overlaps in dimension naming was reflected on 

the features. The analysis of the descriptions of 25 rubrics revealed nine categories and 104 features. 

According to the findings, 88% of the writing rubrics did not conduct a validity analysis, 

while 20% had no reliability analysis. It appeared that reliability was regarded as relatively more 

important than validity. The literature supported the conclusion we arrived in the present study. Reddy 

and Andrade (2010) found that researchers attached more importance and focused more on reliability 

than validity. Humphry and Heldsinger (2014), pointing to the halo effect, stated that some studies 

failed to achieve validity. Therefore, considering the high number of studies without the validity of 

rubrics, we could argue that the expert opinion was insufficient to formulate an opinion. The fact that a 

significant part of the experts consulted were relatively inexperienced teachers may be another 

evidence of the inadequacy. Huot (2002), referring to many validity issues, argued that statistical 

calculations or operationalization of opinions to reach a decision were not a correct approach. 

Therefore, it is essential to provide both statistical and qualitative data about the validity of rubrics. 

For the validity of a rubric, the meticulous use of mixed methods, provided that they are coherent and 

complement each other, can eliminate some inadequacies. 
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Among the studies that provided the reliability analysis, two of them did not follow an 

appropriate method for the research (Miles-Huberman). The remaining 18 studies presented the inter-

rater correlation coefficients to establish reliability. The studies reviewed in the analysis demonstrated 

that the inter-rater agreement was satisfactory or even better than satisfactory level. However, although 

we cannot argue which reliability analysis is sounder, we can point to which one is incomplete and 

insufficient. However, the rubric quality, the relatively low number of writings assessed, and 

insufficient information about the assessment process may cause some studies to be viewed with 

suspicion. Problematic issues regarding the reliability analysis of the rubrics included the lack of 

detailed evidence about the assessment process (Hodges et al., 2019), the presentation of mere 

correlation analysis (Wind, 2020), and incomplete or obscured information about the raters and inter-

rater agreement. Previous studies (Behizadeh, & Engelhard, 2011; Eckes, 2008; Graham, Hebert, & 

Harris, 2015; Hodges et al., 2019; Humpry, & Heldsinger, 2014; Reddy, & Andrade, 2010) 

acknowledged significant deficiencies and inconsistencies in the assessment of writing regarding inter-

rater agreement-hence reliability- for several reasons. In fact, Hodges et al. (2019) asserted that the 

presentation of inter-rater correlation coefficients alone should not be regarded as evidence for the 

reliability of a study. Following this claim, which even makes inter-rater agreement analysis 

controversial, we observed that five of the studies examined conducted no validity and reliability 

analyses, trivializing the rubric-based assessments. Researchers having conducted doctoral studies that 

lacked validity and reliability analyses, elaboration, rater training, and rating sessions and included 

dubious propositions need to focus more on these issues. Regarding rater training, Hodges et al. (2019) 

suggested that short-term training and a small number of rating sessions were inadequate. Similarly, 

Reddy and Andrade (2010) remarked that validity and reliability in inter-rater agreement should be 

taken more seriously and that there was a need for the careful use of accurate and functional research 

methods. Wind (2020) argued that the relationship among writing, rater, and rubric criteria could be 

uncovered with Many-Facet Rasch (MFR) models to reveal the details about the rating scale 

functioning. 

Our findings revealed that the rubrics most commonly described three and five performance 

levels. Brookhart (2018), studying 51 rubrics, found that four and five were the most common 

performance levels. The differences in levels are acceptable, depending on the purpose of assessment 

as long as the assessment is conducted accurately, and the scale is divided into consistent levels. The 

findings also revealed that four (16%) of the twenty-five rubrics provided general descriptions of the 

criteria, not grading descriptions. Similarly, Brookhart (2018) emphasized that the performance levels 

of 14% of the rubrics she examined considered the criteria separately. 

The codes obtained from the content analysis were categorized as follows: (genre-based) 

content, organization, style, presentation, mechanics, vocabulary, sentences, textuality, process. 

However, the number and frequency of features in textuality and process categories were quite low. 

Our attempt to classify the features revealed similar categories to the 6+1 Trait Writing Model (ideas, 

organization, voice, word choice, sentence fluency, convention, presentation). That is, content, style, 

mechanics, vocabulary, and sentence in our study overlapped with ideas, voice, convention, word 

choice, and sentence fluency, respectively. The organization and presentation categories had the same 

names for the features. Nevertheless, there was a clear difference between the descriptions of the 

rubrics examined and the ones in the 6+1 scoring rubrics. The descriptions in our analysis were 

simpler and more concise. On the other hand, the descriptions that put the writer or rater to the fore 

were extremely few. This may indicate more objective descriptions. Besides, the names of the 

categories we reached were similar, though not identical, to the categories (vocabulary, grammar, 

fluency, mechanics, coherence, style, topic) in Knoch's (2009) taxonomy. These similarities were 

actually due to the nature of writing. Despite the differences in assessment models, common to all 

models were textual features of grammar, vocabulary, and syntax (Knoch 2011). In large-scale writing 

assessments, the criteria typically include the train of thought, structure, completeness, description, 

argumentation, syntax, vocabulary, and correctness (Eckes, 2008). Therefore, we can argue that the 

features in these categories also overlapped with the commonly used assessment criteria. 
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As a result of the coding, we observed that the features regarding content and organization 

were frequent in the rubrics. From the first research conducted using writing rubrics until today, the 

cumulating evidence supported this finding. The research in this field highlighted that the raters often 

focused on content and organization (Huot, 1990; Huot, 2002). The frequency of features in the 

content and organization categories was higher than in the other seven categories. It showed that the 

descriptions in the rubrics used in the doctoral dissertations focused on these two categories. The 

features in the content category mostly focused on the technical processing of contextual information 

that the genre demanded, and the organization category allowed a holistic approach to text and to 

establish strong semantic and formalist links among the parts of a text. 

The features in the style category were found to be quite varied. This variation in question is 

meaningful since the expected stylistic characteristics of writing differ based on the researchers' 

objectives and the writing genre. We asserted that the frequency of features in the presentation 

category was high, which suggested that the rubric makers focused too much on the outline and textual 

style. Considering that it was mostly the secondary school students' writings that were assessed, we 

observed that the formalist perspective and prescriptivism in the curriculum were projected in the 

rubrics. The previous curriculum (applied from 2006 to 2015) aimed to teach students to "pay attention 

to the outline and page layout, write properly and legibly, and learn cursive handwriting” (MEB, 2006, 

p. 29). The high number of features in mechanics can also be attributed to over-teaching of spelling 

and punctuation in the curriculum. Besides, many studies investigating the use of spelling and 

punctuation by secondary school students (e.g., Arı, & Keray, 2012; Bağcı, 2011; Karagül, 2010; 

Özbay, 1995; Süğümlü, 2020) stressed that spelling and punctuation were problematic for students, 

which may result in rubric makers concentrating on the descriptions of this feature.  

The similarity matrices and the map in this study demonstrated that the number of features 

scored in rubrics, the complexity of rubrics, the extent (narrow/broad) of the descriptions of the 

features exhibited the differences among rubrics. In other words, the similarity decreased when the 

descriptions of the features overlapped. In this review, we found that most rubrics had short 

descriptions and that only one feature was prominent in rubrics, which marked the similarity of the 

rubrics to one another. A cursory purpose statement by researchers, text types indirectly measured by 

rubrics, and also the extent of descriptions in criteria may be the factors that increased or reduced the 

similarity of the features that rubrics aimed to measure.  

The rubric examination showed the use of technical and academic terms and exhaustive 

descriptions and ambiguities in the descriptions in some rubrics. The language used in rubrics (Reddy, 

& Andrade, 2010), namely technical terms and adjectives that partially determine the level in quality 

definitions, can lead to ambiguity. Ambiguities in the rubric descriptions are frequently criticized (e.g., 

Chan, & Ho, 2019; Gottliebd, & Moroye, 2016). They can cause teachers or raters to have difficulty in 

assessing writing even if they understand the descriptions of features (Nordrum, Evans, & Gustafson, 

2013). 

As a result of the examination, we can claim that ambiguous descriptions, manipulations, 

quantifications, and the description of the same feature in two criteria with different statements can 

make the raters' job difficult. Some descriptions may require quantification. This was actually more 

desirable. There were many moderate-level descriptions (3) of the spelling criteria in the examined 

rubrics, such as "There are between 2 and 5 errors." With these descriptions, the rater can make rapid 

scoring decisions. However, if the excellent level of the criterion for word diversity was defined as 

"using at least seven of the eight word types effectively", the objective of student writing, the topic, and 

the differences in perspective would be ignored. Students may not use interjections and postpositions 

in the natural flow of writing. The rater may decide that five uses are effective, and two uses are not. 

The student may use seven types, two of which are not effective uses. In that case, it would be 

necessary to use numbers in the other performance descriptions. Such descriptions may lead to unfair 

treatment to the student who wrote the text and prevent the rater from making an informed decision. 
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The descriptions such as "there are three..." or "two are used…” should be rephrased, considering that 

they may result in an inaccurate measurement of learning (Brookhart, 2018).  

CONCLUSIONS 

This unique research suggested that the rubrics used in the doctoral dissertations in Turkey, 

like their universal counterparts, could list and describe the quality definitions of student writing in 

accordance with the objective of assessment, the scope, and the nature of writing. In recent years, it 

was observed that the researchers in Turkey were brave to prepare rubrics, and assessment with rubrics 

in doctoral research has increased. However, it should be noted that lacking validity and reliability 

analyses and inattentive descriptions can damage the measurements and the results of such important 

research as a doctoral dissertation. On the other hand, a small number of rubrics had problems 

regarding the use of wrong models and terms for the Turkish education system, ambiguity in 

descriptions, and overlapping features in two different criteria. For these reasons, the study of 

assessment where rubrics are used to assess writing has been in its infancy for about 20 years in 

Turkey. The research on computer-assisted assessment applications for student writing in some 

countries (e.g., Mao et al., 2018; Rahimi et al., 2017) indicates that Turkey needs to move forward 

with writing assessment research.  

Our study presented that the rubrics focused on assessing secondary school students' writings 

in particular, and so far, not a single study has been conducted on the assessment of high school 

students' writings with rubrics. There are many reasons for the lack of research in this regard, but 

ultimately, we must realize that there is a crucial deficiency. A recommendation for short-term 

research is to assess the writings of high school students with rubrics. Another important 

recommendation is for policymakers, education administrators, educators, and researchers of writing 

to move along rapidly the infancy stage and decide on standardized assessment criteria conducting 

research on large-scale assessment. The categories and features proposed in this study can lay the 

groundwork. We suggest that researchers pay more attention to rater training to obtain more accurate 

and robust reliability, conduct analyses that corroborate validity and reliability, and present them in a 

transparent and detailed manner. 
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Abstract  

The purpose of this study was to determine the perceptions and practices of teachers about inclusive 

education and to propose solutions to the problems experienced by the teachers in the light of the 

study findings. The study was carried out by qualitative research approach and case study design was 
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INTRODUCTION  

Individuals have different characteristics due to their academic abilities, cultures, socio-

economic levels, and learning profiles (Fiore & Cook, 1994). Today, schools are supposed to appeal 

students with different languages, cultures, genders, and learning backgrounds. They are also expected 

to promote tolerance and social integration among the students, and allow students having 

disadvantages or behavioral problems attend effectively (Organisation for Economic Co-operation and 

Development [OECD], 2005). Initiatives to successfully fulfill these demands have been 

conceptualized in the idea of "inclusive education."   

Inclusive education are based on the perception that all students come to learning 

environments with equal rights despite their learning background, inadequacies or individual 

differences (Malinen, Savolainen, & Xu, 2012). Inclusive education is required for students with 

special education need and students with normal development (Jordan, Schwartz, & McGhie-

Richmond, 2009). Inclusive education has become an international action to educate all children, 

especially students with special needs, in normal classes from the 1980s to the present day (Walton, 

2016). Today, this concept is the participation and success of not only the students with disabilities or 

special needs, but also excluded, discriminated, disadvantaged, and all other students (Ainscow, 

Booth, & Dyson, 2006). Inclusive education is considered the key to achieving an inclusive society in 

which all individuals’ social, political, and civil rights are democratically recognized without any 

discrimination (Barton, 1997). Inclusive education, which envisages the right to quality education for 

all students and is defined as a compulsory policy at the international level, is an understanding that 

requires the use of effective educational approaches and strategies to respond to student diversity 

(Liasidou, 2015).  

Inclusive education seen as a strategy for creating an inclusive society that counteracts all 

forms of discrimination and aims to prevent exclusion and neglect. The aim of inclusive education is 

to ensure disadvantaged students to attend school, overcome obstacles, reduce fear, prejudices, and 

rejection, and increase tolerance. The overall objective of inclusive education is to remove all potential 

barriers to learning. Inclusive education aims to increase the learning success of all students and 

ensure their access and participation in quality education (Puri & Abraham, 2004). Also, inclusiveness 

is about how schools meet diversity and how to offer equal educational opportunities to disadvantaged 

students. It is a concept that guides to education policies and existing normative and legal frameworks, 

also breaks the vicious circle of exclusion, marginalization, and discrimination of disadvantaged 

individuals by changing educational approaches to ensure equality and ensure that these children 

remain in school (Dusik & Santarosa, 2016). 

Inclusive education requires children to participate in school’s social life. Participation is not 

the same as being present in this environment; having the opportunity to contribute to this 

environment means that the contribution of the person is recognized and respected by the community 

(Ottesen, 2013). It is based on the belief that everyone, regardless of any difference, has the equal right 

to be recognized, respected, and treated well. Principles such as being respected and recognized as an 

equal member of the school community, equal learning opportunities, having equal access to all 

aspects of school life, not being separate, but being together constitute the essence of inclusive 

education. These principles have important implications for a school's physical organization, 

relationships among the members of the school community, instructional and curricular practices, and 

the more comprehensive cultural practices of the school (Armstrong, 2016). 

Mitchell (2014) defined a formula of inclusive education as V + P + 5A + S + R + L 

(V=vision, P=placement, 5A=adapted curriculum, adapted assessment, adapted teaching, acceptance, 

access, S=support, R=resources, L=leadership) and emphasizes that all of these elements must be 

present to implement inclusive education successfully. Vision is a concept that expresses the 

commitment of educators to the basic philosophy of inclusive education. Placement refers to students 

taking part in all classroom activities, mixed ability groups, or any flexible group by their 
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developmental characteristics. Adapted curriculum is probably the biggest challenge that educators 

encounter when creating inclusive environment. Making adaptations or changes in the curriculum in 

accordance with the individual needs and differences of students is the core of inclusive education. 

Adapted assessment helps all students to adapt to the curriculum and teaching methods. In other 

words, when an assessment in inclusive classes shows that students unable to perform a particular 

task, it should allow to diagnose why this is happening and then redesign the learning circumstances. 

Adapted teaching forces educators to develop broad knowledge about teaching strategies. Acceptance 

means that educators, students, and families agree that students with special education needs or 

disadvantages have the right to receive education in standard classes and to equal access to all 

resources. Access means making it possible for students with physical disabilities to access classes and 

resources in classroom to engage in instructional processes. Support means that inclusive education 

requires the assistance by a professional team, consisting of a general educator, a specialist counselor, 

appropriate therapists, and other specialists. The composition of such team will vary depending on the 

disadvantages of students in the inclusive class. Inclusive education also requires active support from 

parents and carers. Resources include all kinds of materials and resources used to respond the needs of 

students. Leadership requires bringing all the aforementioned elements together, having leadership 

qualities at all levels, such as government, national education units or ministries, provincial or district 

units, school principals, and classroom teachers. In the inclusive education process, everyone should 

be able to understand the underlying philosophy of inclusion and demonstrate that their commitment 

to successful implementation through their actions. Inclusion is the process of restructuring schools' 

existing practices, policies, and cultures to meet the diversity of students (Ainscow, Booth, & Dyson, 

2006). In an inclusive school, all stakeholders of the school (students, school staff, faculty and parents) 

are valued. It is believed that every child is able to learn when the suitable environment, incentives, 

and meaningful activities fitting his/her interests and needs are adequately provided to the child (Puri 

& Abraham, 2004). One of the important challenges encountered in education systems around the 

world is the development of inclusive schools. Moreover, how to develop inclusive practices in 

schools has not been fully comprehended yet and it still remains a complicated and controversial issue 

(Ainscow, Booth, & Dyson, 2006).  

The need for inclusive education is increasing worldwide, and it requires adequate training of 

teachers for inclusive education (O'Donoghue & Chalmers, 1999). A successful inclusive education 

application depends on providing teachers with the opportunity for professional development, giving 

adequate support in and out of the classroom, and sustainable positive attitudes of educators (Tiwari, 

Das, & Sharma, 2015). Therefore, teachers and schools play an essential role in the successful 

implementation of inclusive education (Forlin, Cedillo, Romero-Contreras, Fletcher, & Hernández, 

2010). In this context, teacher training and professional development are considered a determining 

factor in the development of inclusive education (Abbott, 2007; Florian & Rouse, 2009, Vickerman, 

2007).  

Teachers should have a sense of responsibility and commitment to ensure the well-being of all 

students in their class and improve their educational opportunities. They should also have necessary 

knowledge, skills, and experience to take appropriate steps to comprehend and meet the needs of these 

students, and enable them to learn. Teachers should have a clear responsibility to ensure all students in 

their classrooms to participate and explore and manage the class in a way that gives them full access to 

learning by using different teaching approaches and strategies. Teachers should recognize that their 

primary responsibility is to respond to diversity of all students in their classroom, including those with 

the great resistance to learning (Rose & Howley, 2007). Bradshaw and Mundia (2006) claimed that 

teachers who trust themselves in inclusive classes have more positive attitudes toward inclusive 

education. In this context, teachers' attitudes are very important in determining the success or failure of 

inclusive education. The integration of students with learning disabilities or disorders into mainstream 

classes is not an optional practice, but teachers need to be trained to meet the needs of these students. 

When teachers are not trained on this subject, it is not possible for them to meet these students' needs 

in mainstream classes (Coombs-Richardson & Mead, 2001). 
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Today, most teachers perceive that only special education teachers are responsible for 

inclusive education practices, so they lack the skills associated with inclusive education practices 

(Tiwari, Das, & Sharma, 2015). Most teachers do not have information about student diversity, such as 

students with disabilities or special learning needs (Florian & Becirevic, 2011). Lopes, Monteiro, Sil, 

Rutherford and Quinn (2004) emphasized that teachers who feel inadequate to deal with students with 

special learning needs believe that these students will negatively affect other students’ learning in 

mainstream classes. It was stated by United Nations International Children’s Emergency Fund 

[UNICEF] (2010) that teachers did not receive adequate training on inclusive education during their 

pre-service training (as cited in Florian & Becirevic, 2011). Jordan, Schwartz, and McGhie-Richmond 

(2009) asserted that teachers are very reluctant to integrate students with special learning needs into 

mainstream classes, and they are hesitant about inclusive education practices because they do not have 

individualized teaching skills for students with special needs and have not received training in this 

regard.  

According to Bandura (1997), teachers' perception of competence affects the environment 

they create for their students and their judgments about different teaching activities to improve 

students' learning. It is claimed that teachers with high self-efficacy perception use more effective 

teaching strategies for students who are less successful in their classrooms. In contrast, teachers with 

low self-efficacy spend more time in students' learning process by using less effective teaching 

strategies (Gibson & Dembo, 1984). Therefore, it is safe to say that the high level of teachers' 

perception of competence is considered a basic component to create successful inclusive classroom 

environments. Teacher competence is also associated with attitudes toward teaching in inclusive 

classes (Sharma, Loreman, & Forlin, 2012). Soodak, Podell, and Lehman (1998) emphasized that 

teachers' perception of competence is one of the strongest predictors of their attitudes toward 

inclusion. Further, they reported that teachers with low perceptions of inclusive education refused and 

were concerned about the idea of including students with special learning needs in their classes. 

Weisel and Dror (2006) also stated that the perception of competence regarding inclusive education is 

the best predictor of teachers' attitudes toward inclusion. They claimed that teachers who think that 

they have a more positive school environment have more positive attitudes toward inclusion. One way 

to determine whether teachers successfully implement inclusive education and their problems in this 

regard is to examine their inclusive education perceptions and the practices they perform. It has been 

revealed that the studies on inclusive education in Turkey are carried out by focusing on a specific area 

rather than focusing on the whole subject. In the literature review, it was found that the inclusive 

education for asylum seekers was examined in the social studies course in our country (Yıldırım, 

2020) and the situation of classroom teachers to provide inclusive education for refugees (Kırılmaz & 

Öntaş, 2020). In addition, studies aiming to examine the views of teacher candidates (Yılmaz, Özsoy, 

Erciyas, Akbulut, Karakoç, Yiğit ve Akşin Yavuz, 2019; Kula, 2020),  social studies teachers (Bayram 

ve Öztürk, 2020; Çopur, 2019), preschool teachers  (Dağlıoğlu, Turupcu Doğan ve Basit, 2017; Erol 

Salihloğlu, 2020) and school administrators (Dilekçi, 2019; Direk ve Dilber, 2020) on inclusive 

education have become widespread in recent years. However, the literature review revealed that there 

are limited studies aiming to reveal teachers' perceptions of inclusive education and the practices they 

perform. This study aimed to contribute to the related literature and help fill this gap in the literature. 

Accordingly, the aim of this study was to determine the practices of teachers about inclusive education 

and offer suggestions for the development of in-service teacher training programs in the context of 

inclusive education in light of the findings of this study. For this purpose, answers to the following 

questions were sought in this study: 

 What are the teachers' perceptions of the concept of inclusive education?  

 Which metaphors do the teachers use about the concept of inclusive education?  

 What are the students' profiles that require the teachers' inclusive education practices?   

 What are the practices of the teachers about inclusive education? 
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 What are the problems encountered by the teachers during the inclusive education 

practices?  

 What are the teachers' perceptions of competence in inclusive education? 

 What are the teachers' expectations from Turkish Ministry of National Education, school 

administrations, NGOs, and parents?  

METHOD 

Research Model   

In this study, the case study design was used to reveal the existing situation. The purpose of a 

case study design is to conduct an in-depth analysis of a specific case or event within a real-life 

context from many perspectives (Simons, 2014). A case study is a research design that aims to reach a 

judgment about a unit in the population by determining its depth and width and its relations with its 

environment (Karasar, 2005). In this study, a descriptive case study, one of the case study types, has 

been adopted. In a descriptive case study, one or more examples of a case are examined to have a 

descriptive picture of the case. A descriptive case study is used to interpret the data obtained from the 

investigation of the cases with little information and to present unknown information to the reader 

(Davey, 1991). 

Participants  

The participants of the study were 20 elementary school teachers working at public elementary 

schools in the 2019–2020 school year. The demographic characteristics of the participants are 

presented in Table 1.  

Table 1 Demographic Features of the Participants 

Gender f 

Female 

Male  

11 

9 

Teaching experience (seniority) f 

15–20 years  

More than 20 years  

5 

15 

Degree level f 

Bachelor’s degree 

Master’s degree 

19 

1 

Grade level taught  f 

First grade 

Second grade 

Third grade 

Fourth grade 

6 

4 

7 

3 

Participants’ state of receiving in-service training  

In-service training on inclusive education 15 

In-service training on individual differences 11 

In-service training on special education 12 

In-service training on students with special needs 5 

Training about inclusive education during undergraduate education 0 

Students’ characteristics in their classes 

Physically disabled student 2 

Inclusive student 11 

Refugee student 14 

Violence victim student 2 

Abused student 1 

Gifted student 9 

Student affected by a disaster 0 
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As seen in table 1, of the participating teachers, 11 are females, and nine are males. Fifteen of 

the participants have more than 20-years of teaching experience, while five of them have 15–20 years 

of teaching experience. One of the participants holds a master’s degree and 19 of them have a 

bachelor’s degree. Six teachers teach first graders, four teachers teach second graders, six teachers 

teach third graders, and three teachers teach fourth graders. When their receiving in-service training on 

inclusive education status was examined, it was found that 15 of them received in-service training on 

inclusive education, while five of them did not receive. The study findings revealed that eleven of the 

participants received in-service training on individual differences, 12 on special education, and five on 

gifted students. No teacher has taken any training on inclusive education during their undergraduate 

education. When the participants' demographic characteristics concerning the students in their classes 

were examined, it is seen that there are students with physical disabilities in the classes of two 

teachers, there are inclusive students in the classes of 11 teachers, there are refugee students in the 

classes of 14 teachers, there are students who are victims of violence in the classes of two teachers, 

there is an abused student in the class of one teacher, and there are gifted students in the classes of nine 

teachers. No students were been affected by any disaster in the classes of the study group. 

Data Collection  

Data collection methods such as observations, interviews, audio, and video recordings, 

document analysis are used in case studies (Bloor & Wood, 2006). Interviews are highly effective data 

collection tools in qualitative case studies to obtain in-depth data, document multiple-perspectives and 

experiences, and examine controversial issues (Simons, 2014). In this study, a semi-structured 

interview technique was used for data collection. To collect the data, an interview form with 26 closed 

and open-ended questions developed by the researchers. In order to determine the content validity of 

the interview questions, two experts' opinions were obtained, and the interview form was rearranged 

based on their feedback. This draft form was then submitted to two teachers for review. After 

receiving their feedback, the necessary corrections were made, and thus the final form of the interview 

items was created. In the interview form, the following questions were asked to elicit demographic 

information of the participants: gender, teaching experience, grade level they teach, their in-service 

training status, and characteristics of the students in their classes. The interviews were conducted 

individually with the teachers by the second researcher and a voice recorder was used to record the 

interview. Appointments were made with the teachers before the interviews were conducted and 

interviews were conducted in the offices of the administrators at the specified time on the specified 

day.  

Data Analysis  

Case studies enable to create themes in the analysis of data to collect and compare them by 

themes (Bloor & Wood, 2006). In this study, a descriptive analysis technique was implemented to 

analyze the data at hand. After the interviews with the teachers were completed, the transcripts of the 

recorded interviews were transferred to a Word file. The interview transcripts were then checked by 

the researchers to determine erroneous or missing parts. The researchers read the interview forms 

independently, and then coding keys were created under the relevant themes. The data obtained from 

the interview forms were coded and interpreted according to the previously determined themes.  The 

concepts that emerged in the findings were effective in determining the codes and categories. In the 

study, each teacher was given a code name (e.g., 1.4 and 3.2). During the reporting process, the 

participants were kept confidential using their code names while taking direct quotations from their 

statements. The research data were also supported by the participants' quotations.  

Validity and Reliability  

The following steps taken into account for the validity and reliability of the study. The 

researchers analyzed the participants' responses in the interview form and one external expert 

evaluated them independently. Then themes and sub-themes were determined, and the subjects on 
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which there were "agreements" and "disagreements" were discussed. Miles and Huberman's formula 

(1994) "Reliability = Agreement / (Agreement + Disagreement)" was used to calculate the reliability 

of the study. As a result, the inter-coder reliability coefficient was calculated to be .81,6. As the rate of 

agreement is 70%, it is regarded as an acceptable agreement (Yıldırım & Şimşek, 2005), the inter-

coder reliability coefficient found in this study is accepted to be enough. Moreover, to increase the 

reliability and validity of the research findings, direct quotations were taken from the teachers' 

statements. 

FINDINGS  

The findings of the study revealed the following six themes: "general perceptions and 

metaphors derived from the teachers' perceptions on the concept of inclusive education,"  "student 

profiles requiring them to implement inclusive education," "practices directed to inclusive education," 

"problems encountered in the inclusive education practices," "their status of competence in 

implementing inclusive education practices " and "their expectations from the Ministry of National 

Education, school administrators, NGOs, and parents about inclusive education practices."  

The sub-themes obtained for the first theme of the study "general perceptions and metaphors 

derived from the teachers' perceptions on the concept of inclusive education" are presented in Table 2.  

Table 2 Perceptions of Inclusive Education and Metaphors about Inclusive Education  

Perceptions of the Concept of Inclusive Education 

Addressing all the students in the class (1.4, 1.5, 1.6, 1.7, 2.2, 2.6, 3.3, 3.7) 

Education given to all the at-risk/disadvantaged students (2.5, 2.7, 3.1) 

Treating all the students equally despite their differences (1.2, 3.2) 

Delivering the lesson by considering all the individual differences (1.7) 

Handling all aspects of education (2.1) 

Education covering all stakeholders and practices in an integrated manner (2.3) 

Education in which different children are together (1.3, 2.4) 

Education given to disabled students (3.6) 

Educational approach refusing the prevention of education due to individual differences (3.4) 

Education that appeals to students at all levels (3.5) 

Metaphors about Inclusive Education 

Metaphors Conceptual categories  

Umbrella (1.2, -2.6)  

Quilt (3.7)  

A roof of the house (3.2) 

Rainbow (2.4) 

Turkey (1.3)  

Garden (1.5) 

Football team (1.7). 

Mother (2.5) 

The human body (2.7) 

Building (2.1) 

Addressing differences  

Including differences  

Not discriminating  

Sample explanations: 

It should be like an umbrella since it covers all children; it is to treat everyone without discrimination by their 

characteristics and differences to act equally (1.2). 

I can say that it is like Turkey. We have all the things in it. The differences are our wealth (1.3). 

I can compare it to a rainbow because it contains different colors (2.4). 

Inclusive education is like the human body. Because there are different organs, all of them have a separate job, but as 

they all should work as a whole, we can think of every student like an organ of inclusive education. If one of them is 

missing, it cannot function properly (2.7).  

Inclusive education is like a garden. There is every type of fruit tree in the garden (apricot, plum, and apple), we can think 

of different fruits like different students in the classroom and there must be all kinds of fruits in the garden.   

Inclusive education is like a football team. Like players with different abilities in a football team, the students with 

different skills in the class can be brought us together in such a way to function like a machine. (1.7).  

Inclusive education is like a mother. Because it cares about all the children, like a mother showing compassion to all of 

her children. I describe it as a mother caring about all her children (2.5). 
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Metaphor name Conceptual categories  

Master (1.6) 

Chameleon (3.4) 

Providing a variety of educational opportunities suitable 

for student diversity   

Sample explanations: 

Inclusive education is like a master. Because no matter what kind of material he/she is given, he/she should be able to 

process it in the best way (1.6). 

It is like a chameleon. A chameleon can change color depending on the situation in which it is; thus, inclusive education 

can also change color. That is, as different people have different problems, the teacher should have the required color for 

each problem (3.4). 

Metaphor name Conceptual categories  

Plant (3.3) Full participation in all the aspects of school life as an 

equal member of the school community/relationships 

between the members of the school community  

Sample explanations: 

Inclusive education is like a plant. Since a plant that cannot grow without water, soil, and sun, education cannot develop 

without a teacher, student, and parent (3.3). 

Metaphor name Conceptual categories   

Football league (2.2) 

 

Aiming at the participation and success of the excluded, 

discriminated, and disadvantaged students  

Sample explanations: 

It's like a football league, normal kids are like super league; kids involved in inclusive education are like amateur league. 

Because in society, unfortunately, there is a perception that they are different. There is a perception that they are left 

behind. However, in reality, it is not because their world is different, the only important thing is not academic success, 

rather the child's happiness (2.2). 

Metaphor name Conceptual categories 

No metaphor (1.4,2.3,3.1,3.5,3.6) (hugging life, and 

viewpoint…) 

- 

 

The findings of the study depicted that some teachers defined inclusive education as 

"addressing all the students in the class." However, the teachers defining inclusive education as 

"treating all the students equally despite their differences" bring the concept of "equality" to the fore. 

While one of the teachers perceived inclusive education as the type of education covering all 

stakeholders and practices in an integrated manner, another teacher defined it as an educational 

approach refusing the prevention of education due to individual differences. Also, some teachers 

considered inclusive education as education given to the at-risk/disadvantaged students, disabled 

students, or given by the students' levels of learning only. Thus, it seems that these teachers experience 

a lack of conceptual clarity about the definition of inclusive education.  

The teacher 1.5 defining inclusive education as addressing all the students in the class 

expressed his/her opinions as follows: "Inclusive education is an education covering all kinds of 

students, that is, covering all students regardless of their gender, disability, and financial situation. In 

addition, it is an education covering all students, regardless of the child's nationality, level of 

achievement, and perception." The teacher 2.3, however, perceived inclusive education as the 

involvement of all elements and stakeholders of education in the process and expressed his/her 

opinions as follows; "I understand that it is a unity, including everything. Everything; that is, family, 

school, activities, social activities, education, and instruction. An education process is covering all of 

them." 

To elicit the metaphors, the participants had about the concept of inclusive education, they 

were asked to complete the sentence "Inclusive education is like … because ... " It was checked 

whether the participants clearly expressed their metaphors during the interviews. In this process, 

concrete expressions that do not include any image of metaphor instead of just indicating personal 

thoughts about inclusive education (hugging, life, and viewpoint) were excluded. Thus, a total of five 

metaphors produced by the teachers were excluded in the analysis. The valid metaphorical expressions 

created by the teachers were examined in terms of the common features they had about the 

phenomenon of inclusive education, and thus conceptual categories were constructed. As Table 2 

depicts, the teachers produced metaphors about inclusive education, mostly under the categories of 

addressing differences, including differences and not discriminating. In this regard, the teachers seem 
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to have focused on the main philosophy of inclusive education in general. Few teachers (f=2) having 

produced metaphors under the category of providing educational opportunities suitable for student 

diversity seem to have internalized the main philosophy of inclusive education and have tried to relate 

this to their instructional practices. These teachers are taught to care about applying theory to practice 

and making an effort to bring the characteristics of effective teaching to the fore. The plant metaphor 

developed under the category of relationships between the members of a school community indicated 

that the teacher attaches importance to stakeholder participation in inclusive education. The teacher 

producing the football league metaphor seems to aim to increase the participation and success of the 

excluded and discriminated students.  

The teachers’ perceptions on the profiles of the students in their classes are presented in Table 

3.  

Table 3 Teacher Perceptions about the Profiles of the Students in Their Classes   

Student profiles  

Refugee students (2.4, 2.5, 2.7, 3.2, 3.4, 3.5, 3.6, 3.7) 

Inclusive students (1.2, 1.7, 3.2, 3.5, 3.6, 3.7) 

Students with learning difficulties (1.3, 1.5, 2.2, 2.6, 2.7, 3.4) 

Students with slow learning speed (1.3, 1.6, 3.5) 

Gifted students (2.1, 2.4, 3.6) 

Students in a financially bad situation (1.2, 3.1) 

Hearing impaired students (3.4) 

 

As Table 3 shows, a great majority of the teachers stated that they had to implement inclusive 

education due to refugee students, inclusive students, and students with learning difficulties. Some 

teachers reported that they had to implement inclusive education due to students with slow learning 

speed and gifted students. While two teachers stated that they were trying to implement inclusive 

education because of students with a financial problem, the number of teachers trying to implement 

inclusive education due to students with physical disabilities is very small.  

The teachers' perceptions on the inclusive education practices they conduct in their classrooms 

are given in Table 4. The teachers' perceptions about the inclusive education practices they conduct 

were classified under six categories: ensuring stakeholder participation, ensuring active participation, 

diversifying instructional practices, changes made in the instructional environment, changes made in 

instructional materials, and changes made in evaluation. 

Table 4 Teacher Perceptions about Inclusive Education Practices They Conduct in Their 

Classrooms  

E
n
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n
g
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o
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p
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ti
ci

p
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n
 

Establishing communication with the family (1.5, 2.2,2.3, 2.5,2.7, 3.4, 3.6) 

Home visits (1.5, 2.7) 

Receiving support from families in financially good situation (1.7) 

Referring to experts for problems requiring specialization (2.2) 

Talking to the counseling teacher (2.4) 

Playing games with the family (2.7) 

Seeking peer support (1.5) 

E
n

su
ri

n
g

 

ac
ti

v
e 

p
ar

ti
ci

p
at

io

n
 

Providing more opportunities for students to talk (encouraging participation) (1.2, 2.5, 3.2, 3.3, 3.4) 

Involving disabled students in activities as much as their disabilities allow (1.7, 2.1, 3.7) 

Allowing inclusive students to take part in general proficiency tests in the class (1.2) 

Assigning tasks/homework in compliance with the learning speed of students (3.5) 

D
iv

er
si

fy
in

g
 i

n
st

ru
ct

io
n

al
 

p
ra

ct
ic

es
 

One-to-one teaching (1.3, 3.4, 3.7) 

Assigning individual homework (1.5) 

Organizing group works (3.6) 

Developing Enhanced Instructional Plan (EIP) plan (2.1, 2.4) 

Offering compensatory teaching to assist inclusive students (1.2.1.7, 3.1) 

Language studies with refugee students (2.3, 2.4) 

Revising the previous subjects individually before the class (1.3) 

Playing games (2.7) 

Talking and attending to students having family problems individually (3.4) 
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C
h
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n

m
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t 

Not being able to create diversity (1.2, 1.3.,1.4, 1.6, 2.2, 2.4, 2.6, 3.1, 3.2, 3.5, 3.6) 

Changing seating arrangement of the students in the classroom frequently (2.1, 3.6, 3.3, 3.7) 

Grouping (1.7, 2.5, 3.6, 3.7) 

Having disadvantaged students seated close to the teacher desk (1.5, 2.1) 

Changing the place of the disadvantaged student in the class (2.5, 2.7) 

C
h

an
g

es
 m

ad
e 

in
 

in
st

ru
ct

io
n

al
 m

at
er

ia
ls

 

Not being able to create diversity (1.2, 1.4.,1.5,1.6, 2.5, 3.1, 3.2, 3.5, 3.6, 3.7) 

Using different visuals (1.3, 2.2, 2.4, 3.4) 

Different reading texts (2.4, 3.3, 3.4) 

Using the Internet (1.3, 2.6 

Using Education Information Network (EBA) 1.3, 1.7) 

Using concrete materials (2.3, 3.4) 

Using books to support the mental development of gifted students (2.4, 2.7) 

Using game-based materials (2.1) 

Smartboard (1.7) 

C
h

an
g
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e 
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m
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t 
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d
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u
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n
 

Not being able to diversify assessment and evaluation (1.4, 1.5, 2.2, 2.5, 3.1, 3.3, 3.5, 3.7) 

Evaluating according to changes in attitudes and behaviors rather than cognition (2.3, 2.4, 3.4, 3.6) 

Observation-based assessment and evaluation (1.3,1.6, 2.1, 2.2, 2.4) 

Taking the student's performance into account (1.7, 3.2, 3.4, 3.6) 

Being tolerant of the inclusion student in grading (1.2, 2.6) 

Giving oral feedback (1.3) 

Changing the measurement tool (2.7) 

*Others  I can not care much about gifted students (2.2, 2.6, 3.3) 

 

The great majority of the teachers stated that they attach great importance to ensuring 

stakeholder participation for the effective implementation of inclusive education. In this connection, 

they were found to conduct different activities such as establishing communication with the family, 

home visits, receiving financial support from parents for students who are financially in a bad 

situation, referring to experts for problems requiring specialization and talking to the counseling 

teacher, playing games with the family and seeking for peer support. The teacher 1.5 explained what 

he/she did to ensure stakeholder participation as follows: "I sometimes ask for help from his/her peers. 

I ask them to help and guide this student. I sometimes give him/her different homework, and I contact 

the family. There are some students whose families I visit frequently." The teacher 2.7, who tries to 

ensure the participation of stakeholders with the games he/she plays with families, expressed his/her 

opinions as follows; " I try to spend quality time by playing mind games with the parents of some 

students, especially with fathers, to make them more involved in education because it is more difficult 

to involve them in education process. We are trying to strengthen our communication by playing 

games with mothers, fathers, and students." The teacher 2.7, one of the teachers trying to establish 

communication with the families of refugee students, stated that "Our parents do not want Syrian 

students in their children’s classes. We have offered some training to them. In the meetings we held 

with our parents, they used to ask whether there was a Syrian student in the class as some of them did 

not want them in the classes. I observed such reactions at first. I talked to all parents; in fact, all 

problems can be solved through communication, with the positive attitudes of teachers" During the 

interview, the teacher 3.1 stated that he/she never makes discriminations between students in the class 

and tries to treat each student equally. But then he/she said that he/she got a Turkish student seated 

next to a refugee student to get the refugee student to participate in the process actively. This teacher 

expressed his/her opinions as follows: "The student should see in inclusive education that the teacher 

does not discriminate him/her; He/she is equal to other students and he/she is given the same 

opportunities. That is what I do. We have refugee Syrian students, for example, we try to get them 

involved in games but for example, when we want other students to sit next to them, these students do 

not sometimes want to do this. What am I doing then? When I give punishments to some students, 

though it may not be correct, I ask them to sit next to Syrian students. Thus, these students sit next to 

them. In fact, I am trying to include them. When no one wants to sit next to them, then I ask the 

students I have given some kind of punishment to sit next to them. This seems to be not good on the one 

hand, but it seems to be necessary to include these students, on the other hand." Though this approach 

is deemed appropriate by the teacher, it is against the principles of inclusive education. Here, the 

teacher sees inclusion as a means of punishment, and by doing so; he/she punishes both students 
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because he/she forces other students to sit next to refugee students although they do not wish to do. 

This can be shown as an example of reinforcing negative behaviors rather than curbing negative 

feelings and behaviors such as hatred, discrimination, and exclusion.   

Some inclusive education practices conducted by the teachers to ensure active participation 

are as follows:  giving more opportunities to talk, involving disabled students in activities as much as 

their disabilities allow, and allowing inclusive students to take part in general proficiency tests in the 

class. The opinion of teacher 2.1 who wants to involve disabled students in activities as much as their 

disabilities allow is as follows: "I have a student having a problem with his/her finger. When he/she 

first came to the class in the first grade, other children did not want to accept him/her. While playing a 

game, they were afraid of holding his/her hand because the shape of his/her hand was different; thus, 

the child was incredibly upset. As a result, the child became a highly introverted. Thus, first, I talked 

to this child and then tried to make him/her accepted by other children so that he/she could participate 

in activities. Then, I explained to the other children that this was not something to be afraid of when 

he/she was not in the class. In this way, I physically prepared all the students and then called the child 

to the board and explained that there is nothing to be ashamed of and I tried to explain to the other 

children that this should not be seen as a deficiency. While playing games, I held one hand of the 

child, while another student held the other hand. After the game started, I slowly got away; thus, two 

children held each other's hands. Over time, they began to accept that this was something normal. 

Now there is no problem. In the past, they were afraid of holding his/her hand." The opinion of 

teacher 3.7 about what he/she did to ensure the active participation of a physically disabled student in 

the process is as follows:  "There was a student whose arm was broken and meanwhile we were 

learning how to write the letters and directions of the letters; I had this student draw the letters with 

his/her head and follow the directions of the letter by walking; I try to solve problems by finding such 

solutions." 

Moreover, the teachers reported that they perform different kinds of practices to diversify 

instructional practices according to individual differences in students such as offering one-to-one 

teaching, assigning individual homework, organizing group works, developing enriched education 

plan, offering compensatory teaching to assist inclusive students, and conducting language studies 

with refugee students. The teachers stated that they could not organize different activities for gifted 

students due to the crowded class. The teacher 2.2 stated that he/she could not perform different 

activities for gifted students as the classroom was too crowded. His/her opinions on the issue are as 

follows "I have a gifted student, but I cannot do anything special for him/her as the classroom is too 

crowded; there are 53 students in the classroom." Teacher 2.6 similarly explained his/her opinions: "I 

cannot do anything special for gifted students because I do not want to overload them. There is an 

exam for entrance to the Science and Arts Center in March; up to then, I am just treating him/her like 

a normal student.” Teacher 3.3 explained why he/she could not do anything to include gifted students 

as follows: "I have difficulty dealing with gifted students because it is very difficult to keep them quiet. 

Sometimes I give them a book and ask to read it while I am working with other students."   

As Table 3 shows, the great majority of the teachers did not create much diversity in the 

learning environment. Some teachers stated that they frequently changed the seating arrangement of 

the students, while some others reported that they grouped them. The learning environment is 

attempted to be diversified by changing places of disadvantaged students. Teacher 1.7 stated that 

he/she tries to bring some variety to the classroom considering the interests of students. Her/his 

opinions are as follows: "I have not made much change in the learning environment this year, I 

sometimes form reading or math groups."  Teacher 1.5 tried to bring diversity into class by changing 

the places of students "I get disadvantaged students seated next to me. I frequently call them to my 

desk. I pay special attention to their works." Teacher 2.2 expressed that he/she cannot make changes in 

the learning environment because it is very crowded in the class. His/her opinion is as follows: 

"Unfortunately, I cannot make much change in the learning environment because it is very crowded; 

there are 53 students in the classroom. Actually, I would like to conduct different activities; even to 

group students by their level of development." In this regard, teacher 2.4 stated that "In a classroom of 



International Journal of Progressive Education, Volume 17 Number 2, 2021 

© 2021 INASED 

417 

45 students, it seems to be impossible to focus on individual characteristics of each student; that is, to 

conduct activities directed to special needs of students. The learning environment is not suitable for 

this. During the lesson, it is already not possible to address the problems of each student; you need to 

be fast to keep up with the curriculum; that is, the classroom environment is not suitable for this 

because of the intensity of the curriculum; moreover, there are too many students in the classroom." 

Teacher 3.1 stated that he/she could not create diversity in the classroom environment for students. 

His/her opinion is as follows: "I am unable to make any change in the learning environment because 

then I would have discriminated; let’s suppose that I get a child seated in the front that is wrong. 

Instead, I tell the child to wear glasses if he/she has visual impairment or a hearing device if his/her 

ears are problematic."   

As Table 4 presents, the great majority of the teachers unable to create diversity in the 

instructional materials directed to inclusive education. Some teachers stated that they tried to create 

diversity in the instructional materials by using different visuals while some others using different 

reading texts. Two of the teachers reported that they use books to develop the intellect of gifted 

students. When the teachers' perceptions on the diversity created in the instructional materials and 

course contents according to students' interests, abilities and differences were examined, it was found 

that the great majority of the teachers did not create any diversity while some of them only used 

different reading texts, the Internet, and books to develop intelligence in gifted students. Teacher 3.7 

stated that he/she uses visuals and expressed his/her opinions as follows: "We are using many visual 

materials, but of course, if there is a student having difficulty in seeing, we can think of something else 

for him/her. For example, I can prepare tactile and audible materials. But materials are needed to 

solve a problem sometimes; sometimes some further actions should be carried out. For example, it 

may not be possible to solve the problems of obsessed children. For such children, you may need to 

organize some activities; we need to act in cooperation with parents. Therefore, materials are of great 

importance to me." Teacher 2.4 stated that he/she includes gifted students in the educational process 

by using mind-developing books or visual materials and expressed his/her opinions as follows: "There 

are some activities I conducted for gifted students by using mind-developing books and visual 

materials." In this regard, teacher 2.7 expressed his/her opinions as follows: "I use different documents 

for gifted students, but I do not conduct any other activities." Teacher 3.4 expressed the following in 

relation to refugee students and students with learning difficulties: "I am giving more reading and 

listening opportunities and materials to refugee children to develop their language skills, and I am 

presenting visual and tactile materials to the students with learning difficulties." However, teacher 3.5 

indicated that he/she does not bring diversity through instructional materials to address individual 

differences and expressed his/her opinions as follows: "The material is the same for every student. I do 

more activities with the students who cannot achieve the targeted learning. Aside from this, I do not 

use different materials for any other student."  

As Table 4 depicts, the great majority of the teachers do not create diversity in assessment and 

evaluation to address the individual differences and the needs of disadvantaged students. The findings 

of the study also revealed that through observations, teachers made some changes according to the 

changes in the attitudes and behaviors of the students. In this regard, opinion of teacher 3.5 is as 

follows: "I do not create diversity. I have standard measurement and evaluation tools (multiple 

choices, open-ended, and classic) for every student. I give extra time for students with learning and 

understanding difficulties. In this way, I help them to compensate for their shortcomings; moreover, 

while evaluating the development of students, I conduct individual evaluations, and I want parents to 

recognize the issue in this way. "Teacher 1.5 stated that he/she did not consider individual differences. 

His/her opinion is as follows: "I give the same exam paper to every student and I give the same 

reading books. I expect the same performance from them as the other students; I do not want them to 

see themselves differently from other children." Teacher 1.7 stated that he/she evaluates students 

according to their learning speed and emphasized his/her opinion as follows: "While having them read 

texts, I have some of them read longer texts, while some read shorter texts. Thus, I try to increase their 

motivation and make them happy in the class."  
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Table 5 shows the teachers' perceptions about the problems they experience during inclusive 

education practices.  

Table 5 Teachers’ Perceptions about the Problems They Encounter in Inclusive Education 

Practices   

Crowded classes (2.1 2.4, 2.7, 3.4, 3.6) 

The lack of cooperation between family and school (1.4, 1.5, 1.6, 2.2) 

Inadequate physical conditions of the school (2.1, 2.4, 2.7) 

The family's reluctance in accepting their child’s disability (2.2, 2.6) 

The family's mother tongue is different from the language of education (1.4, 2.6) 

Not being able to follow an enhanced instructional process to address all the differences (2.4) 

The teacher's feeling inadequate (3.4) 

Not being able to adjust education to be suitable for different levels of students (3.5) 

The lack of sample practices (3.4) 

The lack of time (1.3) 

Neglecting successful students while dealing with students having learning difficulties (1.3) 

Indifference of the family (3.2) 

Families' prejudiced attitudes toward disadvantaged students (3.2) 

Differences in students’ levels (1.7) 

The intensity of the curriculum (3.6) 

Inadequate in-service training (2.4) 

The lack of materials (2.4) 

The lack of information about alternative practices for disadvantaged students (2.4) 

 

The great majority of the teachers reported that they are unable to implement inclusive 

education effectively due to crowded classrooms, lack of cooperation between the family and school, 

and inadequate school physical conditions. Other problems they encountered were as follows: some 

families' mother tongues are different from the language of education, that they cannot follow an 

enhanced process to address all the differences, having some inadequacies, some families having 

prejudiced attitudes, inadequate in-service training of teachers, and having insufficient information 

about alternative practices for disadvantaged students. In this regard, teacher 1.5 expressed his/her 

opinions as follows: "Factors that make it difficult are mostly family affairs; families do not give 

enough support…"Teacher 1.4 also expressed the problem arising from the different mother tongues 

of some families and his/her opinions are as follows: “mother and father do not understand what I am 

talking about. The student has an elder brother; we communicate with his help" Teacher 2.4’s opinion 

on the problems he/she experienced is as follows: "Normally we have a one-week in-service training 

but we were given just for one day, just three or four hours. A few introduction games and that was 

all. There was no rich information sharing about alternative methods, there were no materials, no 

visual materials at all…nothing to learn about how to address different needs. In our classes, we do 

not have enough materials, classrooms are crowded, physical conditions in the building and garden is 

inadequate (2.4). " 

The teachers' perceptions about their competences in the implementation of inclusive 

education practices are given in Table 6.  

Table 6 Teachers' Perceptions about Their Competencies in the Implementation of Inclusive 

Education Practices  

I am competent (1.2, 1.7, 3.1, 3.3) 

I am partially competent (1.3,.1.4, 1.5, 1.6, 2.1, 2.2, 2.3, 2.7, 2.5, 2.4, 2.6, 3.6, 3.7) 

I am not competent (3.2, 3.4, 3.5) 

 

The great majority of the teachers reported that they are partially competent in implementing 

inclusive education practices. Teacher 3.2 claimed that he/she is not competent and his/her opinions 

were as follows "I do not find myself competent at all. That is, I do not have enough knowledge and 

qualifications; I am just using my mind and trying to be humane. I have no scientific knowledge; 
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therefore, I do not find myself competent." However, teacher 3.1 was seeing himself/herself competent 

because of in-service training. This teacher's opinions were as follows: "For example, in this school, I 

am the first one to implement inclusive education,… not now, but I have been doing it for five years, I 

have been giving training program in primary schools, inclusive education, all of them. " 

Table 7 presents the teachers' perceptions about their expectations from the Ministry of 

National Education, school administrations, NGOs, and parents for the effective implementation of 

inclusive education practices. 

Table 7 Teachers' Perceptions about the Expectations from the Ministry of National Education, 

School Administrations, Non-governmental Organizations, and Parents for the Effective 

Implementation of Inclusive Education Practices  

Expectations from the Ministry of National Education   

In-service training should be given to teachers by experts (1.2, 1.5, 2.2, 2.6, 3.6, 3.7) 

The number of students in classes should be reduced (1.3, 2.3, 3.4) 

Applied and effective in-service training activities should be conducted (2.2, 2.6, 3.6) 

Schools should be built with adequate conditions (2.3, 3.4) 

The physical conditions of school should be improved (2.1, 3.4)  

School-community cooperation should be increased (1.2) 

**Separate classes should be opened for disadvantaged children (1.4) 

Special programs should be developed for refugee children (2.5) 

In-service training should be given to the family (2.6) 

Recording system-based on birth or address should be changed (2.7) 

Compensatory payment should be made to the teachers giving remedial education (3.1) 

Textbooks should be prepared according to the philosophy of inclusive education (3.3) 

The intensity of the curriculum should be reduced, and interest-based courses should be offered to children (3.5) 

Expectations from school administrations   

The placement of disadvantaged students into classes should be done justly (1.3, 3.1, 3.4,3.6, 2.5, 2.7) 

School-family cooperation should be established (1.5, 2.1, 2.4, 3.5, 3.6, 3.7) 

More effective cooperation should be established with teachers (2.1, 3.2, 3.3) 

Teachers should be supported in any respect (1.6, 3.2, 3.3) 

In-service training should be organized (1.5) 

Social organizations should be held to bring all stakeholders together (2.3) 

Seminars and activities should be demanded from NGOs (2.6) 

Greater importance should be attached to sports activities (2.2) 

Expectations from NGOs 

Out-of-school activities should be organized to support children (1.2, 1.3, 2.2, 2.5,3.6, 3.7) 

Financial support should be provided for children who are financially in a bad situation (1.7, 2.3,3.7) 

Public education should be given about inclusion (2.7, 3.6) 

Training should be given, and projects should be made to train the family (3.6, 3.7) 

Cultural integration programs should be organized (2.3, 2.2) 

Physical conditions should be improved for disadvantaged students (1.6). 

More than conscientious aids should be offered (2.4) 

Educational cartoons with educational purposes should be made (2.6) 

Communication with schools should be improved (3.2) 

Student parents should be supported (3.5) 

Expectations from parents  

More active communication should be established (1.2, 1.4, 1.5, 2.3, 2.1, 2.5, 2.6, 2.7, 3.1, 3.2, 3.3, 3.4, 3.5, 3.7) 

They should know their children better (1.3, 2.2, 2.4, 3.1) 

They should support child works (1.6, 2.7, 3.3) 

They should not interfere with the works of teachers (2.4, 2.5, 3.6)  

They should develop a sense of empathy in their children (1.5, 3.2) 

The consciousness of inclusion should be raised in parents (2.5, 3.2) 

 

The expectations of the teachers from the Ministry of National Education for inclusive 

education for effective implementation include offering professional in-service training for teachers, 

decreasing the number of students in classes, improvement of schools' physical conditions, fostering 

school-community cooperation, offering training for families and reducing the intensity of the 

curriculum. Opinions of teacher 3.6 on the necessity of offering professional in-service training more 

seriously are as follows: "I think we should have this training directly by subject-matter experts. We 



International Journal of Progressive Education, Volume 17 Number 2, 2021  

© 2021 INASED 

420 

are normally trained by our colleagues. Moreover, the Ministry of National Education should offer 

training for families. It should be taken more seriously." Opinions of teacher 2.3 on the reduction of 

the number of students in classes are as follows: "Classrooms are very crowded; first the number of 

students in each class should be reduced to 25 or 30. I have 40 students at this moment. When we are 

performing an activity, it is very difficult to include all of them. I am unable to address the needs of all 

children. If the number of students was decreased, then the activities could be conducted more 

effectively, communication with the children could be more effective, and the shortcomings of 

individual students could be detected more easily." Opinions of teacher 2.7 on the system of 

appointing students to schools according to their address records are as follows: "Because of the 

school enrollment system of refugee students by their physical addresses and as the number of refugee 

students is very high in some neighborhoods, in the classes of the schools located in these 

neighborhoods there are many refugee students; sometimes 15 out of 20 students are refugee students. 

Thus, the Ministry of National Education should change this enrollment system. This is particularly 

true for inclusive education; for example, there are many refugees living in a neighborhood and the 

classes of the schools located in this neighborhood there are many refugee students, and the teachers 

teaching in these classes feel depressed. Different planning should be done to change this situation; 

that is, the distribution of these students into classes because if there were two or three such students 

rather than 10 or 15 students, it would be easier to deal with these students."   

The expectations of the teachers from school administrations for effective implementation of 

inclusive education include balanced and fair distribution of disadvantaged students into classes, 

improving family-school cooperation, establishing more effective cooperation with teachers, offering 

in-service training, increasing the number of sports activities and providing social activities to bring all 

stakeholders together. The great majority of the teachers stated that families are highly indifferent, and 

they expect school administration to contact families. In this regard, teacher 3.5 emphasized that "I 

have difficulty contacting parents; school administration can take a more active role in this regard." 

Opinions of teacher 2.4 expressed were as follows: "I have never met a family of a child in my class 

for two years. I called them, left a message, and I also tell the child "I want to talk to your 

parents"…that is, the school should help the teacher meet the families of the children  because this is 

not a problem related to the child; this is not something that the child can deal with it on his/her own. 

Therefore, the school administration should organize meetings with families." Teacher 3.6 thinks that 

the distribution of students into classes should be done more fairly by the school administration and 

his/her opinions are as follows: "School administrations should be fair to teachers; for example, they 

should not gather students with problems in one class or they should not avoid assigning students with 

problems into particular classes; such practices cause great harm to the relations among teachers. 

Administrators should be fair."   

The expectations of the teachers from NGOs for inclusive education for effective 

implementation include offering out-of-school activities, providing financial support to students who 

are financially in a bad situation, organizing public training on inclusion, producing projects on family 

training, organization of cultural integration programs, increasing communication with schools and 

giving support to students' parents. Perceptions of teacher 1.3 on offering out-of-school activities by 

NGOs are as follows: "Out-of-school activities can be organized; there were some NGOs offering 

reading and writing courses before. Courses can be offered to support children with autism, or 

Turkish courses can be offered to support the language development of Syrian students." Opinions of 

teacher 1.6 on the improvement of physical conditions are as follows: "What I expect from NGOs is 

the improvement of physical conditions for the disadvantaged students in inclusive education. For 

example, if there are obstacles such as pavements preventing them from moving freely, they should be 

fixed and improved. Ramps should be built on the sidewalks, or if they need to use some kind of 

vehicle, special parking places should be constructed." Opinions of teacher 1.7 on financial support 

are as follows: "NGOs should provide stationary and book aids to students in financially bad 

situation, and food aid to students with nutritional deficiency problems at their home.”   
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The expectations of the teachers from parents for inclusive education for effective 

implementation include parents' being more interested in the process, the establishment of more active 

communication, recognition and acceptance of children's general characteristics and handicaps, 

making an effort to get to know their children better, supporting teachers' works, not intervening with 

the teacher, fostering a sense of empathy in their children. Teacher 1.2 stated that “parents should be 

more interested in the process. Parents of the children in my class are not very interested; I am using 

technology; I have frequent meetings with parents; I sometimes call them individually, but they are 

somehow indifferent. This is because of their cultural background. I want them to be more interested. 

The expectation of teacher 1.5 about fostering a sense of empathy in children by parents is as follows: 

“Children can be brutal; sometimes they act very strange. The consciousness of families on the issue 

should be raised."   

RESULTS AND DISCUSSION 

This study aimed to determine elementary school teachers' inclusive education practices, the 

problems they encounter in this process, and their expectations regarding the solution of the problems. 

In this regard, the teachers' perceptions on inclusive education were discussed under the following six 

themes: "general perceptions and metaphors derived from teachers’ perceptions on the concept of 

inclusive education," "student profiles requiring them to implement inclusive education," "practices 

directed to inclusive education," "problems encountered in the inclusive education practices," "their 

status of competence in implementing inclusive education practices" and "their expectations from the 

Ministry of National Education, school administrators, NGOs, and parents about inclusive education 

practices", sub-themes, and categories related to these themes.  

This study revealed that teachers, in general, experienced a lack of conceptual clarity 

regarding the definition of inclusive education. Some teachers consider inclusive education as 

education given to the at-risk/disadvantaged students, disabled students, or given by the students' 

levels of learning only, while others consider it a mean of addressing all the students in a class. The 

findings of this study are consistent with some studies in the literature. For example, the results of the 

study conducted by Bayram and Öztürk (2020) revealed that a significant portion of teachers' 

knowledge levels and classroom practices regarding inclusive education are not sufficient and 

effective. The study of Dukpa and Kamenopoulou (2018) also showed that the great majority of the 

participants relate the concept of inclusive education with the education of the disabled. Similarly, 

Azueta and Kamenopoulou (2018) found that the participants defined inclusive education as the 

provision of opportunities for disabled children to study together with their peers. Slee (2010); on the 

other, claimed that inclusive education includes not only special education but also requires critical 

thinking about identity and difference, discrimination and disadvantage, inclusion, and exclusion.  

When metaphors which are created by teachers’ examined, it was found that teachers 

produced more metaphors for inclusive education under the category of addressing differences, 

accommodating differences and non-discrimination, for this reason, it was revealed that the majority 

of teachers focused on the main philosophy of inclusion. From the metaphors produced by a small 

number of teachers, it was concluded that they internalized the main philosophy of inclusive education 

and tried to associate this situation with teaching practices. Thus, it is safe to say that the small amount 

of the teachers focused on the underlying philosophy of inclusive education. Similar to the findings of 

this study, the results of Yazıcıoğlu's (2019) study aiming to examine teachers' views on inclusion 

education through metaphor analysis also showed that teachers knew the basic philosophy of inclusive 

education but could not carry them to the classroom. Lakoff and Johnson (2003) note that metaphors 

fundamentally structure our way of thinking and behaving, our knowledge and belief systems and 

therefore the choice of metaphor will determine how we construct or define reality. Our thoughts on 

inclusion or inclusive education are activated through metaphors. The metaphors help individuals to 

construct knowledge about inclusive education. Furthermore, how we think of inclusive education 

determines how we can implement inclusive education (Brantlinger, 2006). According to Walton 

(2016), metaphors are important part of expressing the concept of inclusive education in words. The 
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participants in the study carried out by Walton (2016) used building, travel and hospitality as 

metaphors in inclusive education. Building is one of the metaphors produced by the participants of this 

study. The building metaphor reveals that inclusive education is perceived as an object rather than an 

action. It appears that the teacher, using the building metaphor for inclusive education, thinks that 

inclusive education has various dimensions, foundations, and frameworks.  

The findings on teachers' perceptions on student profiles revealed that the great majority of the 

teachers had refugee students, inclusive students, students with learning difficulties, and students with 

slow learning speed, and they tried implementing inclusive education for these students.  

Inclusive education focuses on how teachers can differentiate teaching for students with 

different characteristics. Successful implementation of inclusive education requires teachers to have 

knowledge, skills, attitudes, and values in this regard and have acquired differentiated teaching 

strategies to address differences. In this study, the teachers' practices to address the needs of their 

students in inclusive education were gathered under the following six themes: "ensuring stakeholder 

participation, ensuring active participation, diversifying instructional practices, making changes in the 

learning environment, making changes in instructional materials, and making changes in assessment." 

The findings of this study reveal that participants conducted some activities such as establishing 

communication with families, home visits, receiving financial support from other parents for children 

who were financially in a bad situation, referring to experts, talking to the counseling teacher, playing 

games with parents, and providing peer support to ensure stakeholder participation. Although the 

findings reveal that teachers have conducted some activities such as giving more opportunities to 

disabled students to talk, involving disabled students in activities as much as their disabilities allow 

ensuring active participation of disadvantaged students, the findings also show that they have not 

conducted many practices specially directed to gifted students. It was found in this study that the 

teachers have conducted different activities such as offering one-to-one teaching, assigning individual 

homework, organizing group works, preparing EIP plans, offering compensatory teaching to assist 

inclusive students, conducting language studies with refugee students, revising students' prior 

knowledge before the class and playing games to diversify instructional activities.  One of the 

important findings of this study is that the majority of the teachers did not perform any activities to 

diversify their instructional activities. The findings reveal that the teachers also changed disadvantaged 

students' seats in the class or organize group works to increase the effectiveness of inclusive education. 

Moreover, the findings present that the great majority of the teachers did not diversify their 

instructional materials by not adjusting them to students' differences, interests, and abilities, learning 

speed, and disadvantages. The findings of Dukpa and Kamenopoulou's (2018) study revealed that the 

participants believed that there were not enough teaching-learning materials for the implementation of 

inclusive education. Similarly, Azueta and Kamenopoulou (2018) claimed that the participants thought 

that effective inclusive education depends on adequate resources. One of the important results of this 

study is that the great majority of teachers did not differentiate the assessment and evaluation by 

individual differences, interests, and needs of students. The teachers stated that they considered the 

changes in student attitudes and behaviors while evaluating them, that they made observation-based 

assessment and evaluation and that they evaluated students with disabilities by considering their 

performances.  

The findings of this study show that the great majority of the problems encountered by the 

teachers during inclusive education practices resulted from crowded classrooms, lack of cooperation 

between the school and family, inadequate school physical conditions, the differences between the 

mother tongue of refugee children, and the language of education. In addition to these, there are some 

other problems encountered by the teachers including not being able to conduct an enhanced 

instructional process to address all the differences, lack of knowledge, not being able to adjust 

education to be suitable for different levels of students, lack of sample practices and time, neglect of 

family, prejudiced attitudes of some families toward disadvantaged students (e.g., disabled, refugee). 

Similar to these findings of the study, Güngör and Şenel (2018) and Yıldırım (2020) stated that the 
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most important problems teachers experience with Syrian students are the linguistic and cultural 

differences they face. Also the study of Çopur (2019) indicated that teachers find the gap between 

theoretical education and practice of inclusive education as an obstacle. Moreover, teachers expressed 

that the lack of sufficient educational opportunities at the school and the inability to act in coordination 

with stakeholders were problems that they faced when they were implementing inclusive education. 

The research conducted by Ahmmed (2015) also revealed that the important reasons for teachers not 

being able to perform inclusive education effectively were found to be lack of support of the school 

community, limited resources, insufficient teacher education, insufficient lesson time, and insufficient 

school-family cooperation. Most of the teachers have pessimistic views about the success of inclusive 

education in mainstream classes due to inadequate support services and resources. Similarly, the study 

of Azueta and Kamenopoulou (2018) indicated that teachers considered lack of resources as an 

important obstacle to the implementation of inclusive education. Furthermore, Walton (2016) listed 

the following factors as some obstacles to inclusive education: the insufficiency of teacher education, 

systemic restrictions (insufficient resources, overcrowded classes, distance, and transportation) and 

negative attitudes toward disadvantaged students. Besides, Koutrouba, Vamvakari and Steliou (2006) 

claimed that the successful implementation of inclusive education in schools depends mainly on 

factors such as teachers' willingness, adequacy of infrastructure, and being free from prejudices. 

Similarly, Rakap and Kaczmarek (2010) argued that inclusive education depends on more favorable 

classroom settings and more staff and material support.   

The study findings revealed that the great majority of the teachers found themselves partially 

competent for inclusive education practices, while some others found themselves incompetent. Similar 

findings to these results of the study have been found in the literature. In the research conducted by 

Çopur (2019), it was revealed that teachers felt themselves inadequate in activities for inclusive 

students, in subjects such as preparing IEP and solving the problems that emerged. Hornby (2014) 

stated that many teachers are inadequate in students with learning disabilities, and because of limited 

in-service training on this topic, they feel incompetent in implementing inclusive education. It is stated 

that most of the teachers do not have the necessary knowledge and skills to include their students in 

the class, and they lack a material and financial support to implement inclusive education successfully. 

For this reason, it is stated that effective teacher education and support are required for effective 

implementation of inclusive education. Dukpa and Kamenopoulou’ (2018) study revealed that teachers 

do not have sufficient knowledge and experience in inclusive education. In addition, Ahmmed’s 

(2015) study revealed that almost all participants in this study did not have self-confidence in 

implementing inclusive education, and this was related to lack of teacher education, limited resources, 

and limited infrastructure opportunities. Swart and Pettipher (2005) also emphasized that many studies 

examining inclusive education found that teachers' competence perception was low, and their 

knowledge and skills were inadequate. Weisel and Dror (2006) stated that there is a significant 

relationship between teachers' competence beliefs and their attitudes toward inclusive education.   

This study exhibit that the teachers have expectations from the Ministry of National 

Education, school administrations, NGOs, and parents regarding inclusive education practices. The 

expectations of the participating teachers from the Ministry of National Education include in-service 

training given by expert teams, decreasing the number of students in classes, improving schools’ 

physical conditions to meet the needs of diverse student groups having different interests, abilities, and 

disadvantages and increasing school-family cooperation. Teachers play the most important role in the 

transformation and inclusiveness of schools. Therefore, enriched professional development 

opportunities should be provided for teachers so that they can lead reform efforts (Oswald, 2007). 

Armstrong, Armstrong, and Spandagou (2010) stressed that the importance of professional learning 

and development should not be overlooked in the development of a comprehensive understanding of 

inclusive education policies and practices. Forlin (2010) also states that in today's schools, teacher 

education should be restructured in an inclusive, contemporary, innovative, and realistic way to meet 

the various learning needs of all students. Inclusive education depends on schools that meet the needs 

of all students, regardless of need, ability, or cultural heritage (Rose and Howley, 2007). In this study, 

the teachers’ expectations from school administrations were found to include school administration’s 
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being just and balanced in the placement of disadvantaged students into classes, improving school-

family cooperation and provision of support in any aspect by the school administration. In the research 

conducted by Ahmmed et al. (2013), a relationship was found between teachers' attitudes toward 

inclusive education and their perception of having human and financial resources and the support they 

receive from the school community. In this study, the teachers' expectations from NGOs were found to 

include offering out-of-school activities to support children, supporting students who are financially in 

a bad situation, offering public and family training on inclusion, production of projects, improving 

physical conditions for physically disadvantaged students, and organization of cultural integration 

programs. In relation to the teachers' expectations from parents to be able to implement inclusive 

education successfully, the teachers complained about the parents' neglect. In this context, the study 

revealed that the teachers have the following expectations from parents: increasing school-family 

collaboration, recognizing the characteristics of their children, supporting the teacher to perform 

activities to attend to children's differences, interests and needs, and developing a sense of empathy in 

the children, creating a sense of inclusiveness in parents.   

In light of the findings of this study, the study has the following suggestions: In-service 

training particularly for families should be organized to recognize their children, to raise their 

consciousness of inclusion, to get rid of their prejudices, to establish effective communication and to 

establish school-family cooperation for more effective inclusive education.  

 In-service training on sample practices of inclusive education should be provided to 

teachers by subject-matter experts. 

 One of the most important obstacles to the effective implementation of inclusive 

education is crowded classrooms. Therefore, the Ministry of National Education should 

make attempts to decrease the number of students in classes. 

 The findings of this study revealed teachers did not perform different activities for gifted 

students, and thus, these students became disadvantaged in the classroom. In this regard, 

different activities should be developed and conducted for gifted students.  

 The physical infrastructure of schools is considered one of the important factors making it 

difficult for students with disabilities to be included. In this context, the physical 

infrastructure of schools should be improved, and the school and classroom environment 

should be adapted to the special learning needs and interests of students with 

disadvantages.   

 The data of this study are limited to the sample of one province and it has a limitation to 

generalize its results to the comparable populations. In this sense, future studies can catch 

an opportunity to generalize their results by collecting more data from on a larger scale 

and generalize their results back to their population. 
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The Relationship between School Climate and Students' Aggressive Behaviors  
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Abstract 

This study analyses the correlations between students’ aggressive behaviours, school climate and a 

number of demographic variables on the basis of students’ views. This study was carried out in 

Ankara in the 2019-2020 academic year. The sample for the study was composed of 914 students who 

attended schools located in 9 districts of Ankara. The research data were collected with Buss-Perry 

Aggression Questionnaire and School Climate Scale. The data were put into quantitative analysis in 

this study- which used correlational survey model. In this process, the data were analysed with mean, 

standard deviation, correlation analysis and hierarchical multiple regression analysis. The findings 

demonstrated that there were low and negative significant correlations between students’ aggressive 

behaviours and their perceptions of school climate. It was also found that supportive teacher 

behaviours, safe learning environments and positive peer interactions, gender and academic 

achievement had significant effects on students’ aggressive behaviours.  
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INTRODUCTION 

We often encounter incidents of aggression today in all segments of society. The causes 

underlying aggression and their effects on society have been analysed in both social media and 

academic studies (Anderson, Anderson & Deuser, 1996; Aquino & Thau, 2009; Arslan, 2013; 

Bushman & Huesmann, 2006; Gadegaard, Andersen & Hogh, 2017; Gubler, Herrick, Price & Wood, 

2018; Jones & Thorpe, 2016; Pişkin, 2006; Ryan, Esau & Roman, 2018; Wassel, 2009). It can be said 

that individuals who display aggressive behaviours vary regardless of their age, gender and 

occupation. Aggression targets animals, humans and even individuals themselves. Aggressive 

behaviour can be verbal, in the form of burst of anger or hostile approaches as well as physical. In 

other words, it can occur in different types. There may be biological reasons under this situation, as 

well as environmental factors. In this regard, Tarhan (2018) stated that aggression is not only physical 

but also feeds the feeling of worthlessness through emotional and psychological violence such as 

yelling, ignoring, not being interested, and frequent criticism in interpersonal relationships. It is 

pointed out that the victims of aggression can have psychological, physical and social destruction. Yet, 

it can be said that individuals who display aggressive behaviours do not have normal state of mind and 

they display undesirable behaviours with the triggering of possibly physiological or psychological 

problems. It is very important to notice the individuals’ bias towards aggression, and to adopt 

preventive approaches. Identifying the problematic behaviours especially in childhood will play 

critical roles in building healthy individuals and societies. Schools, teachers and parents take on 

significant tasks in observing children of school age, correcting undesirable behaviours, and in 

directing the behaviours accordingly.    

Student aggressiveness is a phenomenon which attracts the attention of many countries in the 

world, and for which efforts are made to develop policies to prevent (Benbenishty & Astor, 2005; 

Guerra, Williams & Sadek, 2011; Ludwig & Warren, 2009). According to Akiba, LeTendre, Baker 

and Goesling (2002), aggression in school is a global phenomenon that interests the whole world. 

Countries’ level of development or having different educational systems may not prevent them from 

encountering the phenomenon of aggression. It can be stated that there are individual, familial and 

environmental factors underlying aggressive behaviors. Students 'gender, academic success, parents' 

education level, monthly income, number of family members, etc. variables were found to be related 

to students' aggressive behaviors. In the studies of Akman (2010), Efilti (2006) and Güney (2008), it 

was determined that male students have a higher perception of violence than girls. In addition, it has 

been observed in various studies that students who are less successful in terms of academic success 

frequently exhibit violent behaviors (Akman, 2010; Furlong & Morrison, 2000; Yavuzer, 2011). In 

addition, it was stated that parental education level (Demirhan, 2002; Kawamura, 2005) and economic 

income (Akman, 2010; Omay, 2008), which are family-based variables, also affect students' violent 

behavior.  

Akiba et al (2002) studied aggressiveness in 37 countries including Singapore, Sweden, 

Ireland, the USA, Germany, Canada, Australia, Colombia, New Zealand, Iran, South Africa and 

Korea. It was found in studies conducted in Turkey that aggressive behaviours have increased in 

schools (Arslan, 2013; Ögel, Tarı & Ege, 2005; Yavuzer, Gündoğdu & Dikici, 2009). The studies 

indicated that students suffer from various acts of aggression (physical, sexual, verbal, etc.) in schools 

(Alikaşifoğlu, Erginöz, Ercan, Uysal, Kaymak & İlter, 2004; Pişkin, 2006; Yurtal & Cenkseven, 

2006). Özgür, Yörükoğlu and Arabacı (2011), on the other hand, claim that students mostly are 

exposed to physical (78.9%) and psychological (45.6%) violence. In a similar vein, the report prepared 

by the Research Commission of Grand National Assembly of Turkey (2007) also found that students 

in secondary education encountered physical (22%), verbal (53%), emotional (26.3%) and sexual 

(15.8%) aggression. In a research, children and adolescents are at risk in terms of encountering 

violence and using violence. The researcher also stated that violence was observed at the maximum 

level in the ages of 15-16. The incidents of violence mentioned are also frequently considered in mass 

media. Teyfur (2014), in a study concerning incidents of violence which appeared in mass media 
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between 2003 and 2004, found that types of violence such as beating, killing, drug, abuse and fighting, 

physical (28.9%), psychological (18.9%) and sexual (18.3%) types of violence were in the majority.     

Violence in school is described as purposeful aggressive acts and threatening approaches 

towards individuals in school environment or in the process of educational activities (Ludwig & 

Warren, 2009). Olweus (1996), on the other hand, describes it as physical and psychological 

aggression which is done repetitively with a desire to give harm. Tyranny can also be considered as a 

form of school violence due to the fact that it is highly related to negative school climate and probable 

aggressive behaviours besides causing physical and psychological harm (Ericson, 2001). Examining 

national and international literature, it was found that aggressive behaviours in schools give harm to 

the teaching-learning process and the desire of living together (Cava, Buelga, Musitu & Murgui, 

2010).  Children go through intensive physical, social and psychological changes and transformations 

especially in adolescence (Moral, Suárez & Musitu, 2012). Society, families and schools help 

strengthen children’s psycho-social adaptation (Herrera, Romera, Ortega & Gómez, 2016).  Schools 

are the institutions that can be described as the micro-reflections of the society. Having schools with 

healthy climate will help students be stronger academically, socially and psychologically. According 

to Akiba et al. (2002); aggressive behaviours, which have negative impacts on school climate, are an 

international problem which threatens social health.        

Aggressive behaviours observed in schools can also have negative emotional, psychological 

and social effects in addition to directly observable effects such as physical wounding. Being exposed 

to aggression can lead to a number of risky behaviours, and to various mental problems. They include 

stress, extreme forms of anxiety, depression, low self-confidence, temper tantrums, using drug, 

increase in suicide, low academic performance, school dropout and so on (Esbensen & Carson, 2009; 

Ludwig & Warren, 2009; Sharp, 1995). The quality of relations between school principal-teachers and 

students is important in preventing violent behaviours. Teacher-student relations in particular play key 

roles. In support of this view, classroom management strategies putting students in the centre, which 

are adopted by teachers, are also influential in students’ achievement or failure. Therefore, positive 

teacher-student relations underlie a good classroom climate (Brophy-Herb, Lee, Nievar & Stollak, 

2007). In addition to that, teachers’ effective communication skills will also make it easier for students 

feel safe and valuable. Such a situation will strengthen the ties between the teacher and students, result 

in more stable social well-being and  reduce aggressive and destructive behaviours (Smith & Sandhu, 

2004; Volungis, 2016). Yablon (2010), in a study involving primary, secondary and high school 

students, found that the quality of teacher-student relations have substantial effects on students’ 

willingness to receive help in terms of physical, social and verbal violence.        

The relations that students develop in the classroom and in school are directly influential in 

their psychological states. Psychological research indicated that the elements of school environment 

can be preventive as well as stressful for students (Hopson & Lee, 2011; Wang, Halcombe, Dishion, & 

Stormshak, 2010). It was argued that the behaviours of peers, teachers, and of other employees, the 

physical properties of schools and even environmental factors play roles in the formation and 

continuity of aggressive behaviours (Adams & Hannum, 2018). All these elements mentioned 

emphasise a concept which is influential in the school climate and shape the behaviours of students 

and employees. Climate, which is an important premise of effective schools, is a versatile element 

involving the physical (the number of students, heat, light, etc.), social (relations, leadership, etc.) and 

academic (performance, achievement, etc.) properties. There is wide consensus that the social climate 

in schools has significant effects on aggressive behaviours in schools (Bradshaw, 2015; Carra, 2009; 

Cohen & Freiberg, 2013; Greene, 2005; Hernandez & Seem, 2004; Janosz, Thiébaud, Bouthillier & 

Brunet, 2005). The probability for students having close relations with the school to display 

undesirable behaviours is low (McNeely & Falci, 2004). It was found that students’ positive 

perceptions of school reduced aggressive behaviours (Goldweber, Waasdorp & Bradshaw, 2013; 

Gottfredson, Gottfredson, Payne & Gottfredson, 2005). It was also found that making positive 

environmental arrangements and creating student-centred learning environments reduced dropout rates 

(Gottfredson & Dipietro, 2011). In addition, supportive school climate, adherence to learning and 
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academic achievement were found to be correlated (Brand, Felner, Shim, Seitsinger & Dumas, 2003). 

In contrast, the students in schools with negative climate were found to be more aggressive and have 

weaker relations (Espelage & Swearer, 2003). These examples highlight the finding that school 

climate has effects on students’ bias toward violence.    

School climate can be described as the quality of relations between students and school 

employees, the physical properties and adequacies of schools and environmental elements. School 

climate is a characteristic personality specific to school and containing such elements as 

communication patterns, norms directed to functioning, values, relations of inter-personal roles and 

sanctions (Fox, Schmuck, Egmond, Rivto & Jung, 1979; Gage, Prykanowski & Larson, 2014). Hoy, 

Smith and Sweetland (2002) argue in describing school climate as a complicated structure which is a 

reflection of the properties of interactions between school employees and students. On the basis of the 

structure are mostly students’ positive or negative perceptions of other employees. Several studies 

have been conducted to determine the basic elements of school climate (Cohen, McCabe, Michelli & 

Pickerall, 2009; Çalık & Kurt, 2010; Thapa, Cohen, Guffey & Higgins-D'Alessandro, 2013). The 

situation has led to the emergence of different variables in the process of analysis. Some of the 

approaches expressed the variables of climate as affective if they were related to interpersonal and 

social relations. Some other approaches put psychological processes in the centre and assigned 

cognitive and emotional meaning to them. A number of researchers, on the other hand, considered 

school climate in the context of organisation and laid emphasis on the characteristics specific to 

schools (school safety, physical properties, form of management, etc.) (Fraser, 1994). In the present 

study, the model proposed by Çalık and Kurt (2010) was taken into consideration. In this model, the 

school climate are discussed in the context of supportive teacher behaviors, success-oriented and safe 

learning environment and positive peer interaction. Supportive teacher behaviors emphasize the 

development of students by prioritizing both their instructional and interpersonal relationships. 

Achievement-oriented, on the other hand, indicates the motivational factors that play a role in the 

success of students and encourage their studies. Safe learning environment and positive peer 

interaction also indicate a perception that students feel protected at school, that their problems are 

solved, and that they are happy to be with their friends. In solving a global problem such as violence at 

school, it is thought that addressing its relationship with the school climate will serve to solve the 

problem. In this way, action plans can be developed for a more positive school climate. By creating 

intervention programs, violent behaviors can be prevented. Also Wang et al. (2010) underlined that 

practices aimed at improving the school climate will prevent violence at school. A review of the 

literature demonstrated that studies concerning behaviours of aggression in schools and elements that 

may be influential in them had a long history. Despite that, the interventions made to reduce and 

eliminate student aggression cannot be said to be influential enough. This paper analyses the 

correlations between aggressive behaviours, school climate and a number of demographic variables on 

the basis of students’ views and investigates the results which can shed light on the applications for the 

solution of the problem.    

1. What are the students’ perceptions of aggressive behaviours and school climate?  

2. What is the relationship between students’ aggressive behaviours and students’ 

perceptions of school climate?  

3. How well do students’ perceptions of school climate, academic achievement and 

demographic variables predict their aggressive behaviours? 

METHOD 

This study uses a correlational survey model since it examines the correlations among a 

number of variables (Karasar, 1994, p.81). The dependent variables of the study were identified as 

students’ behaviours of anger and physical and verbal violence while the independent variables were 

identified as supportive teacher behaviours (STB), safe learning environments and positive peer 
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interactions (SLEP), gender, academic achievement, income and father and mother’s level of 

education.    

Population and Sample 

The research was done in Ankara, Turkey. The research population was composed of 252,752 

students attending 419 secondary schools located in nine central districts of Ankara (Ankara 

Provincial Directorate of National Education, 2019). It was found that the sample could be represented 

by approximately 384 students with an error margin of 5% (Krejcie & Morgan, 1970). The number of 

participants was determined random according to the rate districts were represented in the population 

in this study which used simple random sampling method. Decision was made to have a sample of 

1000 students so as to keep the number of participants high. Thus, 86 of the scales were excluded from 

the data set due to having incomplete data, failure to hand in the scale or marking more than one 

alternatives. As a result, 914 of the scales were evaluated. The data concerning demographic variables 

are shown in Table 1.   

As is clear from Table 1, 496 (54.3%) of the participants are female whereas 418 (45.7%) of 

them are male. In terms of academic achievement, 603 (66%) of them have 70 or scores above it while 

311 (34%) have 69 or scores below it. In terms of family-related variables, 357 participants (39.1%) 

are in high income group while 557 of the participants (60.9%) are in low income group. The data 

about parents’ educational level are also shown in the Table 1.  
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Table 1. Descriptive Statistics for the Sample  

 

Central Districts of Ankara 

District 1 District 2 District 3 District 4 District 5 District 6 District 7 District 8 District 9 Total 

Number of students in the population 24169 30030 29225 6735 51570 35278 10412 35197 30136 252752 

Number of schools in the population  47 72 36 26 61 63 15 47 52 419 

Number of students in the sample  87 109 106 24 186 128 38 127 109 914 

Number of schools in the sample  5 8 4 3 7 7 2 5 6 47 

Gender            

  Female  47 60 55 15 102 73 20 65 59 496 

   Male  40 49 51 9 84 55 18 62 50 418 

Academic achievement            

   70 and above  60 68 71 18 122 78 25 75 86 603 

   69 and below  27 41 35 6 64 50 13 52 23 311 

Income*            

High  35 74 40 9 51 45 15 50 38 357 

Low  52 35 66 15 135 83 23 77 71 557 

Mother’s level of education            

  University  5 15 4 1 6 4 1 6 4 46 

  Other  82 94 102 23 180 124 37 121 105 868 

Father’s level of education            

   University  11 45 18 5 14 13 6 10 9 131 

   Other  76 64 88 19 172 115 32 117 100 783 

* As the income level, the minimum wage in the period in which the study was conducted is taken as reference. According to Turkish Statistical Institute data, the minimum 

monthly wage for employees is stated as 2331 TL (Milliyet, 2019). At least 3 minimum wage amount (7000 TL) has been accepted for high income level. 
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Data Collection Tools 

The Aggression Questionnaire, which was adapted by Buss and Perry (1992), contains 29 

items and four factors. This study uses the version of the scale which was adapted into Turkish by 

Demirtaş Madran (2012). The school climate scale, on the other hand, was developed by Çalık and 

Kurt (2010) as having three factors and 22 items. The psychometric values for the scales are as in the 

following.   

Buss-Perry Aggression Questionnaire (BPAQ) 

The BPAQ is composed of 29 items and four factors. Demirtaş Madran (2012) stated that the 

four-factor (physical aggression, anger, hostility, verbal aggression) structure of the scale explained 

41.4% of the total variance. It was found that the total Cronbach’s Alpha was .85 for the scale and that 

the factors took on values of .78, .76, .71 and .48, respectively. The scale validity was analysed with 

confirmatory factor analysis (CFA) in this study. Items 1, 3, 4 and 23 were removed from the data set 

since the t-values for them were found to be insignificant following the analysis. The analysis was 

repeated and correlations were formed between items 6 and 7 in accordance with recommendations for 

modification. After the final analysis, goodness of fit values were found to be adequate [χ2 = 1119.66; 

df = 274; χ2/df = 4.08; AGFI = .89; NFI = .89; CFI = .92; IFI = .92; RMR = .09 and RMSEA = .058 

(N=914)]. Besides, Cronbach’s Alpha coefficients were also found as .85 (BPAQ).74 (physical 

aggression), .60 (anger), .69 (hostility) and .52 (verbal aggression). 

School Climate Scale (SCS) 

The SCS is composed of three factors and 22 items. Çalık and Kurt (2010) analysed the 

validity of the 3-factor structure of the scale through CFA. Following the analysis, the values of χ2 = 

703.51; df = 203; χ2/df = 3.46; AGFI = .85; CFI = .94 and RMSEA = .072 were found. The reliability 

coefficients for the scale were found as .79 (STB), .77 (Success-Oriented-SO) and .85 (SLEP). Item 16 

was removed from the data set since the skewness and kurtosis values were not within the range of -2 

and +2, and items 3 and 4 were removed from the data set since the t-values for them were found to be 

insignificant after CFA and thus, the analysis was repeated. In addition to that, correlations were 

formed between items 6 and 7 by taking modification recommendations into consideration. The 

goodness of fit values were found as χ2 = 719.18; df = 151; χ2/df = 4.76; AGFI = .90; NFI = .84; CFI 

= .87; IFI = .87; RMR = .08 and RMSEA = .064 (N=914) for the scale. The number of items in the 

factor of being SO fell to two due to the items removed after the analysis, and thus they were not 

evaluated. The reliability coefficients for the factors were calculated as .79 (STB) and .83 (SLEP).   

Procedures and Data Analysis 

The research was conducted on the basis of 914 students’ views who attended state secondary 

schools located in nine central districts of Ankara in the 2019-2020 academic year. The data were 

collected through the researchers’ visits to the schools. The students’ perceptions of aggression were 

determined through the BPAQ and their perceptions of school climate were determined through the 

SCS. The scales were completed in approximately 10-15 minutes. According to Can (2017), some 

assumptions need to be met for hierarchical multiple regression analysis. These are normality, 

multicollinearity, homoscedasticity and lack of auto-correlation. In the research, the skewness-kurtosis 

values [aggression between -1.24 and -.67), school climate (between -.75 and -.51)] were found to be 

normal. It was pointed out that having values between -2 and +2 was adequate (Kalaycı, 2014, p. 8). 

Besides, the Q-Q chart also indicated that the distribution of the data met normality assumption. VIF 

and tolerance values were examined for multicollinearity. These values are expected to be less than 10 

for VIF and greater than 0.2 for tolerance (Field, 2005). The values reached indicated that there was no 

multiple correlation for physical aggression (VIF: 1.01; T: .98), verbal aggression (VIF: 1.01; T: .98) 
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and hostility (VIF: 1.01; T: .98). Multivariate normality assumption is associated with 

homoscedasticity. Meeting the normality assumption indicates homoscedasticity. In this regard, the 

scatter plot showing the spread as the same width towards the middle indicates the homoscedasticity 

(Tabachnick & Fidell, 2018). The lack of auto-correlation was questioned with the value of Durbin-

Watson. This value is generally between 1.5 and 2.5 and interpreted as not auto-correlated (Kalaycı, 

2014, p. 268). Durbin-Watson values were calculated as 1.83 for physical aggression; 1.89 for verbal 

aggression and 1.93 for hostility. In addition, the interpretation of the DFA values for the construct 

validity of the scale, the χ2/df value between 3 and 5 is "moderate", the RMSEA value between .05 

and .08 is "good" and the AGFI, NFI, CFI, IFI values are .90 between .95 was expressed as "good" fit 

index (Çokluk, Şekercioğlu, & Büyüköztürk, 2012). Mean and standard deviations were found for 

descriptive analysis of the data, correlation analysis was done to identify the correlations between the 

variables and hierarchical multiple regression analysis was done for predictiveness. Arithmetic 

averages were interpreted as very low (1.00-1.80), low (1.81-2.60), medium (2.61-3.40), high (3.41-

4.20) and very high (4.21-5.00) since the scales are of 5-point Likert type. In addition, the correlation 

was evaluated as low (.00-.30), medium (.31-.70) and high (.71-1.00) (Büyüköztürk, Çokluk & Köklü, 

2012, p. 92). 

RESULTS 

The students’ mean scores and standard deviations for the factors and the correlations between 

the variables are shown in Table 2.  

Table 2. Descriptive Statistics for the Factors and the Findings for Correlation Analysis  

Scales  Factors   ̅ df 1 2 3 4 5 6 

BPAQ 1.PAGG 2.48 .79 -      

 2.VAGG 2.56 .84 .53** -     

 3.ANG 2.80 .77 .54** .50** -    

 4.HOST 2.97 .85 .49** .48** .50** -   

SCS 5.STB 3.18 1.10 -.15** -.09** -.06 -.07* -  

 6.SLEP 2.98 .91 -.17** .03 .05 -.07* .69** - 

**p<.01; *p<.05; N=914 

PAGG: Physical aggression HOST: Hostility 

VAGG: Verbal aggression STB: Supportive teacher behaviours  

ANG: Anger    SLEP: Safe learning environments and positive peer interactions    

 

An examination of Table 2 makes it clear that the students had low physical ( ̅=2.48) and 

verbal ( ̅=2.56) aggression behaviours, but medium anger ( ̅=2.80) and hostility behaviours 

( ̅=2.97). It was found that the students had medium perceptions of supportive teacher behaviours 

( ̅=3.18), and of safe learning environments and positive peer interactions ( ̅=2.98).  

This study analysed the correlations between variables through hierarchical multiple 

regression analysis. At stage one –based on literature-, using the Enter model, the students’ 

demographic properties (gender, academic achievement, income, father and mother’s level of 

education) were coded as dummy variable for control variable [Female: 1, male: 0, 70 and above 

(high): 1.69 and below (low): 0; 7000 TL and above (high): 1, 6999 TL and below (low): 0; university: 

1, other: 0]. At stage two, the factors of school climate were included in the analysis. Following the 

analyses, efforts were made to determine the predictive effects of the factors of school climate on 

physical and verbal aggression, anger and hostile behaviours. The findings for regression analysis of 

physical aggression are shown in Table 3.  
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Table 3. The Findings of Hierarchical Multiple Regression Analysis of Physical Aggression  

 Physical aggression 

B SE of B Β t R2 ΔR2 

 3.119 .108   .031 .028 

Gender  -.215 .053 -.134 -4.070*   

Academic achievement  -.008 .058 -.004 -.108   

Income  .053 .056 .040 1.149   

Mother’s level of education  .041 .124 .025 .728   

Father’s level of education  .067 .082 .055 1.520   

     .068 .064 

STB -.054 .038 -.013 -.274   

SLEP -.076 .033 -.117 -2.281*   

N=914. Control variables were coded as dummy – Gender: female (1), male (0); Academic achievement: high 

(1), low (0); Income: high (1), low (0); mother and father’s level of education: University (1), other (0)  

*p<.05. 

 

The tested model predicting physical aggression was found to be significant (F(7-906)=8.722, 

p<.05). It was seen that independent variables significantly predicted physical aggression in the study. 

STB and SLEP along with demographic variables explained 6.8% of the variance in terms of students’ 

physical aggression (F=8.242, p<.05). Demographic variables on their own, however, explained 3.1% 

of the variance (β=-.106, p<.05). Gender (β=-.134, p<.05) and SLEP (β=-.106, p<.05) were found to 

have significant correlations with physical aggression behaviours. Accordingly, it can be thought that 

male students display physical aggression behaviours more frequently than female students. Apart 

from that, SLEP was also found to have negative correlations with physical aggression behaviours. 

This finding can be interpreted as that students who perceive the school as a safe place will avoid 

undesirable behaviors such as physical aggression. In addition, it can be thought that positive peer 

interaction is an element that can reduce their physical aggression. The findings for regression analysis 

of verbal aggression are shown in Table 4. 

Table 4. The Findings of Hierarchical Multiple Regression Analysis of Verbal Aggression  

 Verbal aggression 

B SE of B Β t R2 ΔR2 

      

 2.741 .118   .011 .006 

Gender  -.010 .057 .001 .029   

Academic achievement  .064 .063 .050 1.420   

Income  .067 .062 .053 1.499   

Mother’s level of education  -.047 .135 -.028 -.807   

Father’s level of education  .083 .089 .065 1.755   

     .025 .020 

STB -.090 .036 -.132 -2.745*   

SLEP -.075 .041 .085 1.785   

N=914. Control variables were coded as dummy – Gender: female (1), male (0); Academic achievement: high 

(1), low (0); Income: high (1), low (0); mother and father’s level of education: University (1), other (0)  

*p<.05. 

 

The tested model predicting verbal aggression was found to be significant (F(7-906)=3.384, 

p<.05). According to the findings, verbal aggression was significantly predicted by independent 

variables in the study. Control variables and STB and SLEP explained 2.5% of the variance in terms 

of verbal aggression behaviours (F=2.905, p<.05). The demographic variables explained only 1.1% of 

the variance. STB, on the other hand, (β=-.132, p<.05) was found to have negative and significant 



International Journal of Progressive Education, Volume 17 Number 2, 2021 

© 2021 INASED 

439 

interactions with verbal aggression behaviours. Accordingly, it can be thought that students who feel 

supported by their teachers exhibit less verbal aggression behaviors. The factor of anger behaviours 

was removed from the research due to the fact that the ANOVA test- which was given in relation to 

students’ anger behaviours- yielded insignificant values.  The findings for regression analysis of 

hostility aggression are shown in Table 5. 

Table 5. The Findings of Hierarchical Multiple Regression Analysis of Hostility Aggression  

 Hostility aggression 

B SE of B β t R2 ΔR2 

 2.920 .111   .041 .037 

Gender  .175 .054 .144 4.311*   

Academic achievement  .168 .059 .111 3.176*   

Income  -.047 .058 -.016 -.452   

Mother’s level of education  .049 .127 .032 .918   

Father’s level of education  .066 .084 .041 1.119   

     .050 .047 

STB .143 .034 -.067 -1.423   

SLEP -.108 .039 -.047 -.992   

N=914. Control variables were coded as dummy – Gender: female (1), male (0); Academic achievement: high 

(1), low (0); Income: high (1), low (0); mother and father’s level of education: University (1), other (0)  

*p<.05. 

 

The tested model predicting hostility aggression was found to be significant (F(7-906)=4.946, 

p<.05). Findings indicated that independent variables significantly predicted hostility aggression. On 

considering the students’ hostile behaviours, it may be said that all the variables explain 5% of the 

variance (F=5.989, p<.05).  Demographic variables on their own, however, explained 4% of the 

variance (F=7.712, p<.05). Gender (β=.144, p<.05) and academic achievement (β=.111, p<.05) were 

found to be significantly correlated to hostile behaviours. Thus, female students can be thought to 

display hostile behaviours more frequently. In addition to that, it was also found that students with 

high academic achievement displayed more hostile behaviours. Finally, it was remarkable that the 

students’ aggressive behaviours increased as their level of income and father and mother’s education- 

which were family-related variables- rose despite the fact that they did not have significant effects on 

students’ aggressive behaviours. 

DISCUSSION, CONCLUSION AND RECOMMENDATIONS 

This paper investigated the effects of school climate and a number of demographic variables 

on secondary school students’ aggressive behaviours. 914 students who attended the secondary 

schools located in nine central districts of Ankara were included in the study. The findings indicated 

that students’ physical and verbal aggression behaviours were relatively at lower level while their 

more passive behaviours of aggression such as anger and hostility were at relatively medium level. 

Studies supportive of this finding are available (Akman, 2010; Ulu & Ikis, 2016). One of the reasons 

for such a result may be that the approaches (functionalization of the student behavior evaluation 

board, increasing family-school cooperation, widespread student-centered approaches, etc.) towards 

preventing the undesirable student behaviours in schools have diversified and increased in recent 

years. Physical aggression can cause slight or serious wounding while verbal aggression can cause 

environments of argument on the part of students. It can be thought that such types of aggression will 

easily attract other students’ attention in school environment, and that it will be relatively easier to 

identify students who have aggressive attitudes. In addition, it can be stated that this situation will 

increase the probability of students to face legal sanctions. Therefore, it can be said that students will 

abstain from displaying more active behaviours of aggression. However, it can be assumed that 

identifying behaviours such as anger and hostility will be more difficult since they are passive types of 

aggression. Because similar reasons, research conducted by the Ministry of National Education (2010) 
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and by Grand National Assembly of Turkey (2010) in the period between 2006 and 2010 found that 

the behaviours of violence had a tendency to fall (cited in Süngü, 2013).       

Another finding was that there were significant and negative correlations between students’ 

physical aggression behaviours and SLEP. In addition to that, gender and SLEP were found to be the 

significant negative predictors of physical aggression. The findings demonstrated that male students 

displayed behaviours of physical aggression more intensely than female students. Several studies 

obtained similar findings (Bernstein & Gesn, 1997; Buss & Perry, 1992; Çelik & Onat Kocabıyık, 

2014; Donat Bacıoğlu & Özdemir, 2012; Eroğlu, 2009; Goldstein & Tisak, 2004; Ulu & İkis, 2016). 

Reasons for the fact may be the values that are attributed to men socially. The expectations that men 

should be more active, ambitious and competitive, and that women should be more quiet, dependent 

and adaptable can reinforce men’s physically aggressive attitudes (Onur & Koyuncu, 2004; Prentice & 

Carranza, 2002). To Burney (2006), it is caused by the society’s teaching the gender roles. In support 

of this, Aronson, Wilson and Akert (2005) and Carlson (1998) also pointed to the biological theory 

and thus highlighted the hormonal effects. Moral et al (2012), on the other hand, stated that children 

were in multi-directional changes during adolescence. It can be thought that children who cannot 

internalise this process of change can develop aggressive attitudes. Besides, it was also found that 

lower levels of aggressive behaviours were encountered in school where there was SLEP. In this 

context, Hill, Howell, Hawkins and Battin-Pearson (1999) considered behaviours of aggression in 

terms of risk factors and claimed that adolescents’ perceptions of low security would increase their 

inclination towards violence. It is commonly known that teachers have important duties in creating 

safe learning environments and sustaining them. It may be said that especially the positive relations 

that teachers develop with students promote students’ adherence to the school. It is pointed out in 

many studies that positive teacher-student relations and mutual effective interactions diminish 

destructive behaviours and physical violence (Volungis, 2016; Yablon, 2010). Espelage and Swearer 

(2003) pointed to the fact that students in schools where peer interactions are weak develop aggressive 

attitudes. It affects peer adherence in negative ways and gives harm to positive school climate (Brand 

et al., 2003). It can be stressed that it is a finding compatible with the one obtained in this study.   

It was found in this study that academic achievement, income, mother and father’s level of 

education and STB did not significantly predict physical aggression. However, studies which 

demonstrate that academic achievement is positively correlated to physical aggression (Donat 

Bacıoğlu & Özdemir, 2012; Uzbaş & Topçu, 2010) as well as studies which do not support the finding 

are available (Akman, 2010; Yelci, 2018) in the literature. Apart from that, Eroğlu (2009) also found 

that children of families with high income level had significantly higher tendency to display physical 

violence. Supportive of this, Akman (2010) found that the behaviours of physical violence displayed 

by children of families with income of 2001 TL and above were significantly differed from the ones 

displayed by children of families with income of 0-500 TL
1
. In addition to that, Yelci (2018) reached 

the conclusion that father and mother’s level of education was not influential in students’ physical 

aggression, which was a result similar to the one obtained in this study. In contrast to that, Akman 

(2010) found that children whose mother was a university graduate displayed behaviours of physical 

violence more frequently than those whose mother was a graduate of primary or secondary school. 

Academic achievement, level of income and father and mother’s level of education may be thought to 

be correlated. It was found that a rise in individuals’ levels of education caused positive effects on 

their total income. An increase in income is a factor which diversifies and amplifies the possibilities 

promoting children’s academic competence. In a way, income and the level of education facilitate a 

family to rise socio-economically. In this respect, Cheng and Kaplowitz (2016) say that children with 

families of high socio-economic level are academically more successful. In a similar way, De Graaf, 

De Graaf and Kraaykamp (2000) pointed to the fact that economic, social and cultural familial factors 

influenced children’s achievement in education. One of the reasons for why academic achievement, 

level of income and high level of parent education increase physical aggression- which is mentioned in 

the literature- may be the fact that parents are involved in the process of labour, and that they devote 

                                                           
1
 As of 2009, the minimum wage was determined as 527 TL (Hürriyet, 2008). 
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less time to their children. Considering the fact that the children in the study group were in 

adolescence when rapid psychological changes in particular occur, it can be said that they did not 

receive enough help from their families when struggling with problems. It, in turn, can strengthen the 

bias towards physical aggression. However, considering both the literature and current study findings, 

significant or insignificant findings were encountered regarding variables such as academic 

achievement, income, parental education level on students' physical aggression behavior. It can be 

thought to be caused by many factors as the region where the study takes place, the age levels of the 

students, family size, etc..     

Another finding obtained in this study was that students’ verbal aggression behaviours were 

significantly and negatively predicted by STB. Having affection, respect and trust in teacher-student 

relations can increase students’ adherence to school. Brewster and Bowen (2004) state that students 

who are supported by their teachers have higher commitment to school. It was observed that students’ 

adherence to school diminished undesirable student behaviours while increasing achievement (Blum, 

2005; McNeely & Falci, 2004). In a similar way, Cothran and Ennis (1997) pointed out that first the 

classroom environment and then students’ behaviours changed in positive ways in teacher-student 

relations where trust was felt. Besides, Furlong, Chung, Bates and Morrison (1995) also found that 

students who faced violence in schools were not in expectations of support from their teachers. The 

elements mentioned can be said to be positive teacher behaviours. Such supportive teacher behaviours 

could be thought to increase students’ psychological wellbeing, and thus to reduce their aggressive 

approaches. Additionally, this study also found that gender, academic achievement, income, parents’ 

levels of education and SLEP did not significantly predict verbal aggression. . Findings concerning 

gender and academic achievement were consistent with the findings obtained in various studies 

(Akman, 2010; Donat Bacıoğlu & Özdemir, 2012). Apart from that, Akman (2010) is also supportive 

of the finding obtained in this study that father’s level of education does not have significant effects on 

students’ verbal aggression behaviours.  

This current study found that students’ hostile behaviours were significantly and positively 

predicted by gender and academic achievement. The findings demonstrated that female students 

displayed hostile behaviours more frequently. Brody and Hall (2008) attributed it to the fact that 

women were more experienced in discovering their feelings than men (Cited in Goleman, 2017). In 

other words, women can be said to become skilled in controlling their feelings at earlier ages. Female 

students mostly break the relations when they face a problem unlike male students who choose 

physical aggression (Brody & Hall, 2008). This approach makes us think that women develop 

different tactics for struggling by reasoning, and thus they increase their experience, and therefore they 

are cognitively more creative than men. Buss and Perry (1992) also laid emphasis on the cognitive 

side of aggression in considering hostility. Besides, the study also found that students with high 

academic achievement displayed hostile behaviours more frequently. It can be said that students who 

achieve success in schools are mostly the students who attract attention, who others are interested in 

and are referred to as models to other students. This situation will satisfy academically successful 

students emotionally. Yet, success can be considered as a concept involving ambition and competition. 

Ambition and competition can develop anxiety by increasing pressure on students. As a result, the 

successful students, who are already in adolescence, can develop negative feelings against other 

students with anxiety.  It was determined that gender and academic success did not have a significant 

effect on hostility behaviors in the study of Donat Bacıoğlu and Özdemir (2012). They also found that 

father and mother’s level of education and school climate were not the predictors of students’ hostile 

behaviours.   

In conclusion, it was found that (i) students’ active aggression behaviours such as physical and 

verbal aggression were lower than the types of passive aggression such as anger and hostility, (ii) 

gender significantly predicted physical aggression (higher in male students), (iii) high academic 

achievement was a predictor of hostility, (iv) supportive teacher behaviours was a predictor of verbal 

aggression, and safe learning environments and positive peer relations were a predictor of physical 

aggression,   



International Journal of Progressive Education, Volume 17 Number 2, 2021  

© 2021 INASED 

442 

In the light of the conclusions reached in this study, the following recommendations can be 

made to researchers: (i) the number of studies concerning anger and hostility behaviours which are 

considered as the antecedents of active aggression types should be increased. (ii) Longitudinal studies 

concerning aggression behaviours should be emphasised to determine how the process of aggression 

develops in schools. (iii) Comparative studies should be done with students, teachers and managers 

who are different socio-economically. (iv) The effects of income, father and mother’s education and 

the level of academic achievement on behaviours of aggression could be analysed on national scale. In 

terms of practice, however, (i) All school staff-mainly school directors and guidance teachers- should 

be offered training on national scale to raise their awareness of aggression. (ii) Parents’ levels of 

consciousness of aggression should be raised for a healthier family environment. (iii) Prospective 

teachers’ efficacy in the antecedents of aggression and their effects should be increased in teacher 

training institutions. (iv) Students’ aggressive attitudes should be regularly analysed, the results should 

be reported, they should be publicised and thus social awareness should be raised by psychologists and 

domain experts. (v) School administrators and teachers should be trained to improve interpersonal 

communication skills. (vi) Out-of-school activities as excursions, picnics, sports activities etc. should 

be planned to increase interaction among school administrators, teachers and students. 
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should be increased in order to improve the prepared speaking skills of teacher candidates. In addition, 

determining the prepared speech performance levels of teacher candidates is also important in terms of 

the quality of practice activities. In this way, the teacher candidate can have information about their 

state and keep track of their development. Accordingly, the aim of this study was to develop a rating 

scale for the evaluation of teacher candidates' prepared speaking skills. For that reason, the research 

was designed according to the screening model. The study group of the study consisted of the third-
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INTRODUCTION 

Speaking, which is defined as the ability to express one's feelings and thoughts verbally, is one 

of the language skills that the individual uses most when communicating with their environment in 

daily life. According to Sever (2011), speech is a reflector of personality formation and social relations 

as well as verbal communication of emotions, thoughts and desires. Doğan (2009) also states that in 

the communication process, people perform the verbal action so that they can express themselves and 

explain their feelings and thoughts. At the same time, it is stated that the speaking skill is used to share 

thoughts with others, to generate new thoughts in the sharing process, and thus, to prevent rusting of 

the mind (Yakıcı, Yücel, Doğan & Yelok, 2005).  

It is seen that communication and thought are the most striking concepts among the definitions 

for speaking skill. Indeed, Taşer (2001) states that speaking is the product of social life. Considering 

that an important part of the interaction between people in daily life is done verbally, it can be said that 

speaking skill forms the basis of the healthy communication expected to be established in social life. 

However, according to Onan (2011), the fact that there is a direct thought production in the speaking 

process shows that the speaking skill has a direct connection to the concept of thought when compared 

to other language skills. In addition, Plato thinks that thinking is an internal conversation with oneself 

and that the expression of thought occurs through the skill of speaking. Descartes also argues that 

speaking skill must be acquired in order to think (Altınörs, 2003, p. 83-93). As it can be seen, with the 

use of verbal language, which ensures understanding between people, individuals become involved in 

social life and acquire an identity by conveying their thoughts through speaking skills. 

As mentioned above, for the development of speaking skill, which has such importance in 

human life, it should be valued to the same degree at every level of education from basic to higher. On 

the other hand, Tompkins (2005) states that, just like the listening skill, the speaking skill acquired 

before school age is a language skill that develops spontaneously, hence the idea that this skill does 

not have to be included in the curriculum is dominant. However, the development of speaking skill is 

very important for students to communicate, learn and convey their feelings, thoughts and knowledge 

confidently. As Calp (2010) and Özbay (2005) stated, to get children who have learned the structure of 

their mother tongue substantially until they reach school age to sense the structure and functioning of 

the mother tongue, eliminate their speaking deficiencies and improve their speaking skills by 

correcting their mistakes in a certain order with formal education are some of the main goals of 

schools in verbal expression. 

In schools, mother tongue teachers have a great responsibility to develop the language skills 

that the child acquires indiscriminately from family and social environment. Children who have 

speech problems other than anatomical causes can overcome this problem with an effective mother 

tongue education offered in the school environment. Taşkaya (2014) states that in-class conversations 

and activities the teachers will do in Turkish courses are important for improving speaking skills in 

schools. In this sense, it is expected that mother tongue teachers have more responsibility to take on 

this issue (Başaran & Erdem, 2009). On the other hand, apart from the activities that mother tongue 

teachers practice, they must be role models for their students by making correct, nice and effective 

speeches in accordance with the rules of the language. As a matter of fact, it is inevitable that the 

mother tongue education given by a teacher who has difficulties in using Turkish effectively and in 

accordance with the rules will also fail (Bulut, 2015). In this regard, it is expected that teacher 

candidates will have a good speaking education in order to get students to gain an effective speaking 

skill. 

The lessons related to mother tongue education in schools are given by classroom teachers in 

primary school and by Turkish teachers in secondary school. In this sense, it is necessary to include 

courses that will contribute to the good and effective use of the mother tongue in Turkish and 

classroom teaching undergraduate programs. With the inclusion of the aforementioned courses in 

undergraduate programs, it is expected that these courses will allow prospective teachers to make a 
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habit of using Turkish correctly in terms of both theory and practice. Although it is not the subject of 

this study, it is a matter of debate whether the course contents in the related programs meet the needs 

especially in the field of application. As a matter of fact, Arslan (2012) states that teacher candidates 

do not want to take part in activities that require public speaking due to reasons such as lack of self-

confidence, sarcastic behavior of the audience, fear of giving incomplete information, embarrassment 

when speaking in front of the community, and not having a good command of Turkish. Based on this, 

it can be said that the practice hours in undergraduate programs should be increased in order to 

improve the prepared speaking skills of teacher candidates. In addition, determining the prepared 

speech performance levels of teacher candidates is also important in terms of the quality of practice 

activities. In this way, the teacher candidate can have information about their state and keep track of 

their development. 

Since the speech to be made will not always have the same qualification, the speech type 

differs according to the people and place the speech will take. Basically, the types of speech can be 

grouped under two headings as prepared and impromptu speech. Impromptu speech does not require 

any prior preparation; it is defined as daily conversations that are a part of our daily life and whose 

place, time and to whom to talk are not predetermined (Kaya, 2016). In prepared speeches, the subject 

is determined in advance, necessary research is done, information is collected, and the main idea to be 

emphasized or the message to be given is created. The data are organized within a plan, speech text is 

prepared and presented.  It is stated that speech anxiety is generally seen in prepared speeches which 

are to be given in front of an audience (Özdemir, 2018). On the other hand, studies show that giving 

feedback to individuals about their performance after speaking practices reduces speech anxiety 

(Katrancı & Kuşdemir, 2015; Sevim, 2014). 

Since speaking is a performance-based language skill, measuring this skill requires the use of 

appropriate measurement tools. Performance in the assessment and evaluation process is defined as the 

effort an individual makes while creating a new product by using his / her knowledge and skills 

(Kutlu, Doğan & Karakaya, 2010). In addition to the fact that performance-based assessment includes 

real-life situations and focuses on high-level mental processes, another difference from classical 

assessment methods is that the individual's performance while using his / her knowledge and skills and 

development processes can be observed (Popham, 2000; Wortham & Hardin, 2015). Performance-

based state determination can be used in cognitive, affective and psychomotor areas. At this point, the 

first steps to be considered are the definition of performance and the preparation of the scoring criteria. 

Apart from the rater, the scoring criteria must also guide the person subject to evaluation. The 

individual whose performance is evaluated should be able to see where he/she has made a mistake and 

to follow his/her development according to performance criteria. Based on this, the checklist, rating 

scale, rubric and observation forms can be counted as measurement tools used in performance 

evaluation. 

If we consider the subject in terms of speaking skill, first of all, in order to evaluate a 

performance related to speech, it is necessary to describe the sub-dimensions and to use measurement 

tools that can determine performance levels in different criteria according to these dimensions. 

According to Göçer (2014), the speaking skill checklist, speaking skill rubric, speaking skill peer 

assessment form, speaking skill student observation form, and speaking skill rating scale can be used 

to evaluate the development of speaking skill in cognitive, affective and psychomotor domains. On the 

other hand, in his study, Bozkurt (2017) states that, there are no theoretically supported common 

evaluation criteria in Turkey, and the measurement tools developed to determine the proficiency levels 

of Turkish native speakers are few in number, and they do not show consistency in terms of naming, 

dimensions, criteria and behaviors. When the relevant literature is examined, it is seen that the 

measurement tools designed to measure the speaking skills of individuals whose native language is 

Turkish are mostly at the primary education level and are developed for impromptu speech. 

Based on the explanations made, the subject of this study, in order to fill the gap in the 

literature, is the development of a measurement tool for the evaluation of prepared speech, which is an 
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important skill for prospective teachers. The rating scale, which is frequently used in performance-

based evaluations, was preferred as the measurement tool. Accordingly, the aim of this study was to 

develop a rating scale for the evaluation of teacher candidates' prepared speaking skills. 

METHOD 

Research Model 

In this study, it was aimed to develop a rating scale for an observer to evaluate prepared 

speech performances of teacher candidates whose native language is Turkish by rating them from 

weak to competent and to give feedback to teacher candidates about their situation. For that reason, the 

research was designed according to the screening model. 

Study Group 

The study group of the study consisted of the third-year students of the Turkish Education 

department who were studying at the education faculty of a state university and took the "Speaking 

Education" course in the spring semester. The fact that the students participating in the study were 

selected from Turkish education department, as mentioned before, is due to the fact that the teachers, 

who are the role models of the students in using Turkish effectively and in accordance with the rules, 

are mostly native language teachers. The reason for the inclusion of the third-year Turkish teacher 

candidates in the study is that the theoretical and practical courses for speaking skills are included in 

this year of university education. As a result, 46 third year Turkish teacher candidates participated in 

the validity and reliability studies conducted within the scope of the research. 

The Development Phase of the Rating Scale 

While developing a rating scale for the evaluation of prepared speech, first of all, the relevant 

literature was scanned, and the dimensions were determined based on the definitions of prepared 

speech. Then, behavioral criteria for prepared speaking skill were formed by taking the opinions of the 

experts who worked on the subject. The 30 items prepared were sent to five experts in the field for 

their evaluation in terms of scope and eligibility. In line with the expert opinions received, 5 items 

were removed based on criteria such as not being clear, understandable, directed at behavior and not 

purposeful, and the 25-item form was created. The items in the form were rearranged using the speech 

text plan proposed by Özdemir (2017) and the speaking skills assessment framework created by 

Bozkurt (2017), and a 4-point rating was formed in the form of "weak, medium, good, competent."  

While creating the application form, as mentioned above, the behavioral criteria for prepared 

speaking skill were arranged based on Bozkurt's (2017) study. While creating the dimensions of the 

behavioral criteria, the speech text plan proposed by Özdemir (2017) was taken as a basis. As a result, 

based on the definitions of prepared speech, the presentation dimension of the rating scale, which was 

formed from three dimensions as beginning, presentation and closing, was divided into sub-

dimensions according to the speaking skill assessment framework suggested by Bozkurt (2017). The 

proposed evaluation framework consists of five main areas under the titles of content, pronunciation, 

fluency, interaction, presentation, and language competence. The pronunciation sub-dimension under 

the presentation dimension in the rating scale developed in this study is the discourse area, which 

includes breathing, articulation, and volume, and the vocabulary and grammar sub-dimension is the 

language competency area, which includes making lexical-syntactic choices, and the consistency sub-

dimension is the content explaining the arrangement of speech, the field of interaction and presentation 

associated with the use of body language, communication and presentation strategies, and lastly, the 

fluency sub-dimension is related to the fluency area, which includes speech speed, repetitions and 

pauses.  
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Before starting the implementation phase, teacher candidates were informed about speech 

types during the "Speaking Education" course. They gained experience by practicing impromptu and 

prepared speech types with various activities. At this point, teacher candidates learned about the draft 

forms prepared for evaluating their speaking performance. Later, for the main application, teacher 

candidates were asked to give a speech for 5-10 minutes on a text they prepared by adhering to the 

speech plan, on a topic they had chosen. Due to the pandemic, the teacher candidates recorded videos 

of their speeches and sent them to the researcher via "Google Classroom." In this way, data analysis 

was carried out for validity and reliability studies of the rating scale by using video recordings. 

Data Analysis 

The scope and criterion validity were examined to determine the validity of the rating scale 

developed for evaluating prepared speech. For content validity, opinions of expert academicians on the 

subject were consulted. For criterion validity, its correlation with the "Speaking Skills Rating Scale 

(for Native Speakers of Turkish)" developed by Bozkurt and Arıca-Akkök (2019) was calculated. In 

order to determine its reliability, the correlation between the evaluations of three independent raters 

who observed each teacher candidate was examined.  

FINDINGS 

In this section, findings and comments on validity and reliability studies of the prepared 

speaking skill rating scale are included. 

Validity Study 

In order to determine the validity of the rating scale developed for evaluating prepared speech, 

the content validity was examined first. Therefore, the opinions of five expert academicians on the 

subject were consulted. While obtaining expert opinions, the 4-point rating system proposed by Davis 

(1992) (a-Item highly relevant, b-Item considerably relevant, c-Item partially relevant, d-Item not 

relevant) was used. The content validity indexes obtained from the opinions of field experts about the 

items are presented in the table below. 

Table 1. Content validity indexes of the items in the prepared speaking skill rating scale 

Dimensions Criteria 

Content 

Validity Index 

(CVI) 

Starter 

Using appropriate addressing / greeting expressions 0.8 

Starting the conversation to attract the attention of the audience 0.8 

Making a short explanation about the topic 1.0 

  Presentation 

Pronunciation 

Speaking without local dialect features 1.0 

Producing sounds and syllables clearly, understandably, accurately 

and properly 

1.0 

Articulating the sounds or syllables in words without swallowing, 

skipping, repeating, changing 

1.0 

Speaking by following the rules about sounds in Turkish 0.8 

Vocabulary 

 

Avoiding circumlocutions such as "thing" when one cannot find the 

appropriate word while speaking 

1.0 

Using words in the correct sense during the conversation 1.0 

Choosing words and phrases suitable for the purpose of speaking 

while conveying thoughts 

0.8 

Making use of vocabulary elements such as proverb, idiom and 

reduplication throughout the speech 

0.8 
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Grammar  

Making sentences that do not contain incomprehensibility during 

the speech 

1.0 

Paying attention to subject-verb agreement while speaking 1.0 

Including rich sentence structures (simple, compound, consecutive, 

subordinate) during the speech  

0.8 

Fluency 

Not making sounds like "eeee, iiii (um, er) in between words in 

sentences. 

1.0 

Making pauses in the appropriate places and intervals during the 

conversation 

1.0 

Avoiding word and sentence repetitions throughout the speech 1.0 

Continuing the conversation at an appropriate pace   1.0 

Speaking in an audible and smooth voice 1.0 

Paying attention to stress and intonation from the beginning to the 

end of the conversation 

1.0 

Consistency 

Making meaningful connections in transitions between sentences 

throughout the speech 

1.0 

Using interesting examples and quotations without deviating from 

the purpose of the speech 

1.0 

Using body language effectively in accordance with the content of 

the speech 

1.0 

Conclusion 
Summing up the main points of the speech 0.8 

Ending the speech in a way that leaves an impact on the audience 1.0 

 

According to Bozkurt and Arıca-Akkök (2019), the formula of dividing the number of experts 

who mark the "a-Item highly relevant" and "b-Item considerably relevant" options by the total number 

of experts is used in calculating the content validity index for an item. The value obtained is expected 

to be above 0.8 for each item. When Table 1 is examined, it is seen that there is no item with content 

validity index below 0.8 in the prepared speaking skill rating scale. According to that, it can be said 

that the content validity of the scale is ensured. 

In order to determine the criterion validity after determining the content validity of the rating 

scale developed for the evaluation of prepared speech, its correlation with the "Speaking Skills Rating 

Scale (for Native Speakers of Turkish)" developed by Bozkurt and Arıca-Akkök (2019) was 

examined. Two rating scales were applied to determine the speaking performances of teacher 

candidates at different times, and Spearman Rank Differences Correlation analysis was applied to 

determine the connection between them.  A positive and significant connection was found between the 

two scales (r =.882, p <.01). The correlation coefficient found was interpreted as a proof of the 

criterion validity of the developed scale. 

Reliability Study  

In order to determine the reliability of the rating scale developed for the evaluation of prepared 

speech, the evaluations of three different independent raters were examined using Kendall's W. 

Kendall's W takes values between zero and one. If this value is close to zero, it indicates that there is 

no compatibility between the raters, and if the value approaches one (1), it indicates that there is 

compatibility. The high level of compatibility between raters also means that the measurement tool is 

reliable (Kutlu et al., 2010). The Kendall's W coefficient of compatibility calculated to determine the 

inter-rater reliability is presented in the table below. 

Table 2. Kendall's W test results of the prepared speaking skill rating scale 

 N Kendall's W df p 

The Prepared Speaking Skill Rating Scale 3 .87 45 .000 

 

As seen in Table 2, the Kendall's W test result among the scores given by three different raters 

using the rating scale developed in this study regarding the prepared speeches of teacher candidates 
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was found as 0.87. Accordingly, it can be said that the compatibility between raters is at a good level 

(τ =.87, p <.001).  

Apart from the reliability studies performed above, it was examined whether there was a 

difference between the average scores calculated by the raters. As a matter of fact, the fact that the 

mean between raters is close to each other indicates that the measurement tool is reliable (Moskal & 

Leydens, 2000). ANOVA results regarding the mean scores between raters are shown in the tables 

below. 

Table 3. The distribution of the scores given by the raters according to the prepared speaking 

skill rating scale 

Raters N X  S 

R1 46 76.23 5.42 

R2 46 77.52 5.27 

R3 46 75.91 5.42 

 

When Table 3 is examined, there are differences between the mean scores given by three 

different raters using the rating scale developed in this study regarding the prepared speeches of 

teacher candidates. ANOVA results regarding whether this difference is significant or not is presented 

in Table 4. 

Table 4. ANOVA results regarding the scores given by the raters according to the prepared 

speaking skill rating scale 

Source of the Variance Sum of Squares df Mean Squares F p 

Between Groups 120.449 2 60.225 2.085 .128 

Within Groups 3900.217 135 28.890 

Total 4020.667 137  

 

Looking at Table 4, there is no statistically significant difference among the scores of three 

different raters for items in the prepared speaking skill rating scale (F (2-135) = 2.085, p>.05). 

Accordingly, the mean scores of the raters given by using the measurement tool are similar to each 

other, and these results obtained within the scope of reliability studies can be interpreted as strong 

evidence about the reliability of the scale. 

CONCLUSION AND SUGGESTIONS 

In this study, validity and reliability studies of the measuring tool were carried out in order to 

evaluate the prepared speech performances of teacher candidates whose native language is Turkish by 

grading from weak to competent by an observer and to develop a rating scale to give feedback to them 

about their situation. The rating scale developed consists of three basic dimensions and 25 items.  

In order to determine the validity of the measurement tool, the scope and criterion validity 

were examined. In order to ensure the scope validity, the opinions of expert academicians on the 

subject were consulted. The fact that the content validity indexes obtained from the opinions of the 

field experts on each item is at least 0.8 indicates that the content validity of the scale is ensured. In 

order to determine the criterion validity, its correlation with the "Speaking Skills Rating Scale (for 

Native Speakers of Turkish)" developed by Bozkurt and Arıca-Akkök (2019) was examined. The 

relationship between teacher candidates' speaking performance scores obtained from two rating scales 

was tested with Spearman Rank Differences Correlation analysis. The existence of a positive and 

significant relationship between the two scales is a proof of the criterion validity of the measuring tool. 

In order to determine the reliability of the assessment tool, Kendall's W test and variance 

analysis were applied to the evaluations of three different independent raters. The fact that Kendall's 
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W test result is 0.87 shows that there is a good level of compatibility between raters. The absence of a 

significant difference as a result of the variance analysis indicates that the scores given by the raters 

using the measurement tool are close to each other. These results obtained within the scope of validity 

and reliability studies are strong evidence showing that the rating scale is valid and reliable. 

When the studies in the relevant literature are examined, it is seen that the data collection tools 

used for speaking skill are mostly in the form of observation and evaluation forms (Bulut, 2015; 

Kartallıoğlu, 2015; Maden, 2010; Orhan, 2010; Öztürk, 1997; Sallabaş, 2011; Sargın, 2006; 

Temizkan, 2009; Temizkan & Atasoy, 2016). On the other hand, it is seen that the number of studies 

carried out directly in accordance with the stages of scale development remains limited (Çintaş-Yıldız 

& Yavuz, 2012; Kuzu & Suna, 2012). In the meantime, there are some studies to develop a rubric that 

is used in determining performance-based status, albeit in a limited number (Aykaç, 2011; Erdem, 

2012; Erdem & Erdem, 2014; Yüceer, 2014). On the other hand, there is only one study specific to 

speaking skills in rating scale development studies, which are frequently used in preferred 

performance-based evaluations, which was also preferred in this study (Bozkurt & Arıca-Akkök, 

2019). The importance of this study is evident based on the explanations made. The fact that the study 

includes prepared speeches and was conducted on Turkish teacher candidates, as per the subject of the 

study, reveals its contribution to the literature. 

Recommendations based on the results of the research and in line with the discussed literature 

information are presented below: 

1. By using the prepared speaking skill rating scale developed in this study, a descriptive study 

can be conducted to determine the prepared speaking performances of teacher candidates. 

2. This research was carried out specifically for the prepared speech type. In future studies, a 

scale development study for the impromptu speech type can be done. 

3. Studies can be carried out to determine teacher candidates' anxieties in prepared speech and 

to eliminate this anxiety. 

4. It is recommended to carry out applied studies on how to measure language skills in 

undergraduate courses, especially for Turkish and classroom teacher candidates. 
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Abstract 

This study reports on the experience of three novice science teacher educators as their journey on 

unpacking and scrutinizing their inquiry implementation. In this study, the three science teacher 

educators formed a critical inquiry group and engaged in collective action research to identify 

weaknesses and strengths in their instruction of inquiry as they attempted to teach a science laboratory 

course for future primary teachers and develop new knowledge about how to best promote inquiry in 

their laboratory courses. For this purpose, the novice science teacher educators engaged in inquiry 

collaboratively within a learning community to improve their own professional development through a 

whole semester. Data was collected by use of audio-recorded planning and reflection meetings, written 

weekly reflections, and pre-interviews and post-interviews with three researchers and final written 

reflection. Data collection was continuous and spanned through the fall semester of the science 

laboratory course offered in a primary teacher education course. Analysis of the findings revealed the 

reflection and the construction of collegial relationship between science teacher educators enabled 

them to view them as science educators through new lenses. The implications derived from the data, 

served to inform science teacher educators regarding the professional development of novice science 

teacher educators through forming collaborations in which they questioned and pursuing the 

theoretical and practical bases for their practice. 
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INTRODUCTION 

Science educators have made inquiry-based science instruction a priority for classroom 

instruction since publication of The National Science Education Standards (NRC, 1996). For effective 

science instruction, science teachers need to be able to implement inquiry in their classes effectively 

(Caps & Crawford, 2013). However recent research showed teachers’ challenges while doing inquiry 

which in turn causing problematical inquiry-based science education experiences (Oppong-Nuako et 

al., 2015). Pedagogical Content Knowledge (PCK) in the science education literature has attracted 

considerable attention since the early years of the 21st century. Shulman (1986) described PCK as 

‘‘the blending of content and pedagogy into an understanding of how particular topics, problems or 

issues are organized, represented and adapted to the diverse interests and abilities of learners, and 

presented for instruction’’ (p. 8). Hence, based on the PCK definition, science teachers must have 

knowledge about science along with curriculum, instructional methods and strategies, assessment, and 

learners to be an effective teacher. 

Although there has been considerable research on pre-service and in-service teachers’ PCK, 

there is limited research concerning science educators’ PCK. Along with the study of Abell et al. 

(2009), Osmond and Goodnough (2011) conducted a self-study to examine the instructor’s 

development of PCK and her teaching in the context of an elementary science education methodology 

course. The study revealed that the self-study research helped the instructor promote her PCK and 

classroom practice. In another self-study, Faikhamta and Clarke (2013) investigated a novice STE’s 

beliefs and teaching practices in supporting and developing PCK of his students in the context of a 

field-based science teaching methods course. They figured out that regardless of he held strong PCK 

in teaching science, his PCK for teaching science teachers was limited, particularly knowledge of 

instructional strategies and knowledge of assessment of science teachers’ learning. Similarly, 

Demirdogen, Aydin and Tarkin (2015) investigated how re-designing and teaching practicum course 

developed their, as science teacher educators, pedagogical content knowledge (PCK). They found that 

the self-study enriched their development of PCK regarding all PCK components.  

In sum, all these studies aligned with the claim that novice science educators needed to 

observe their experience with new lenses to make sense of the meaning of the experience and 

knowledge to better develop themselves professionally to become more effective science 

educators.Given this evidence and the continued emphasis on how teacher educators themselves enact 

their own PCK , calls for the need to better scrutinize and develop new understandings, and models for 

the preparation of future primary teachers. Motivated by this call, three teacher educators engaged in a 

collaborative action research project to improve the quality of laboratory science instruction in their 

laboratory courses. The questions pursued in this inquiry was: 

In what ways engaging in collaborative action research help science teacher educators’ 

professional development related to teaching science through inquiry to pre-service primary teachers 

(PPT)? 

Review of Relevant Literature 

The necessary professional knowledge base for science teacher educators (STEs) have been 

questioned and studied by few science educators (Osmond & Goodnough, 2011; Wiebke & Rogers, 

2014). Abell et al. (2009) questioned the standard doctoral education curriculum and argued that as 

currently practiced most doctoral programs do not provide sufficient and meaningful experiences for 

future teacher educators to become good teachers. Based on their experiences both as doctoral students 

and teacher educators the authors proposed a model for the development of PCK for teaching future 

science teachers. The model suggests a continuum of professional learning in which STEs become 

observers, apprentice, partners, independent instructors, and finally mentors respectively. They argue 
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that all of these experiences can help future STEs to develop pedagogical content knowledge for 

preparation of future primary teachers. 

Wiebke and Rogers (2014) also investigated a STE’s tensions and how that influenced STE’s 

orientations towards teaching primary teachers about lesson sequencing through self-study. Data were 

gathered through pre-service teachers’ artifacts, an audio-recording of the preservice teachers 

discussing the planning of their lesson sequence, and two reflection journals, one kept personally, and 

one kept collaboratively with her co-author and critical friend. Although she was trained as an 

observer, apprentice, and independent instructor as in the model suggested by Abell et al. (2009), she 

experienced tensions of telling and growth developed gradually, confidence and uncertainty, and 

planning and being responsive. More specifically, she experienced tension “between acknowledging 

student teachers’ needs and concerns and challenging them to grow” and “between informing and 

creating opportunities to reflect and self-direct” (Berry, 2007, p. 1313 as cited in Wiebke & Rogers, 

2014). For instance, she particularly struggled “between informing the pre-service teachers what to 

focus on when looking at each instructional tool and allowing them to construct their own ideas about 

how the tools are used collectively to make lesson planning decisions” (p. 230).  In terms of the 

confidence and uncertainty aspect, the authors reported that lack of confidence and uncertainty due to 

poor planning made her uncomfortable and worried about “confusing the preservice teachers further 

about the lesson planning process by portraying her own pedagogical conflicts” (p. 233).  

Findings reported in these studies collectively suggest both the importance of engaging novice 

pre-service teacher educators who have limited experience with preparation of future primary teachers 

in critical reflection and the impact of such reflection on their growth as teacher educators. Moreover, 

very few studies concerned how such practices best support teachers’ educators professional 

development (Wiilemse, Boei & Pillen, 2015). Considering the few studies have reported the 

transition of science educators’ to be an experienced science educator, it is important to know how 

best these science educators could be supported to best reveal their potential for growth in enactment 

of inquiry-based teaching. Keeping in mind, challenging owns’ beliefs and assumptions related to 

teaching lead to professional growth (Donohue at al. 2020), collaborative action research might serve 

to the professional growth of teachers.  Informed by these studies and motivated by the urgent need for 

improvement, three STEs engaged in collaborative action research to develop pedagogical capacity to 

teach science through inquiry in a laboratory course offered for pre-service primary teachers. We 

reported on the impact that such collaboration including reflection designed to improve their teaching 

had on STEs’ professional development to teach science through inquiry. 

Theoretical Framework  

The theoretical framework guiding this inquiry is a critical inquiry enacted in the form of 

collaborative action research project. Collaborative action research provides a context in which 

professionals are active agents in questioning and pursuing the theoretical and practical bases for their 

decision-making and practice (Cunningham, 2011). Collaborative action research is both collaborative 

and participatory. Daly (2007) states that participatory action research “is concerned with the 

generation of practical knowledge that can serve people in the process of transformation” (p. 120). 

Dominated by a critical and reflective discourse, participatory and collaborative action research can 

foster the co-construction of new pedagogical stances, knowledge, and skills that can effectively 

address the complex challenge of bringing about change in teacher education.  

It is within this framework, the three STEs formed a critical inquiry group and engaged in 

collective action research to identify weaknesses and strengths in their instruction of inquiry as they 

attempted to teach a science laboratory course for future primary teachers and develop new knowledge 

about how to best promote inquiry in their laboratory courses. In that sense, STEs came together 

weekly, unpacked their understanding of scientific inquiry as well as practice, scrutinized their 
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discomfort and challenges through their teaching and reflected on their teaching experiences in the aim 

of learning each others’ experiences and professional growth. 

METHOD 

Context of the Study 

As a result of the acceleration of the improvements in science and technology in the new 

millennium, the renewed science curriculum in 2005 was developed with a constructivist approach in 

Turkey. In the curriculum, emphasis has been placed on student-centered and activity-based 

implementation. The curricula put scientific literacy at the center of it. The vision of the curricula was 

"educating all students as science literate individuals" (Ministry of National Education, 2005, 2013). 

Therefore, curriculum stresses the nature of science, scientific inquiry, and science process skills. 

Additionally, it was highlighted that learning environments should be designed according to inquiry-

based. The science courses, which begin in the 3rd grade of primary school aims not only to give basic 

information about astronomy, biology, physics, chemistry, earth and environmental sciences and 

science and engineering applications, but also to adopt science process skills and scientific research 

approach as well as to understand nature of science through inquiry-based teaching. 

The study was undertaken in the context of the science laboratory course given in the primary 

teacher education course in three midsize teaching focused universities in Turkey.   Through the 

primary education course, undergraduate students were offered a variety of science courses regarding 

science such as fundamentals of physics, chemistry and biology through the first two semesters of the 

teacher education program among the 8 semesters in total. The science laboratory course was offered 

in the third semester of primary teacher education program and it was a mandatory course. The aim of 

the course was to improve science process skills in setting up experiments in science courses for the 

primary level kids ranging in age 7 to 11 years old. Moreover, it aimed to improve cognitive abilities 

such as critical thinking, problem solving, enhance attitude such as preservation, curiosity, interest, 

confidence towards science. In addition, it also proposed development of basic concepts in science as 

well as development of understanding in nature of science views, scientific enterprise, and scientific 

inquiry. For that purpose, three science teacher educators collaboratively designed and implemented a 

science laboratory course consisting of aforementioned components but also embracing reflection as 

another main component of the course. Through this collaboration of designing the science laboratory 

course three science teacher educators reflected on and shared their practice, experiences, and 

pedagogical work. Within this collaborative activity, three of the science teacher educators monitored 

and explored the contribution of the collaboration on the change in their teaching practice and teaching 

philosophy.  

Design of Communities of Inquiry as a Mean of Professional Development Activity 

Communities of inquiry was designed to foster STEs’ professional development to improve 

teacher education. The features of communities of inquiry within the teachers’ professionalization 

domain characterized features of current study aiming to contribute to practice of science teacher 

educators. Three science teacher educators (STE) engaged in inquiry collaboratively within a learning 

community to improve their own professional development through a whole semester. First, three 

researchers wrote their teaching philosophy, stated goals of science laboratory course from their own 

perspective to compare and contrast their standpoints regarding science laboratory course. Keeping in 

mind that all three STEs completed the same PhD program at same university, and had similar 

learning and teaching experiences, their teaching philosophies and goals came up to be similar. Then, 

each STE took the responsibility of designing three inquiry- based laboratory activities related to 

different science concepts. The content of each inquiry activity was decided based on the K-4 science 

curriculum. After designing each inquiry-based laboratory activity, each STE examined the activities 

regarding having appropriate components of inquiry and science content. Additionally, an online 
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meeting was arranged to discuss the appropriateness of activities both in terms of inquiry and the 

science concepts targeted in the lesson. After getting feedback on each activity the activities were re-

designed. In that phase of the research, all STEs assured the designed activities were inquiry-based and 

embraced with reflection component. Then each activity for each week was designed as laboratory 

sheets which guided PPTs during the inquiry-based tasks. Each laboratory sheet included the aim of 

the task, short science content background information related to task, guiding questions and reflection 

questions related to task. After the design of reflective inquiry-based activities, STEs kept 

collaborating during the implementation of   these activities in their science laboratory courses. 

Through the semester they engaged in audio-recorded weekly meetings in which they reflected on 

implementation of activities in addition to the written reflection papers. Each meeting was scheduled 5 

times through the whole semester and lasted about 1 hour.  In each meeting, they shared their 

experiences regarding the strength and weakness of the implementation of each activity, students’ 

engagement of activity and alternative ways to promote students’ engagement in tasks. The main 

concern of each meeting was to ensure the sharing of the best practices of reflective inquiry activities 

as well as to ensure the best implementation of each reflective inquiry-based activity in the science 

laboratory course.  

Participants 

Participants of the study were three female STEs who completed their PhD in science 

education program at the same university. Two of the STEs completed their PhD one year and the 

other one had completed her PhD three years before the implementation of this study. All STEs had 

experience in research related to the nature of science, inquiry-based science instruction, and pre-

service primary teacher education. They had strong motivation in pursuing excellence in research and 

teaching as well as preparing future primary teachers.All the participants voluntarily aimed to shed 

light on their teaching experience to improve themselves professionally. Therefore, all STEs explained 

the aim of the research to their students enrolling the course which the data was collected. They were 

informed that no data related to their performance, views related to the course would be collected 

either used in current study. 

Data Sources and Data Collection Methods 

Several data sources were used to develop a richer understanding into these STEs’ 

pedagogical practices, the nature of their reflection, and how this reflection informed their thinking 

regarding inquiry-based instruction.  Data consisted of transcriptions of audio-recorded planning and 

reflection meetings, written weekly reflections, and pre-post semi-structured interviews with three 

researchers and final written reflection. Data collection was continuous and spanned through the fall 

semester of the science laboratory course offered in the third semester of primary teacher education 

program.  

The interviews focused on the areas of professional development of the STEs as well as the 

characteristics of communities of inquiry contributed to the development of STEs. To identify change 

in professional development, the STEs were asked to share their experiences while designing and 

implementing inquiry-based laboratory activities in audio- recorded weekly meetings. The meetings 

were framed by issues such as suggestions to improve the implementation of inquiry-based laboratory 

activities, suggestions on how to engage students better, what content knowledge should be integrated 

into the activity and what components of the activity needed. Similarly, in written reflection papers 

researchers had a chance to reflect on their practices and shared their best part of implementation as 

well as failures. Moreover, they also noted the missing parts of the implementation that should be 

revised in the first place. Furthermore, in final interviews with the researchers, and in their final 

reflection papers, they were encouraged to describe whether participating in communities of inquiry 

contributed to their professional development.  
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Data Analyses 

Considering the nature of qualitative research; the main data sources used to explore research 

questions were the pre-post interviews of three STEs’, audio record of weekly meetings and written 

reflections of the researchers followed by each teaching session as well as at the beginning and outset 

of the intervention. All interviews and weekly meetings records were audio recorded, transcribed and 

member checked (Merriam, 2002). The analysis was undertaken by adopting the general approach 

specific to qualitative research. This approach embraced writing reflective notes in passages, drafting a 

summary sheet, writing codes, creating patterns and themes, counting for frequency of codes, relating 

categories, and making contrast and comparisons (Miles &Huberman, 1994) Besides, research 

question was used as sensitizing concepts for further development of categories in addition to the 

development of categories emerged from the data (Patton, 2015). Analyzed and coded interviews and 

weekly meeting notes were compared and differences in interpretations were resolved by reanalyzing 

and category adjustment until consensus was reached (Patton, 2015). Analysis was done by the first 

author of the manuscript as well as another outsider researcher who is very experienced in science 

education research. Each participant was represented anonymously as STE I, STE II and STE III.  

RESULTS 

The data was analyzed to investigate the collegial relationship emerged from collaborative 

action research of STEs to promote pre-service primary teachers (PPT)’ engagement with inquiry and 

their pedagogical development as a result of this collegial relationship.  The results are organized and 

reported in five different subtitles, reflecting the themes emerged from the findings. These include: 1) 

planning for effective student engagement, 2) addressing lack of students’ prior content knowledge, 3) 

scaffolding classroom discourse/discussions, 4) addressing students’ data analysis and interpretation 

skills, 5) evolution of STEs teaching.  

Planning for effective student engagement 

To identify change in their professional development the STEs were asked to share their 

experiences while designing and implementing inquiry-based laboratory activities in audio- recorded 

weekly meetings as well as in written weekly reflections. One of the main concerns of the STEs 

regarding implementation of successful inquiry laboratory applications for PPTs were focused on 

improving PPTs’ engagement with inquiry-based laboratory tasks. For this purpose, the STEs 

monitored the structure of inquiry laboratories and carefully re-examined the components of the course 

that contributed to the PPTs’ engagement with laboratory tasks. Promoting PPTs’ meaningful 

involvement in inquiry was generally associated with increasing PPTs’ motivation and performance 

through giving feedback related to their performance on inquiry-based tasks. The STEs found out that 

giving feedback positively affects students’ involvement in laboratory tasks. For instance, one of the 

STEs mentioned informing all individuals one by one on their progress on the task instead of giving 

general feedback to the whole class regarding the mistakes or missing parts that the majority of them 

done. She pointed out specifically the parts of the laboratory sheets requiring improvements as well as 

the grades they get from each week’s laboratory task. By providing this specific feedback, students 

paid more attention to the details and became more reflective in their laboratory reports. 

STE II: Previous weeks, I pointed out the parts that the majority of my students struggled with 

understanding. After evaluating the causes of their mistakes, I realized that they need more 

clear directions. I tried to be clearer with my directions and check on them constantly, and 

support them to make sure that they are meeting the laboratory goals and engage in inquiry-

based learning. I guess my constant attention and guidance motivated them (PPTs) to pay 

more attention to the subsequent laboratory. 
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One of the STE mentioned that she specifically pointed out that when she read each laboratory 

report of students she provided personal feedback, and students responded more positively to her 

instruction and more effectively engaged in the laboratory activities. She noted that providing that 

kind of specific feedback helped PPTs recognize their instructors’ investment in their learning. This 

recognition and appreciation consequently increased their motivation to learn for pre-service teachers. 

Additionally, she indicated that, providing feedback motivated them to put more effort into their 

thinking, the content and organization of their laboratory reports:  

STE III: I personally read each week’s laboratory report and gave my students specific 

comments regarding their answers to the laboratory questions. The PPTs are very happy about 

it, because they think I care about their learning. Thus, they want to please me, impress me 

with their performance in the laboratory. That increases their motivation to learn more 

rigorously the content of my course. 

Moreover, the nature of feedback was found to be influential on PPTs’ performance on 

inquiry-based tasks. For instance, one of the STE stated that she gave immediate feedback to each 

group regarding their performance on inquiry-based laboratory activity.  Knowing that PPTs had 

limited prior knowledge of the science content related to the inquiry task, she provided feedback 

related to the content as well. She stated that she monitored each group’s task engagement, provided 

some further questions related to the task and content knowledge related to the laboratory, then she 

gave them the opportunity to show their knowledge, which gave the PPTs the opportunity to know 

whether the students were on the right track or they needed more support.  Based on the feedback 

gathered through this close monitoring, the PPTs were able to look back at the activity and revise 

some parts both to make students more effectively engage in inquiry and to help them acquire the 

scientific content more effectively. She stated that in later weeks, students in groups started to demand 

more specific feedback from the instructor then they completed the task after they got an idea on their 

progress. Particularly, they expected to be checked on to make sure if they did everything expected of 

them, and to be asked how/why questions related to the content: 

STE I:  I am giving immediate feedback while they [PPTs] are working on the inquiry-based 

tasks. I will go to visit each group and tell them things like “you are doing great, you need to 

look over the content again, or I don’t think you truly understand the task you are working on, 

what is your goal?” After a while, the students themselves seek that kind of feedback.  If I 

forget to check on their progress while they are working on the inquiry tasks, or provide 

feedback on their laboratory reports. 

Another interesting theme that emerged from findings was related to students’ attitudes 

towards inquiry-based laboratories and how that increased their engagement over the course.  All of 

the STEs were aware of PPTs’ negative attitudes towards laboratory sessions. Common issues related 

to laboratory sessions included, fear of inquiry-based science, reluctance to attend the class at the 

outset of the laboratory courses, and failing to submit quality laboratory reports. However, at the final 

meeting all of the STEs reported changes in PPTs’ attitudes towards laboratories.  

STE III:  One of the things that I liked to hear during the interviews with PPTs is how they 

liked the laboratory sessions. One of the PPT said, “I was afraid of science laboratories, 

although my grade [midterm grade] is low I do love the class. I learned that there is nothing 

to be afraid about doing laboratory experiments.” That is a great thing for me to hear. 

In summary, all STEs raised concerns regarding students’ attitudes towards laboratory and 

inquiry-based science laboratories more specifically at the beginning of the semester and how that 

changed as a result of their PPTs efforts to help them more effectively engage in inquiry-based 

laboratory activities. 
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Addressing lack of students’ prior content knowledge and skills, 

Another issue that was discussed during the weekly meetings was tailoring instruction to 

students’ prior knowledge and experiences with inquiry. All the researchers noticed PPTs’ lack of 

experiences related to inquiry for first weeks starting from the first weeks of the laboratory. During the 

weekly meeting discussions, the main issue raised by the STEs was the fact that many PPTs lacked 

content knowledge and experiences with inquiry. As a result, the STEs noticed that many PPTs were 

not able to perform experiments or engage in inquiry tasks properly.  

STE II: … they [PPTs] do not study the required science content knowledge before the 

laboratory enough, as a result, they have difficulties in making connections between the 

laboratories they are doing and the related content knowledge. I observed this problem 

specifically during the three-hole bottle activity; the only important thing for them [PPTs] 

while doing the task is to squirt the water inside the bottle out. 

To help PPTs to overcome such difficulties, STEs mentioned that they need to use different 

instructional strategies such as giving extra information related to content or some probing questions 

for addressing the lack of content knowledge and skills prior to the laboratory.   All the researchers 

agreed on giving extra clarifying information related to the laboratory tasks and content knowledge at 

the beginning of the laboratories which inhibited meaningful discussions and students’ involvement in 

inquiry: 

STE I: one of the major handicaps we have for the implementation of inquiry-based tasks is 

PPT’s lack of content knowledge and their lack of preparation for the laboratory tasks. For 

instance, they [PPTs] do not have a basic understanding of the concept of pressure, therefore, 

I could not facilitate as many whole- class or group discussions as I wished to do. For that 

reason, we need to give more detailed information related to basic concepts such as air 

pressure, gas pressure in our laboratory sheets. 

STE II: …Same here, they [PPTs] do not know the concept of the pressure enough, because of 

lack of knowledge, they are not able to make fruitful discussions. Therefore, I realized that we 

need to revise the laboratory sheets and such that we need to add more concepts related to 

pressure. 

The STEs also reached a consensus on providing some probing and guiding questions to 

explain some key concepts related to the task and the content of the laboratory activity in addition to 

adding some more detailed content info in the laboratory task sheets. Correspondingly, one of the 

researchers defined her success in later laboratory activities because of posing critical and guiding 

questions, providing extra examples from daily life, having time for discussion, elaborating the 

laboratory tasks with some extra activities. Collectively, these instructional activities, helped the 

students to make connections between the scientific content and the inquiry-based task for PPTs: 

STE II: [an activity related to acid and bases] … since I have PPTs who have done these tasks 

for several times, I started with questions to make them think before the start of the task. I 

asked them questions related to daily life such as why there has been a color change in salad 

if there is a red cabbage in it? What red cabbage refers to in a color scale acid or base? Or 

think of the soap? Did you ever taste it, how it tastes, what you think of its taste, is it an acid 

or base? Why?... 

In sum, these comments and ideas emphasized the importance of students’ prior science 

content knowledge and how it prevents students’ effective engagement with inquiry. In addition, they 

highlighted the importance of helping students to make connections between the science content and 

the purpose of the inquiry tasks. 
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Scaffolding Classroom Discourse/Discussions 

Improving exploration and PPTs’ thinking through inquiry were other concerns of the STEs 

involved in this study. They stated that one of the major drawbacks of the laboratory session was lack 

of time for discussion. All the STEs used questioning to guide and scaffold the discussion environment 

fostering elaboration on the target concepts. For instance, one of the STEs noted that when she 

provided probing and guiding questions, the laboratory sessions proved to be more fruitful and 

meaningful for the students: 

STE I: This week I had a very successful laboratory session. I guess the reason for that success 

is that I mostly led them with guiding questions and elaborated on the content through 

examples instead of giving them direct answers. I also let them elaborate on their observations 

and results. …. They [PPTs] drew meaningful conclusions based on the experiment. There has 

been more questions and discussion as a result of my guiding questions… 

Addressing Students’ Scientific Inquiry Skills 

Promoting PPTs’ science process skills has received attention of STEs’ through weekly 

meetings because of the poor performance of PPTs’ at initial laboratory sessions. After realization of 

PPTs’ deficiency in using science process skills (SPS), the STEs started to highlight SPS specifically 

in laboratory sessions through the inquiry-based tasks such as they specifically asked PPTs to label the 

scientific skills used in each task which lead an increased performance of PPTs in using SPS within 

inquiry-based tasks. In addition to improving PPTs’ understanding and practice of basic SPS such as 

observing, predicting, measuring, the researchers aimed to develop PPTs’ understanding of and skills 

in designing controlled experiments. For instance, all the STEs addressed the PPTS’ difficulties 

regarding concepts of dependent, independent variables, and hypothesis testing: 

STE II: They are struggling with writing hypotheses. Even after I provided a couple of 

examples of dependent and independent variables, they still were not able to differentiate 

between independent and dependent variables. They have no idea how to write a hypothesis or 

what is a dependent, and an independent variable… 

Consistent with this, one of the STEs stated her satisfaction with PPTs’ use of science process 

skills, that she noted that she felt successful regarding PPTs’ performance with SPS.  She stated that 

they could integrate these skills in their designed experiments even when the task did not specifically 

require them use these skills: 

STE II: [related to task included designing an experiment] The thing I like related to this 

week’s laboratory is that while they are designing an experiment they included questions like 

“write your prediction” , “your observation and predictions are different or similar”. Write 

your hypothesis, label the dependent and independent variables” …. At that point, I felt I 

succeeded. Now they [PPTs] can integrate and use SPS, even though the task did not require 

them to specifically use those skills, SPS make sense for them. 

Evolution of Teaching 

In addition to the weekly reflections and audio recorded meetings STEs also chance to share 

how this collaboration and reflection experiences contributed to their teaching. They stated more 

precisely how their teaching evolved through this collegial relationship revealed through analysis of 

audio records and written artifacts. First, regarding their teaching philosophy, they all stated similar 

goals that they wanted to achieve for PPTs at the end of the laboratory course. They all expressed that 

they wanted the PPTs to have positive attitudes towards science laboratory in their final reflections. 
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Additionally, they also wanted students to gain science process skills and ability to design and conduct 

basic science experiments for their future students:  

STE I: My main goal in this course is to teach basic science concepts to PPTs. Additionally, I 

want pre-service teachers to understand basic features of scientific inquiry as all the 

laboratory activities which are reflective inquiry-based activities. As a teacher and researcher, 

I want all pre-service teachers to understand and transfer their understanding of inquiry into 

their teaching. I also want them to understand and apply the science teaching strategies 

promoted in current science education documents.  

Regarding their perceptions of success and failures of their performance as an instructor in 

their laboratory course; they all found themselves successful in teaching SPS, and getting them doing 

basic inquiry-based activities as well as improving their attitudes towards laboratory: 

STE II: ….They will most likely be able to write hypotheses, and variables of the experiments 

correctly. Related to their attitudes, I am not sure, but some of the students told me that they 

had been afraid of this course at the beginning but now they were not afraid of any more after 

they saw what they could do. Some of them also told me that they wished other courses would 

have been like the laboratory course 

When they were asked how collaboration contributed to their success in the laboratory, one of 

the researchers emphasized the "reflection" component of the collaboration. She stated that 

collaboration utilized reflection on each researchers' teaching which enabled them to draw attention of 

strengths and weaknesses of themselves regarding what to do or not to do for the next lesson:  

STE I: Having the opportunity to reflect on my classes made me self-monitor my own 

teaching. Then I started to be aware of my own teaching which made myself give more 

attention to my teaching for the next classes related to teaching strategies that I used. For 

instance, I started to pay more attention to the issues such as covering SPS or spending more 

time for student discussion in class. Consequently, I started to be aware of strengths and 

weaknesses of my teaching. It was like self-monitoring my teaching in that sense... 

The other important component of collaboration contributing to their development was stated 

as sharing of experiences, failures, and success. That kind of sharing was claimed to be beneficial for 

becoming aware of students' prior knowledge and correspondingly their ability to pursue the inquiry 

tasks, the important content knowledge needed to be emphasized, better engagement of students in 

laboratory tasks and possible challenges faced in doing tasks revealed through answers in interviews 

and written reflections. For instance, at the final interview one of the STE stated that sharing of 

experience at weekly meetings lead her to monitor her own teaching related to her professional 

improvement as well as students’ improvement: 

STE I: Based on my colleagues’ experiences, I knew which part [regarding content] I needed 

to highlight more. Additionally, their[colleagues'] reflection related to students’ prior 

knowledge, the parts [regarding tasks] needed to be covered more deeply made me motivated 

towards teaching. For instance, I had not paid attention to students’ prior knowledge at the 

beginning that much, but the meetings made me consider their prior knowledge more 

carefully…Moreover, at the weekly meetings we had a chance to remind ourselves of our 

successes related to teaching. Which made me monitor my professional improvement and my 

students’ academic improvement. 

Similarly, in the responses provided through written reflection, STE III explicated that based 

on these weekly meetings, she started to analyze her own teaching too and paid more attention to 

instructional strategies to increase students’ meaningful engagement with the tasks:  
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STE III: Another contribution to my teaching is that after weekly discussions I started to plan 

my laboratories more purposefully, and monitor myself while teaching. For instance, I used to 

pay attention to students’ responses less. After our weekly discussions, I started to build on 

students’ responses and engaged all students in learning…Exchange of experiences helped 

improve my ability to answer students’ questions. 

The main issues that they perceived themselves as ineffective was highlighting content 

knowledge properly. One of the STE mentioned time limitation to cover content knowledge enough 

during the inquiry -based tasks: 

STE II: I was not able to spare enough time for content knowledge, since I wanted to focus on 

SPS for each experiment tasks. Therefore, I was unsuccessful in covering enough content 

knowledge. Time limitation was the main obstacle to talk about content knowledge itself. 

However, I could have highlighted content knowledge more while I was checking the groups 

during classes. 

As pointed out earlier, only one of the researchers defined lack of NOS emphasis as a 

weakness of her instruction:   

STE I: My effort to emphasis NOS was only my personal effort to make them[PPTs] aware of 

NOS issues After a while it was hard to emphasis NOS through the experiments, since we had 

not planned teaching NOS explicitly.. I totally agreed the statement from literature that 

perceived NOS as a cognitive outcome that should be planned... 

Overall, reflection and collegial relationship built between the researchers enabled them to 

scrutinize their teaching pedagogy about failures and success. In that sense, development of collegial 

relationship and reflection opportunities assumed to help their ability to design and implement 

successful inquiry lessons as well as use of other innovative pedagogical approaches (e.g. raising 

questions, nature of science instruction).   

DISCUSSION  

There has been an increasing emphasis among STEs to prepare future teachers to teach 

science through inquiry. Consequently, there has been an effort to reform both in-service and pre-

service primary teacher education curriculum, so they have a solid understanding of and sufficient 

experiences in inquiry-based instructional strategies.  However, relevant research reported failure and 

inefficiency of science teachers in implementing inquiry in their teaching (Capps, Crawford, & 

Constas, 2012) due to their lack of and underqualified experiences related to inquiry (Gillies & 

Nichols, 2015). Similarly, for a pre-service primary teacher to develop capacity and efficacy to teach 

science through inquiry, they must have quality experiences with inquiry-based teaching. Therefore, 

both pre-and in-service science teachers have been needed to be provided with better and meaningful 

inquiry-based teaching experiences during their science teacher education programs.  In this study, a 

group of STEs engaged in a collective action research project to provide their students with qualified 

inquiry experiences in the context of a laboratory course. The results show that STEs could align their 

laboratory course with inquiry as a result of their reflections that took place on a weekly basis.  

Building on the feedback received from their students’ observed participation and performance in the 

laboratory, STEs were able to identify problems related to students’ prior knowledge with related 

science concepts and science process skills. Consequently, they were able to tailor their instruction to 

students’ learning needs. Aligned with Willemse, Boei and Pillen (2015), conducting such research 

enabled the researchers to scrutinize and improve their own practice in a systematic way which led to 

their professional development related to inquiry implementation.  More specifically on their inquiry 

instruction, they provided more scaffolding, they asked guiding questions to help their students to 

establish meaningful connections between the laboratory tasks and the content related to the specific 

laboratory task. They learned to encourage their students to more effectively ask questions, to write 
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better and meaningful laboratory reports and provide more elaborate responses. Moreover, the STEs 

were able to understand the importance of group-based and whole-class discussions and facilitate such 

discussion at the end of each laboratory. While not all of the STEs were able to successfully integrate 

NOS into their instructions, they were able to develop instructional plans for the subsequent 

instruction.  This form of collective inquiry into lesson planning and reflective action on instructional 

practices encouraged STEs to question their instructional and assessment practices for the purpose of 

making their lessons more inquiry-based. As proposed by Donohue, Buck and Akerson (2020), 

looking closely to the area where discomfort and uneasiness occurs was the place of beginning for the 

professional growth for the STEs. As a result of this reflection, they were able to re-design their 

learning tasks, provide more focused guidance, and ask more purposeful questions to make students’ 

learning experiences go beyond the laboratory and focus more on thinking like a scientist. Reflection 

was presented as a crucial part of professional development that hinder or facilitates professional 

development (Vanassche & Kelchtermans, 2016). Moreover, definition of effective collegial 

environment included share of practice for growth in a reflective, inclusive, collaborative manner 

(Stroll et al., 2006). 

One of the reasons for the development in teaching of STEs might be due to the nature of 

collegial relationship built during the weekly meetings.  All three STEs could build a confident mutual 

relationship which all benefited their weaknesses and strengths regarding teaching since all they were 

teaching the same subject. Consequently, Smith (2003) suggested that professional team work, with 

members sharing similar practices and with small group sizes were better to contribute to teacher 

educators’ professional development. In the current case, the researchers could be able to share their 

experiences related to similar practices in a non-judgmental friendly and supportive atmosphere. 

Additionally, the size of the group work also provided equal opportunity for each STE to learn and 

share their similar experiences which also indicated practical examples for individual professional 

development initiative (Murray, 2010; Willemsie, Boei & Pillen, 2015). Additionally, Kosnik et al. 

(2015) stated that professional development would be improved by communities of inquiry in which 

“groups of people who share a concern, set of problems, or a passion about a topic and who deepen 

their knowledge and expertise”. Aligned with Kosnik et al., (2015), involving in collaborative action 

research enabled researchers to better develop their pedagogical and theoretical knowledge related to 

inquiry implementation. In sum, keeping in mind that many researchers agreed to define professional 

development as a reflective practice contributing to individuals’ knowledge, attributes and skills 

(Dengerink, Lunenberg & Kools, 2015; Early& Porritt, 2010; Kosnik et al., 2015), engaging in such 

collaborative inquiry enabled STEs to develop their skills, knowledge and practice relate to inquiry 

implementation. 

Implications 

According to the findings, a lack of prior content knowledge and skills were a barrier for 

PPTs’ to engage in inquiry tasks well. Scaffolding classroom discourse overcame this problem. Hence, 

asking critical and guiding questions, relating the content to daily life, and creating a learning 

environment which involved discussion are suggested to promote this. Motivation and attitude are 

other important factors for effective student engagement in the laboratory that students should be 

given positive feedback and feel supported.  

As the inquiry becomes a critical goal in teacher education, STEs, who were educated through 

traditional teaching methods must develop conceptual understanding and pedagogical capacity to teach 

science through inquiry. The findings of the study revealed that professional growth of science 

educators is a very important and ongoing process and it should be supported especially for the novice 

science educators. In that sense professional development by means of collaborative action research 

might help science educators to unpack and improve their understanding and practice inquiry 

implementation. However, rarely do STE engage in such collaborative inquiry. This is the case 

because each PPT comes to the discussion table with unique experiences, diverse ways in which 
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students engage in inquiry, struggle while doing inquiry and successfully engage with inquiry.  This 

diversity helps STEs not only to develop a repertoire of problems that may occur while conducting 

inquiry-based laboratories, but also of solutions to address those problems. We encourage STEs to 

engage in such collaborative action research projects if the goal is to increase pedagogical capacity to 

teach reform-based science.  
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Abstract 

This study aimed to investigate the awareness and views of teachers from different disciplines who 

received in-service STEM training about STEM education. To this end, the study employed a mixed 

methods research design in which both quantitative and qualitative research approaches are used. For 

the quantitative phase of the study, the sample was composed of 64 teachers from the different 

branches. The teachers were sampled using convenience sampling. For the qualitative phase 

of the study, the teachers were chosen using criterion sampling. The sample was drawn of 16 teachers 

who had a high, moderate or low level of awareness. The quantitative data were collected using the 

“STEM Awareness Scale” and the qualitative data were collected using a semi-structured interview 

form. The analysis results showed that teachers’ awareness of STEM increased after the in-service 

training. The teachers held the view that using the STEM approach in their classes is beneficial to, 

themselves, students, and the country and the effective implementation of STEM education depends 

on the elimination of shortcomings such as the lack of time, materials, and workshops. 
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INTRODUCTION 

With the advances in science and technology, most developed and developing countries have 

recently been undertaking reforms in their education systems. Interdisciplinary teaching is the most 

important of these reforms. Disciplinarity has today been replaced by interdisciplinarity. Along with 

integrating multiple disciplines, interdisciplinarity is also of importance in associating these disciplines 

with everyday life. It is thus aimed to prepare individuals to have content knowledge, problem-solving 

skills, critical and creative thinking skills, and collaborative skills. The Science, Technology, 

Engineering, and Mathematics (STEM) that emerged in the United States in the early 2000s to achieve 

this aim has been highlighted in curricula both abroad and in Turkey. Therefore, awareness and views 

of teachers as the practitioners of curriculum about STEM education are of major importance. 

STEM includes educational activities that focus mostly on science and mathematics but also 

incorporate technology and engineering and are practised at all grade levels from preschool to 

postgraduate (Bybee, 2010; Gonzalez&Kuenzi, 2012). Because it is difficult to fully emphasize all 

four disciplines within STEM due to the structure of curricula and schools, engineering and 

technology are often integrated into the content of science and mathematics (Bybee, 2010). One of the 

main goals of STEM education is to develop 21st-century skills such as problem-solving, critical 

thinking, creativity, and collaboration. Skills are acquired at a young age and improved at later ages. 

Because it is incumbent on teachers who implement STEM education to develop these skills, it is of 

key importance for teachers to have the knowledge of the four disciplines. Therefore, there is a need to 

identify teachers’ awareness and views about STEM education. 

A body of previous research has explored teachers’ and preservice teachers’ views about 

STEM education (Nadelson, Callahan, Pyke, Hay, Dance&Pfiester, 2013; Özçakır-Sümen&Çalışıcı, 

2016; Tarkın-Çelikkıran&Aydın-Günbatar, 2017; Thomas, 2014; Uğraş, 2017; Yıldırım&Türk, 2018). 

Most research into teacher views about STEM education has investigated the views of science and 

mathematics teachers (Bakırcı&Kutlu, 2018; Eroğlu&Bektaş, 2016; Patrick, 2016; Özbilen, 2018; 

Wang, 2012). Teachers generally have positive views on STEM education, are willing to receive in-

service STEM training and believe that STEM education increases students’ interest and motivation 

and develops different skills while they emphasize that there is a lack of materials, time, and 

cooperation for more effective applications (Özbilen, 2018; Thomas, 2014; Uğraş, 2017; Wang, 2012, 

Yıldırım&Türk, 2018).  

STEM is an interdisciplinary approach and thus requires teachers from different disciplines to 

cooperate in the implementation process. Teachers who have the required training and competence in 

STEM disciplines play a key role in the dissemination of STEM (Wang, 2012). Awareness and views 

not only of science and mathematics teachers but also of teachers from all disciplines including 

preschool are of critical importance for the effective implementation of STEM education. Thus, 

identifying views of preschool, primary, secondary, and high school teachers about STEM will make a 

major contribution to the effective implementation of STEM education in Turkey. Against this 

background, in this study, public school teachers from different disciplines were first given in-service 

STEM training and their awareness and views about STEM education were then explored. To this end, 

answers were sought to the following questions: 

As for the teachers who received in-service STEM training; 

1. Is there any significant difference in their pre-training and post-training STEM 

awareness? 

2. What methods and approaches do they use in their lessons? 

3. What are their reasons for participating in STEM training? 
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4. What are their views on the characteristics that STEM courses must have? 

5. What are their views on how to implement STEM education in their classes? 

6. What are their views on the contribution of the implementation of STEM education to 

 their lessons  

 teachers themselves, and  

 the country? 

7. What are their views on the challenges that they may face during the implementation of 

STEM education? 

8. What are their views on what can be done to implement STEM education? 

9. What are their views on the opportunities that STEM education will provide? 

METHOD 

Research Design 

The study employed a mixed methods research design in which both quantitative and 

qualitative research approaches are used. This design serves to find answers to research questions of 

different types. The mixed methods design enables researchers to use different types of data to 

describe the other, answer different questions with the results from one database, and cross-check the 

validity and reliability of different types of data (Creswell, Clark, Gutmann&Hanson, 2003). Patton 

(2005) illustrated the combination of inductive and deductive methods with machines that were 

originally created for separate functions like printing, faxing, scanning, and copying but are now 

combined into a single integrated technological device. 

This study was conducted using the exploratory sequential mixed methods design. The 

exploratory sequential mixed methods design involves an initial qualitative phase of data collection 

and analysis and following phase of quantitative data collection and analysis. The final phase involves 

interpretation. Qualitative data explain quantitative data. Quantitative data play a more dominant role 

than qualitative data in exploratory studies (Creswell&Clark, 2017). 

 

Figure 1. Exploratory sequential mixed methods design (Fraenkel, Wallen&Hyun, 2012) 

 

The quantitative data were collected using a one-group pretest-posttest design. In one-group 

pretest-posttest designs, the experimental treatment or intervention is used and tested in a single group 

of research participants (Büyüköztürk, KılıçÇakmak, Akgün, Karadeniz&Demirel, 2010). 

Accordingly, the awareness of teachers participating in the in-service STEM training about STEM 

education was measured before and after the training.  

Quan. 
Research 

(high priority) 

Qual. 
Research 

(low priority) 

merging and 
interpreting 

results 
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The qualitative data were collected using a case study approach. Case studies investigate 

factors related to a situation using a holistic approach and focus on how these factors affect the 

situation and are affected by the situation in return (Yıldırım&Şimşek, 2013). 

Study Group 

The research participants were from the same population; however, two separate samples were 

recruited for the qualitative and quantitative phases of the study. 

Quantitative Phase: In the quantitative phase of the study, the sample consisted of 64 teachers 

who were working in urban and rural schools in the city centre of Niğde and participated in the STEM 

training. There were six preschool, ten classroom, seven science, six mathematics, eighteen technology 

and design, thirteen information technology, two physics, one chemistry and one biology teachers. The 

sample was chosen using convenience sampling, which is a non-probability sampling technique. 

Convenience sampling is a technique that aims to prevent waste of time, labour, and money 

(Büyüköztürk et al., 2010).  

Qualitative Phase:In the qualitative phase of the study, the sample was chosen using criterion 

sampling, which is a purposive sampling technique. Criterion sampling involves sampling cases that 

meet a set of predetermined criteria of importance (Büyüköztürk et al., 2010). Accordingly, among 64 

teachers who participated in the in-service STEM training, 16 teachers who had a high, moderate or 

low level of awareness based on their score on the STEM Awareness Scale were sampled in the 

qualitative phase of the study. 

Implementation Process 

In this study, in-service STEM training was given to teachers who were working in urban and 

rural schools affiliated with Niğde Provincial Directorate for National Education. The training 

programme is shown in Table 1.  

Table 1. STEM training programme (Basic Level) 

Duration Subjects Scope 

Day 
 

What is STEM? A need or a necessity? 

Why STEM education? 

What are the main objectives of 

STEM education? 

Engineering design processes 

21st-century skills 

Day 
 

 

Implementation 

Process I 

How is STEM education implemented in the 

world and in Turkey? 
 

 

 

 

 

What materials can I use in STEM education? 
 

 

 

Science Process Skills 

STEM in the United States 

STEM in China 

STEM in India 

STEM in South Korea 

STEM in the EU 

STEM in Turkey 
 

STEM using easy-to-find materials 

 

Robotics STEM education 

 

 

 

Science Process Skills 
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Day 
 

 

 

Implementation 

Process II 

How can I implement 

STEM education? 

Out-of-school learning environments for extracurricular 

activities (science centres, museums, historic sites, 

schoolyard, zoo, etc.) 

Classroom activities 

Methods and techniques 

STEM Students on the Stage (SOS)™ Model 

5E Model 

Problem-based learning 

Project-based learning 

Collaborative learning 

Day 
Implementation 

Process III 

What are the processes for 

evaluating student learning? 
Alternative approaches to evaluation in STEM education 

Day 

Implementation 

Process IV 

How can I integrate STEM 

education into lessons? 
Design and implementation of lesson plans by teachers 

 

The planned training took a total of 30 hours, including theoretical and practical training. The 

training programme addresses an overview of STEM and its objectives, STEM education and practices 

in the world and Turkey, materials that can be used in STEM education, scientific process 

skills,methods and examples of implementing STEM education, evaluation and assessment in STEM 

education, and the integration of STEM into lessons.  

Data Collection Instruments  

The study used two types of data collection instruments, one qualitative and the other 

quantitative. 

Quantitative Data Collection Instrument: The STEM Awareness Scale developed by Çevik 

(2017) to measure teachers’ awareness of STEM education was administered as the pretest and 

posttest after permission was obtained. The scale is a 5-point Likert-type scale. The positively 

worded items are rated from “strongly disagree (1) to “strongly agree (5)”. The negatively 

worded items are rated from “strongly agree (1) to “strongly disagree (5)”. The negatively 

worded items (I8, I9, and I10) were reverse-keyed. The scale consists of 15 items and three subscales: 

Effect on Students, Effect on Lessons, and Effect on Teachers. The Cronbach’s alpha coefficient of the 

scale was found to be .84 (Çevik, 2017). 

Qualitative Data Collection Instrument: A semi-structured interview form was designed by 

the researchers to identify teachers’ views on STEM education. First, a draft form was prepared after a 

search of the literature. In the process of designing the form, opinions were taken from three experts: 

STEM education expert, science education expert, and classroom education expert. The reliability 

formula proposed by Miles and Huberman (1994) was used to measure the reliability of the draft form 

which was revised based on expert opinions. The reliability of the interview form was found to be 

94%. The form consisted of 10 questions. 

Focus group interviews were held with 16 teachers who had a high, medium and low level of 

STEM awareness. In focus group interviews, 16 teachers were divided into three groups as follows: 

two groups of five teachers and one group of six teachers. Focus group interview refers to a series of 

planned discussions to explore perceptions of a predetermined subject in a hospitable setting 

(Yıldırım&Şimşek, 2013). Prior to the interviews, permission was obtained from the teachers to record 

the interview and the teachers were assured that the records would only be used as data in an academic 

study. 
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Data Analysis 

The study used two types of data analysis, one qualitative and the other quantitative. 

Analysis of the Quantitative Data: The quantitative data derived from the STEM Awareness 

Scale were analysed using SPSS 22.0. The data were first tested for normality. The analysis results 

showed that the data were normally distributed.  

Table 2. Findings on the normal distribution of the data 

     Median Mode Skewness Kurtosis 

Pretest Statistics 62.20 63.00 68.00 -.32 -.52 

 Standard Error .67   .29 .59 

Posttest Statistics 64.60 65.00 63.00 -.46 -.03 

 Standard Error .69   .29 .59 

 

As seen in Table 2, the mean, mode, and median values of pretest and posttest scores had on 

the STEM Awareness Scale are close. Because the normal distribution is a symmetric distribution, the 

arithmetic mean, mode, and median are equal (Kalaycı, 2016). The similar mean, mode and median 

values in Table 2 show that the data were normally distributed. The pretest and posttest skewness 

values were -.32 and -.46, while the kurtosis values were -.52 and -.03. Skewness and kurtosis values 

ranging from +1.5 and -1.5 are sufficient for the normal distribution of data (Tabachnick&Fidell, 

2013). 

In line with these results, parametric tests were used in the data analysis. The t test was used 

and  p < 0.05 was considered significant.  

Analysis of the Qualitative Data: The data about teachers’ views on STEM education were 

analysed using content analysis. Content analysis is used to derive concepts and relationships that can 

explain the collected data (Yıldırım&Şimşek, 2013). The interview data were transcribed verbatim 

using Microsoft Word. The transcribed data were divided into sections to determine what each section 

mean and the meaningful sections were coded. Following the coding process, the common aspects of 

the codes were found and the categories (themes) of the research findings were framed. 

To ensure validity and reliability in this process, two independent coders coded the concepts 

and establish themes. The intercoder agreement was measured using the reliability formula proposed 

by Miles and Huberman (1994) and found to be 92%, indicating that the two coders devised similar 

codes and themes. 

RESULTS 

Results on Teachers’ Awareness of STEM Education 

The findings on teachers’ awareness of STEM education is shown in Table 3. 

Table 3. Findings on teachers’ mean pretest and posttest STEM awareness scores 

 N    SD t p Cohen’s d 

Posttest 64 64.60 5.54 3.17 .002 .39 

Pretest 64 62.20 5.36    

 

According to Table 3, the teachers’ mean score on the STEM Awareness Scale was 62.20 

before the training, while it was 64.60 after the training. The results of the dependent samples t-test 

showed that there was a significant difference between the mean pretest and posttest scores (p < .05). 

The effect size of the difference was measured using Cohen’s d and was found to be .39, indicating a 
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moderate effect size. A Cohen’s d of 0.2 represents a small effect size, a Cohen’s d of 0.5 represents a 

medium effect size, and a Cohen’s d of 0.8 represents a large effect size (Büyüköztürk, 

Çokluk,&Köklü, 2014).It can thus be said that the in-service STEM training was effective in 

increasing teachers’ awareness of STEM. 

Results on Teachers’Views on STEM Education 

Table 4 shows the findings on the approaches and methods that the teachers used in their 

classes.  

Table 4. Findings on the approaches and methods used by the teachers in their classes 

Codes f % Categories f % 

Problem-solving 5 8.93  

 

 

 

 

 

Alternative approach 

 

 

 

 

 

 

21 

 

 

 

 

 

 

37.50 

Making connections - 

giving examples from 

everyday life 

4 7.14 

Asking for ideas 1 1.79 

Brainstorming 2 3.57 

Induction - deduction 1 1.79 

Establishing a cause-

effect relationship 

1 1.79 

Practice 1 1.79 

Drama 3 5.35 

Research 2 3.57 

Play  1 1.79 

Lecture 12 21.42  

 

 

 

Traditional approach 

 

 

 

 

35 

 

 

 

 

62.50 

Conducting 

experiments 

4 7.14 

Question writing 

activities 

1 1.79 

Question and answer 7 12.50 

Presentation 3 5.35 

Project-based  2 3.57 

Showing/demonstrating 

and having students do 

4 7.14 

Working together 1 1.79 

Visual material 1 1.79 

 

According to Table 4, the methods that the teachers most commonly use in their classes were 

lecture (21.42%), question and answer (12.50%), and problem-solving (8.93%).The responses were 

subsumed under two categories: the alternative approach and the traditional approach. Accordingly, 

the teachers most commonly (62.5%) prefer to use the traditional approach in their classes. Example 

responses are given below: 

T3: I also use the lecture method. The problem-solving method, question and answer, 

induction, and deduction. Sometimes I follow a general-to-specific order and other times I ask 

students to make generalizations. 

Table 5 shows the findings on the teachers’ reasons for participating in in-service STEM 

training. 
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Table 5. Findings on teachers’ reasons for participating in in-service STEM training 

Codes f % Categories  f % 

To integrate learning into students’ lives 

using simpler materials 

1 3.03 To establish connections 2 6.06 

To associate with science 1 3.03    

To learn different information from 

different people 

1 3.03 Contribution to 

teachers/personal development 

12 36.36 

Out of curiosity 2 6.06    

To keep up with the times 2 6.06    

To understand STEM 1 3.03    

To raise awareness on behalf of teachers 1 3.03    

To have a better command of subjects 1 3.03    

To be happy 2 6.06    

To improve myself 2 6.06    

To be able to use what has been learned in 

classes 

1 3.03 To incorporate different 

activities (contribution to the 

lesson) 

7 21.21 

To provide children with different 

activities 

1 3.03    

To implement STEM in classes 1 3.03    

To create different activities 1 3.03    

To make mathematics fun 1 3.03    

To improve the quality of education 1 3.03    

To offerdifferent opportunitiesto  students  1 3.03    

To be helpful to students 1 3.03 Contribution to Students 7 21.21 

To be able to better communicate learning 

outcomes to students  

1 3.03    

Awareness on behalf of students  1 3.03    

To make contributions to students 1 3.03    

To make students happy 1 3.03    

To be able to give correct answers to 

students’ questions 

1 3.03    

To understand subjects more deeply 1 3.03    

To use real technologies in classes 1 3.03 To learn/use technology 5 15.15 

To learn technology 1 3.03    

To keep up with evolving technology 1 3.03    

To learn 3D printers 1 3.03    

To learn robotics coding 1 3.03    

 

As shown in Table 5, the teachers participated in the in-service STEM training mostly to 

improve themselves (6.06%), understand STEM (3.03%), implement STEM in their classes (3.03%), 

and keep up with evolving technology (3.03%). The teachers’ responses were subsumed under five 

categories. The category with the highest percentage was contribution to teachers (36.36%), followed 

by contribution to the lesson (21.21%) and contribution to students (21.21%). The teachers stated that 

they intended to learn and use technology (15.15%) and establish connections (6.06%) thanks to in-

service STEM training. The following are some examples of responses given by the teachers: 

T2: The main reason was that I wanted to improve myself. I also wanted to have some material 

to guide students to projects. I think STEM is really important and will be used in the next term. So it 

is always good to have knowledge. 

Table 6 presents the findings from the teachers’ responses concerning the characteristics that 

STEM courses must have. 
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Table 6. Findings on the must-have characteristics of STEM courses 

Codes f % Categories  f % 

Practice 2 6.89 Practice-based 4 13.79 

Activities to improve problem-solving skills 2 6.89    

It must transform projects into products 1 3.44 Product-based 4 13.79 

It must achieve concrete outcomes 1 3.44    

Product 2 6.89    

Connected to real life 1 3.44 Associated with life 4 13.79 

It must facilitate solving problems in life 1 3.44    

It must touch students’ daily life 1 3.44    

It must allow a given problem to be solved realistically 1 3.44    

It must develop multiple perspectives 1 3.44 It must help adopt different 

points of view 

2 6.89 

It must help ask the question ‘why’ logically  1 3.44    

Collaborative learning 1 3.44 Collaborative learning 2 6.89 

It must bring out the feeling of ‘us’ 1 3.44    

Separate time - separate lesson 1 3.44 Separate time 3 10.34 

Separate time 2 6.89    

Teachers must be trained 3 10.34 Teachers must be trained 4 13.79 

Willing teachers 1 3.44    

Workshop 3 10.34 Separate setting 3 10.34 

Collaboration between disciplines 2 6.89 Collaboration  2 6.89 

Budget 1 3.44 Budget  1 3.44 

 

As seen in Table 6, the most common responses concerning the must-have characteristics of 

STEM courses were teacher training (10.34%), product (6.89%), separate time (6.89%), and 

collaboration between disciplines (6.89%). The responses were subsumed under ten categories. The 

categories with the highest percentage were practice-based (13.79%), product-based (13.79%), 

associated with life (13.79%), and teachers must be trained (13.79%), followed by separate time 

(10.34%) and separate setting (10.34%). Additionally, the teachers also pointed to helping adopt 

different points of view (6.89%), collaborative learning (6.89%), collaboration (6.89%), and a separate 

budget (3.44%). The following are some examples of responses given by the teachers: 

T6: There must be collaboration. It is impossible without collaboration between disciplines. 

The subject includes drawing, for example, you should get help from other teachers. If a project is 

undertaken, everyone has to contribute and help. 

Table 7 shows the findings from the teachers’ responses concerning how they plan to use 

STEM in their lessons. 

Table 7. Findings on teachers’ views on how to implement STEM in their lessons 

Codes f % Categories  f % 

Helping students do what they think 1 8.33 Practising 3 25 

Different practices 1 8.33 

Practising with curious students 1 8.33 

Cooperating with teachers of other lessons 1 8.33 Collaborating 4 33.33 

Collaboration with other teachers 2 16.66 

Choosing a science subject and doing 

practical work in company with the science 

teacher 

1 8.33 

Drawing connections between lessons 1 8.33 Establishing connections 3 25 

Associating with everyday life 1 8.33 

Associating with other lessons 1 8.33 

Helping students discover themselves 1 8.33 Student-centred 1 8.33 

Emphasizing communication and 

collaboration 

1 8.33 Highlighting 21st-century skills 1 8.33 
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As seen in Table 7, the most common responses concerning how to implement STEM in 

classes were collaboration with other teachers (16.66%), collaboration between disciplines (8.33%), 

practising with curious students (8.33%). However, a teacher reported that she or he could not 

implement STEM education in her or his classes. 

The teachers’ responses were subsumed under five categories. The teachers were thinking to 

implement STEM by collaborating (33.33%), practising (25%), establishing connections (25%), being 

student-centred (8.33%), and highlighting 21st-century skills (8.33%).The following are 

some examples of responses given by the teachers: 

T7: We need to collaborate more with more teachers.  

Table 8 displays the findings from the teachers’ responses concerning the contribution of 

STEM to their lessons. 

Table 8. Findings on teachers’ views on the contribution of STEM to their lessons 

Codes f % Categories  f % 

Increases students’ awareness 1 5.88 Increases students’ interest  2 11.76 

Increases levels of interest 1 5.88 

Facilitates experiential learning 3 17.64 Meaningful and permanent learning  5 29.41 

Students learn better 1 5.88 

Ensures permanent learning 1 5.88 

Students express themselves in different ways 1 5.88 Develops ways of thinking 3 17.64 

Develops divergent thinking 1 5.88 

Teaches versatile thinking 1 5.88 

Makes students active 1 5.88 Active participation 3 17.64 

Ensures the participation of all students 2 11.76 

Helps students produce 1 5.88 Promotes students’ development 4 23.52 

Develops problem-solving skills 1 5.88 

Enhances students’ imagination 1 5.88 

Heightens the sense of accomplishment 1 5.88 

 

As shown in Table 8, the teachers explained the contribution of STEM education to their 

lessons as follows: it facilitates experiential learning (17.64%), ensures the participation of all students 

(11.76%) and increases students’ awareness (5.88%). The responses were subsumed under the 

following five categories from the most to the least common: meaningful and permanent learning 

(29.41%), promotes students’ development (23.52%), develops ways of thinking (17.64%), active 

participation (17.64%), and increases students’ interest (11.76%). Examples of teachers’ responses are 

as follows: 

T15: I think that associating with everyday life will increase students’ interest. 

Table 9 displays the findings from the teachers’ responses concerning the contribution of 

implementing STEM in their lessons to themselves. 
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Table 9. Findings on teachers’ views on the contribution of STEM education to themselves 

Codes f % Categories  f % 

Professional satisfaction 3 14.28 Professional satisfaction 3 14.28 

Being happy 3 14.28 Feeling positive 7 33.33 

Feeling peaceful 2 9.52 

Enjoyment 1 4.76 

Being motivated 1 4.76 

Self-development 1 4.76 Personal development 6 28.57 

Prepares the teacher for the future 1 4.76 

Promotes personal development 1 4.76 

Encourages doing plenty of research 1 4.76 

Both students and teachers learn 2 9.52 

Increases effectiveness 1 4.76 Efficient teaching 4 19.04 

Facilitating 2 9.52 

Makes teaching more practical 1 4.76 

Teachers’ contribution to the satisfaction of the need for semi-

skilled labour 

1 4.76 Contribution to the business 

world 

1 4.76 

 

As shown in Table 9, the teachers reported that they would experience professional 

satisfaction (14.28%), both students and teachers would learn (9.52%), and it would be facilitating 

(9.52%), promote personal development (4.76%). The responses were subsumed under five categories 

as follows: feeling positive (33.33%), promotes personal development (28.57%), efficient teaching 

(19.04%), professional satisfaction (14.28%), and contribution to the business world (4.76%). The 

following are some examples of teacher responses: 

T3: Professional satisfaction. I will be happier as the quality of education increases. 

Table 10 shows the findings on the teachers’ responses concerning the contribution of STEM 

education to the country. 

Table 10.Findings on teachers’ views on the contribution of STEM education to the country 

Codes f % Categories  f % 

Serve the development of the country 2 11.76 Country development 4 23.52 

Material and spiritual gain 1 5.88 

Reduction of external dependence 1 5.88 

People produce 4 23.52 Producer society 4 23.52 

People become happy as they produce 2 11.76 Contribution to individuals 7 41.17 

People choose the profession that they would like to practise 2 11.76 

Helps realize the potentials of people 2 11.76 

Prevents making people uniform  1 5.88 

Satisfies the need for semi-skilled workers 2 11.76 Contribution to the business world 2 11.76 

 

According to Table 10, the teachers reported that when STEM education is implemented, 

people will produce (23.52%) and will be happy as they produce (11.76%),  it will serve the 

development of the country (11.76%), help realize the potentials of people (11.76%), and external 

dependence will be reduced (5.88%).The teachers’ responses were subsumed under four categories as 

follow: contribution to individuals (41.17%), country development (23.52%), producer society 

(23.52%), and contribution to the business world (11.76%). The following are some examples of 

responses given by the teachers: 

T12: I think that we can evolve into producer society through STEM. And people choose the 

profession that they would like to have. As students’ area of interests is identified at an early age, 

more precise guidance can be provided. It raises awareness. It prevents making people uniform 
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Table 11 presents the findings the challenges that teachers may face during the 

implementation of STEM education. 

Table 11. Findings on teachers’ views on the possible challenges to the implementation of STEM 

education 

Codes f % Categories  f % 

Students’understanding the principle and getting ready 1 3.57 Failure to understand STEM 7 25 

Resistance from teachers or administrators 1 3.57  

Likelihood of being side-lined or discarded over time 1 3.57  

Failure to build the communication between the school, 

students and parents 

1 3.57  

Criticism from parents 3 10.71  

Overcrowded classrooms 2 7.14 Classroom 

management/control 

6 21.42 

Maintaining discipline 3 10.71  

Chaos in the classroom 1 3.57  

Need for workshops 1 3.57 Inappropriate setting 4 14.28 

Classroom desk arrangement 2 7.14  

Classroom setting 1 3.57  

Lack of time 2 7.14 Time 2 7.14 

Teachers’ constant preparedness  2 7.14 Workload 4 14.28 

Increased workload 2 7.14  

Inadequate job security 1 3.57 Inadequate job security 1 3.57 

Exam-based education system 1 3.57 Inappropriate education system 2 7.14 

Lack of integration into curricula 1 3.57 

Lack of material 2 7.14 Cost  2 7.14 

 

As shown in Table 11, the teachers reported the following challenges to the implementation of 

STEM education: criticism from parents (10.71%), maintaining discipline (10.71%), overcrowded 

classrooms (7.14%), teachers’ constant preparedness (7.14%), increased workload (7.14%), and exam-

based education system (3.57%). The teachers’ responses were subsumed under seven categories as 

follows: failure to understand STEM (25%), classroom management/control (21.42%), inappropriate 

setting (14.28%), workload (14.28%), lack of time (7.14%), inappropriateeducation system (7.14%), 

inadequate job security ( 3.57%), and cost (7.14%). The following are some example responses: 

T6: Activities and practices usually fail to reach all students in overcrowded classrooms. 

Table 12 displays the findings what can be done to implement STEM education. 

Table 12. Findings on teachers’ views on what can be done to implement STEM education 

Codes f % Categories  f % 

Having a workshop 4 14.81 Setting preparation 10 37.03 

Suitability of the out-of-the-classroom setting 1 3.70 

Having empty spaces in the classroom 1 3.70 

Suitability of schoolyards for STEM 1 3.70 

Environmental conditions 1 3.70 

Suitability of the classroom setting 2 7.40 

Must be left to the discretion individuals 2 7.40 Must be discretionary 3 11.11 

Must be an elective course 1 3.70 

Must be extracurricular 1 3.70 Must be independent of lessons 2 7.40 

Must not be rated or graded 1 3.70 

There must be materials 4 14.81 Material supply 4 14.81 

Teachers must be trained  1 3.70 Teachers must be supported 3 11.11 

Eager teachers must be encouraged 1 3.70 

Administrators should collaborate with teachers 1 3.70 

Budget 1 3.70 Budget 1 3.70 

Must be implemented from nursery school 1 3.70 Must start in preschool 2 7.40 

Must be implemented at early ages 1 3.70 

Proper planning 2 7.40 Effective planning 2 7.40 
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As seen in Table 12, the teachers reported that for the implementation of STEM education, 

materials (14.81%), discretion (7.40%), proper planning (7.40%), teacher training (3.70%), and budget 

(3.70%). The responses were subsumed under the following eight categories: setting preparation 

(37.03%), material supply (14.81%), must be discretionary (11.11%), teachers must be supported 

(11.11%), must be independent of lessons (7.40%), must start in preschool (7.40%), effective planning 

(7.40%), and budget (3.70%). The following are some examples of responses given by the teachers: 

T7: If children start to receive STEM education in nursery school, there will be no trouble 

because they are used to it. But if you attempt to teach STEM at the eighth-grade level, I think children 

will not be able to produce these projects because their skills have not developed earlier. 

Table 13 displays the findings the opportunities that STEM education will provide.  

Table 13. Findings on teachers’ views on the opportunities of STEM education 

Codes f % Categories  f % 

Individuals become productive 3 10.34 Personal development of students 8 27.58 

Individuals become self-confident 2 6.89 

Children have developed imagination 1 3.44 

Happy people 1 3.44 

Students love school 1 3.44 

Developing problem-solving skills 4 13.79 Development/acquisition of problem-solving 

skills 

5 17.24 

Implementing solutions to problems 1 3.44 

Acquisition of different point of views 2 6.89 Developing perspectives 3 10.34 

Changing perspectives on life 1 3.44 

Improving the quality of education  2 6.89 Improving education 5 17.24 

Increasing efficiency 2 6.89 

Devising a new teaching method specific to our 

culture 

1 3.44 

Developing the economy of the country 2 6.89 Country development 3 10.34 

Enabling the country to progress 1 3.44 

Raising team awareness 1 3.44 Collaboration 3 10.34 

Prevents self-centredness 1 3.44 

Solidarity and sharing 1 3.44 

Facilitating production 1 3.44 Production 2 6.89 

Highlighting production 1 3.44 

      

 

According to Table 13, the teachers explained the opportunities that STEM education will 

provide as follows: developing problem-solving skills (13.79%), individuals become productive 

(10.34%), acquisition of different point of views (6.89%), developing the economy of the country 

(6.89%), raising team awareness (3.44%). Additionally, a teacher stated that if STEM education is 

adapted to our culture before implementation, better outcomes will be achieved. This answer was 

included in any category.The teachers’ responses were subsumed under seven categories as follows: 

personal development of students (27.58%), development/acquisition of problem-solving skills 

(17.24%), Improving education (17.24%), developing perspectives (10.34%), country development 

(10.34%), collaboration (10.34%), and production (6.89%). The following are some example 

responses: 

T4: I think that it helps individuals to become those who produce but do not merely consume. 

DISCUSSUON AND CONCLUSION 

With the increasing importance attached to STEM education in Turkey, the awareness and 

competence of teachers have become even more important. In this study found that in-service training 

is effective in raising teachers’ awareness of STEM education. Similarly, KoyunluÜnlü, and Dere 

(2019) found that STEM-related lessons heightened preservice teachers’ awareness of STEM 
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education. Karakaya, Ünal, Çimen, and Yılmaz (2018) also reported that in-service training increased 

science teachers’ awareness of STEM. 

This study also sought to explore the views teachers  about the STEM education. To this end, 

the teachers were first asked how they teach their lessons. They reported that they generally prefer 

traditional approaches and methods. They also reported making use of alternative approaches. The 

teachers stated that they participated in the in-service STEM training to make contributions to students 

and lessons and to implement STEM in their classes. Additionally, before the training, some teachers 

were thinking of STEM as robotics and coding and some were expecting to learn how to use a 3D 

printer; however, after the training, they realised that STEM was not a Lego game or robotic coding. 

Likewise, Yıldırım and Türk (2018) reported a change in such preconceptions or misconceptions of 

preservice teachers after a 12-week STEM course.These results suggest that after in-service training, 

the teachers had a certain level of knowledge and awareness of STEM education and its benefits.  

With respect to the must-have characteristics of STEM lessons, the teachers reported that 

teachers must be trained in STEM and there must be workshops and activities to develop problem-

solving skills. Bakırcı and Kutlu (2018) observed that teachers have a lack of knowledge of STEM 

education. Preparing and supporting teachers for STEM education is a must to achieve the goals of 

STEM education (Stohlmann, Moore, &Roehrig, 2012). Uğraş (2017) showed that preschool teachers 

would like to receive STEM training and implement STEM in their lessons. Similarly, Wang, Moore, 

Roehrig, and Park (2011) noted that science, mathematics and engineering teachers were aware that 

they need more field knowledge for STEM integration. In the present study, the teachers stated that 

STEM education should be based on activities that improve problem-solving skills. The problem-

solving process plays a key role in integrated STEM disciplines (Wang et al., 2011). In-service 

training help teachers to be aware of the skills to be acquired through STEM training. 

Previous research has discussed that STEM education develops 21st-century skills, stimulates 

creativity and curiosity, and facilitates the integration of what is learned into everyday life 

(Eroğlu&Bektaş, 2016; Thomas, 2014; Wang, 2012, Yıldırım&Türk, 2017). In the same vein, in this 

study, the teachers were planning to implement STEM through collaboration and in a student-centred 

manner by establishing connections and highlighting 21st-century skills.  

The teachers listed the contribution of implementingSTEM to their lessons courses as follows: 

it facilitates permanent and experiential learning, encourages all students to participate in classes, 

promotes students’ imagination, divergent thinking, and problem-solving skills, and strengthens their 

sense of accomplishment. Previous studies have also shown that STEM education improves students’ 

skills and abilities(Acar, 2018; Kwon, Nam, & Lee, 2012; Park, Nam, Moore, &Roehring, 2011; 

Şahin, Ayar, &Adıgüzel, 2014).Similarly, Bakırcı and Kutlu (2018) reported that science teachers 

believe that the STEM approach fosters experiential learning and improves students’ various skills. 

These results suggest that teachers are aware of the contributions of STEM education. 

The present study also investigated the contribution of implementing STEM education to 

teachers themselves. The teachers reported that the greatest contribution of implementing STEM 

education to themselves is professional satisfaction, positive feelings, and efficient teaching. 

Additionally, they stated that it also contributes to the business world. In accordance with the present 

finding, previous studies have demonstrated that teachers from different disciplines believe that STEM 

facilitates teaching lessons and increases students’ interest in lessons (Özbilen, 2018; Uğraş, 2017). 

The teachers expressed the contribution of implementing STEM education to the country as 

follows: it contributes to the development of the country, meets the need for semi-skilled workers, 

reduces external dependence, and brings happiness to the society. These are in line with the 

competencies which are defined in the curricula designed by the Ministry of National Education 

(MEB) as competencies to be developed in individuals and specified in the Turkish Qualifications 

Framework (TQF) (MEB, 2018a, 2018b). 



International Journal of Progressive Education, Volume 17 Number 2, 2021 

© 2021 INASED 

487 

The teachers listed the challenges that may be faced during the implementation of STEM 

education as follows: classroom management, the lack of time, setting, and materials, the need for 

teachers to be always prepared, and increased workload. TarkınÇelikkıran and AydınGünbatar (2017) 

stated that preservice teachers had difficulty in obtaining information, finding materials, and designing 

products to implement STEM. The lack of time, budget, and in-service training has also been reported 

as possible challenges to STEM education (Eroğlu&Bektaş, 2016; Uğraş, 2017). These results match 

those observed in the present study. 

In addition, the teachers stated that for the effective implementation of STEM education, there 

must be a suitable setting and adequate supplies, teachers must be given adequate and relevant 

training, sufficient budget must be allocated, and STEM must be sufficiently integrated into curricula. 

Teacher training, collaboration, and material and time requirement have been emphasized in several 

studies (Bakırcı&Kutlu, 2018; Eroğlu&Bektaş, 2016; Özbilen, 2018; Uğraş, 2017; Wang et al., 2011). 

The teachers also stressed that STEM education must start in preschool. Given that the impact of 

integrated STEM education is greater at younger ages, it is critical to start STEM education early 

(Becker&Park, 2011; Murphy&Mancini-Samuelson, 2012; Lamb, Akmal&Petrie, 2015). 

The teachers’ views on the opportunities that STEM will provide were as follows: it helps 

individuals develop problem-solving skills and different perspective and become productive 

individuals, improves the economy of the country, and promotes collaboration. The STEM approach is 

fundamentally based on these purposes. The United States, falling behind in the Space Race, realized 

that the future of nations depends on individuals who work in the fields of science, technology, 

engineering, and mathematics and thus devised the STEM approach (Koehler et al., 2016). The STEM 

approach is also of key importance to foster collaboration, communication, and critical and creative 

thinking of students that will contribute to the development of the national economy in the future 

(Hernandez, 2014). 

All these results indicate that the teachers had an awareness of STEM education before the in-

service training; however, they also had various misconceptions. Although STEM education entered 

Turkey later compared to other countries, it has quickly become popular. The rapid rise to prominence 

has also led to misconceptions about STEM and information pollution. Therefore, teachers who 

implement STEM education should be trained by experts who have proven their competence in this 

field. Accordingly, a possible recommendation might be to increase training that STEM education 

experts give to teachers from different disciplines.  

It is apparent from the responses of the teachers that they have knowledge of STEM education 

but abstain from implementing it. Teachers’ lack of knowledge in different areas might cause them to 

refrain from implementing STEM education. Therefore, teacher training can involve practices that 

require collaboration among different disciplines.  

The teachers emphasized that STEM education was not properly integrated into curricula and 

there was not enough time to teach the learning outcomes through STEM. The Ministry of National 

Education (MEB, 2018a, 2018b) partly mentions STEM in curricula but tries to emphasize it. For 

teachers to clarify their ideas on practice and implement STEM education in their lessons, curricula, 

learning outcomes, and course duration can be rearranged in accordance with STEM education.  
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