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Reflections of a Web Based Application Tool on Classroom Management 

 

Pēnar Girmen
 i 

Eskisehir Osmangazi University 

 

M¿yesser Ceylan
 ii  

Anadolu University 

 

Ķrfan S¿ral
 iii 

Eskisehir Osmangazi University 

 

Abstract 

The purpose of this study is to determine how a web-based assessment tool developed for a social 

studies course is reflected on classroom management and how much students reflect their learning at 

school to their lives. In line with this purpose, the study was designed according to the mixed method 

research where both quantitative and qualitative methods are used. The participants of the study 

consisted of students who were in the second grade of a primary school with a medium socio-

economic environment. The quantitative data of the study were based on the scores the students 

achieved in the assessment tool. The qualitative data of the study were collected through semi-

structured interviews with both the students and the teachers.  According to the results obtained from 

the study, it was observed that using a web-based assessment tool in the learning environment 

positively affected both the studentsô motivation and the process of attracting their attention. However, 

it was observed that the students could not reflect their learning at school to their lives.  

Keywords: Primary School, Classroom Management, Social Studies, Web-Based Application. 
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INTRODUCTION  

When the classrooms are considered to be production places, the classroom management role 

of the teacher comes to the forefront. Class management is composed of all of the activities which 

enable the students to interact positively in social aspects and in which the teacher plays an active role 

to create an effective and motivating environment for learning. Class management is also defined as 

teachersô organizing and managing studentsô behaviors and educational activities in the class 

(Richards and Schmidt, 2010). Soodak and McCarthy (2013) define classroom management as 

activities that enable teachers to create an academic and social-emotional learning environment. It is 

very important that a teacher, who is responsible for educating individuals suitable for the purpose, 

have effective classroom management skills. Class management is defined by American Federation of 

Teachers (1995) as the management of the physical environment, the management of the educational 

program, the management of the discipline, and the management of the in-class processes (Cited by 

Hue and Li, 2008, p. 45). It is also defined as all of the activities related to the systematic and 

conscious application of principles, concepts, theories, models and techniques in relation to planning, 

organization, application and evaluation functions in order to achieve the determined educational 

objectives. Traditionally, classroom management is perceived and practiced as establishing authority 

over students, taking them under control and establishing the discipline. On the other hand, the 

contemporary sense of classroom management related to the classrooms where 21st century students 

are located is considered as the art of establishing a positive classroom climate and managing the 

education effectively (Hue and Li, 2008, p. 46). From this point of view, classroom management 

necessitates the provision of a collaborative classroom management with motivation tools, effective 

communication, democratic classroom environment, and use of technology but not with the culture of 

fear and the tools, techniques and practices to put the pressure on the students. This expectation 

requires the multidimensional development of the teacher (Jones, Bailey & Jacob, 2014). 

This situation requires the teacher not only to be patient, tolerant, humble, supportive, 

conscientious and fair but also to be a field specialist, to have the competence to use technology 

effectively and efficiently, and to operate assessment and evaluation processes properly. Within this 

context, an effective classroom leader is the person who designs his/her lessons the most effectively, 

attracts the studentsô interest and attention, plans interesting lessons, engages the students in the 

process, uses all his/her authority to observe their views and needs, cooperates with the school 

members and the parents, and manages the in-class processes in a democratic way. In order to reach 

these features, the teacher should choose contents that are suitable for the outcomes, prepare education 

materials and design activities (Hue and Li, 2008, p.45-47; T¿rn¿kl¿, 2001; G¿rkan and Gºk­e, 1999: 

165). Utilizing technology in the implementation of these activities is a highly attractive, intriguing, 

and motivating tool for children of the digital age. Technology can offer students an opportunity to 

explore beyond the classroom with a shared voice and interaction (Crane, 2012). Therefore, 

integrating technology into lesson plans and using web tools are an effective way for students. 

According to the CEO Forum on education and technology (2001), educational technology is 

the method and material used to achieve an educational objective. It is based on the use of technology 

by both the student and the teacher and Ķt depends on many different variables. The International 

Society for Technology in Education-ISTE has stated that educational data processing and 

technologies are used for many different purposes such as (1) conveying, developing, improving, and 

evaluating the instruction, (2) serving as a problem-solving tool, (3) classroom and school 

management, (4) educational research, (5) access to and exchange of electronic information, (6)  

personal and professional productivity, (7) computer education (International Society for Technology 

in Education, 2000). 

When researches conducted in the field are examined, it is seen that using technology in the 

education process increases studentsô motivation and affects their participation in the course positively 

(Wenglisnsky, 1998; Middleton and Murray, 1999; Ravizza, Hambrick & Fenn, 2014; Chou&Lee, 

2017). In addition, using technology in the education process contributes to the process of studentsô 

gathering and sustaining their attention (Fatimah & Santiana, 2017). According to the reports of the 
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Software & Information Industry Association (1999), technology has a considerable positive effect on 

success. 

Practices aiming high quality and equality of opportunity in education through bringing a 

technology such as FATĶH Project (Fērsat Artērma ve Teknolojiyi Ķyileĸtirme Hareketi-The Act of 

Increasing Opportunities and Improving Technology), carried out in Turkey between 2010 and 2015, 

into the classroom shows that fairly large budgets have been allocated for the integration of 

technology into education all over the world as well as in Turkey. 

Web environments have undergone various evolutions with the development of technology, 

and the transformation of the individual from a passive audience to an active participant has taken 

place especially thanks to Web 2.0 tools. This active participation has enabled the Internet to be 

perceived as an active and multi-component network based on participation, rather than being a static 

resource that allows only browsing. The use of this web in the classroom enables students to take part 

in the network platform as individuals who increase production with technology support, not as 

individuals limited by technology (Anderson, 2007; Ullrich, Borau, Luo, Tan, Shen ,L. & Shen, R., 

2008; Rollett Lux, Strohmaier, Dºsingerm & Tochtermann, 2007;). Today, most of the students who 

are called ñdigital nativeò (Prensky, 2007) use Web 2.0 technologies more in their daily lives. 

Web 2.0 technologies encourage students to reuse the resources and create new information 

(An, Aworuwa, Ballard & Williams, 2010). Thanks to Web 2.0 technologies, it is now possible to 

develop highly interactive, participant-oriented systems and to use them in educational activities. 

Today, digital tools appear mostly with web-based activities, games and animations. Since these tools 

include many applications such as web-based activities, games, puzzles and animation, they offer a 

rich variety of learning methods enabling students to think at a higher level (Eyal, 2012). 

Web based tools are used to ensure the realization of activities that cannot be implemented in 

the classroom or in the real life (Pali­ & Akdeniz, 2012; Ak­a, Barut & ¥nder, 2014; ¢etinkaya & 

Taĸ, 2016) and to enrich the learning environment (An, Aworuwa, Ballard, & Williams, 2010; 

Bingimlas, 2009). In this study, a web-based learning environment was presented to second grade 

students of a primary school in their social studies lesson, and it was aimed to describe its reflections 

on classroom management. For this purpose, the outcome of ñHB.2.3.2. the student can prepare a list 

of meals suitable for a balanced dietò (MEB, 2018) in the unit titled Healthy Life for the second-grade 

curriculum of the Social Studies Course was chosen and a web-based tool was developed based on this 

outcome. The purpose of this study is to establish the connection between school learning and daily 

life, to determine how students reflect school learning to their lives, and to describe the reflections of 

this process on classroom management. 

METHOD  

The study was designed as an explanatory mixed design by collecting both quantitative and 

qualitative data in the study. According to Creswell (2008), the basic assumption of the mixed method 

researches is that the use of qualitative and quantitative research methods together or in a blend 

provides a better understanding of research problems and questions than using these methods 

separately. Therefore, mixed design studies are defined as studies in which both quantitative and 

qualitative methods, concepts or techniques are used together in order to better understand the research 

problem, and both quantitative and qualitative data are collected, analyzed or combined at some stages 

of the research (Creswell, 2008; Gay, Mills and Airasian, 2006; Johnson and Christensen, 2008; 

Johnson and Onwuegbuzie, 2004). 

Since the quantitative data are collected before the qualitative data in the study, it was 

designed as the explanatory mixed model research, which is one of the mixed research models. In 

explanatory mixed method studies, firstly quantitative data are collected, and then qualitative data are 

collected to explain the quantitative data (Fērat, Kabak­ē Yurdakul, & Ersoy, 2014). 
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The Study Group 

Criterion sampling, one of the purposeful sampling types, was used in determining the study 

group. Criterion sampling is based on the study of all situations involving various predetermined 

criteria (Yēldērēm & ķimĸek, 2013). Because the school does not have a computer laboratory, the 

residential area is at a medium level socioeconomic level, and the participant students have taken 

lessons related to the outcome, making a sandwich was determined to be the criterion of the study due 

to its compatibility with the outcome of ñHB.2.3.2. the student can prepare a list of meals suitable for a 

balanced dietò within the scope of the study. In determining the participants of the study, the fact that 

their skills of using technology are at a medium level and that there is not a computer lab in the school 

were deemed important in terms of the data of the study. The semi-structured interviews of the study 

were carried out with students who had great hesitation and with the ones who did not have any 

hesitation in the drag and drop operation during the playing process of the web-based assessment tool. 

In this context, the semi-structured interviews were conducted with 20 students. While 12 of these 

students were boys, 8 were girls. The other participants of the semi-structured interview were the 

teachers of the students included in the study. One-to-one interviews were held at different times with 

a total of six classroom teachers, four of whom were female and two of whom were males. All of the 

participating teachers had more than 20 years of professional seniority. 

Data Collection 

The data of the study were collected in April in the spring term of 2018-2019 academic year. 

The web-based assessment tool was applied to different classes on three different days. The students 

participated in the application process in groups of two or four through laptops in the meeting room of 

the school in a way that they could not see each other. 

At the end of the application, a semi-structured interview was held with the students. The 

semi-structured interview form consists of questions that aim to examine how and why the items in the 

web-based assessment tool are selected by students, the feelings of the students in this process and the 

technical processes experienced in the use of the tool. In the semi-structured interview form, there are 

questions for the teachers about the effectiveness of the web-based application on student motivation, 

control of misbehavior among the students, and time management, which are of vital importance for 

classroom management.  

Development of Web Based Evaluation Tool 

The sandwich ingredients used in the development of the web-based assessment tool were 

determined by taking into consideration the outcome of ñHB.2.3.2. the student can prepare a list of 

meals suitable for a balanced dietò. For beverages to be consumed with sandwiches, the researchers 

determined four most consumed beverage types. Two faculty members from the science teaching 

department were consulted about which ingredients should be included in the assessment tool and 

what kind of visuals should be selected. Technologies that can be used for the development of the 

web-based assessment tool used in the study were researched, and a decision was made on a design 

that supports drag and drop technology and gamifies the assessment process for the students by 

considering the age and technological competencies of the target audience. 

In the web-based evaluation tool whose screenshot is given in Figure 1, 11 sandwich 

ingredients are shown at the top and 4 drinks are shown on the right. When approaching the sandwich 

ingredients with the mouse, the name of the ingredient is seen. The student tries to place each 

sandwich ingredient between the pieces of sandwich bread that is bordered by the dashed lines below 

by drag and drop method. The students have the freedom to change the ingredient they choose. 

Similarly, when they complete preparing the sandwich, they can select any of the 4 different drinks on 

the right side by dragging and dropping to the Select Beverage field below. Since there is no 

restriction on the choice of drinks for the students, they can choose all 4 drinks. 
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Figure 1: Web Based Assessment Tool 

JavaScript libraries that offer drag-and-drop feature were used in order for the students to 

perform the application on tablets or mobile devices and for the ones who did not have the ability to 

use a mouse not to experience any difficulty during the process. Additionally, the visual design 

template was chosen by considering the features of the target age.  

Application Environment  

139 students used the web-based assessment tool. The students were taken to the computers 

sometimes in groups of 2 and sometimes in groups of 4 under the guidance of the researchers and the 

data were collected from 6 different classes. Each student completed the application within an average 

of 2-3 minutes. 

Data Analysis 

The qualitative data of the study were analyzed by using the content analysis technique. The 

purpose of content analysis is to reach concepts and relationships that can explain the data (Yēldērēm & 

ķimĸek, 2008). The data obtained through the audio recording were written into the interview form as 

they were without making any changes, and the data obtained from the study were themed by 

considering the basic meanings and relationships. The researchers and an expert worked independently 

of each other in the creation of the themes. The results of the analysis were compared, and the 

encodings were coded as agreement and disagreement. Fit was achieved (91%) according to Miles and 

Huberman (1994) reliability formula. In order to support the reliability of the research, the opinions of 

the participants were presented with direct quotations. 

The quantitative data of the study were collected by using the web-based assessment tool 

applied to the participants. Each ingredient that the participants placed in the sandwich and the drink 

served with the sandwich were collected in the MySQL database in the background and then they were 

transferred as Excel data. The data of the research were presented in graphics and tables by frequency. 

FINDIN GS 

In this section, firstly the quantitative data obtained from the web-based assessment tool and 

qualitative data obtained after semi-structured interviews are presented. 
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Findings Regarding the Achievement Level of the Outcome  

 

Figure 2. The Total Number of Students Using the Ingredients 

 

 

Figure 3. The Number of Selected Drinks 

When Figures 2 and 3 are examined, it is seen that the students mostly created their 

sandwiches with 4 or 5 ingredients and chose only one drink. It was observed that students had high 

motivation while using the application. Many students made requests to do the practice for the second 

time. Sample expressions regarding the discourse of the students who expressed their feelings in the 

interviews are presented below. 

ñThey are like the computer games I play at home. That was so fun. I would love to play 

againò (¥ 12). 

ñI got hungry while playing the game. I prepared my sandwich with great enthusiasm. My 

favorite foods were already in the gameò (¥ 9). 

ñThe game lasted very short. I wish we had prepared more sandwichesò (¥ 3). 

ñI want to play such games in my classes as well. It was very enjoyable "(¥ 10) 
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The students who chose all the ingredients and drinks at the same time during the application 

stated their opinions as follows. 

ñI prepare sandwiches for myself at home like this. I eat them allò (¥ 15). 

ñI chose all of them because I wanted to taste all of themò (¥ 8) 

ñBecause I didnôt know the taste of mayonnaise, I chose mayonnaiseò (¥1).  

Approximately half of the participant students chose one drink, while nine students chose four 

drinks. Sample expressions of the students regarding their beverage preference are as follows. 

" Because my sandwich is too big, I chose all of them. One drink is not enough for me" (¥ 2). 

"I am not allowed to drink acidic beverages at home, but here I can choose whatever I want" 

(¥ 5) 

ñI don't have to drink all of them now, I have taken them for tomorrow as wellò (T4). 

The data regarding the studentsô preferences on sandwich ingredient in the web application 

carried out within the scope of the study are given in Table 1. 

Table 1. The Use of Ingredients  

Ingredient Number of Use Rate of Use% Hesitation 

Meatball 65 %9 8 

Sausage 62 %8 10 

Chicken 38 %5 7 

Salami 48 %7 18 

Potato 67 %9 8 

Ketchup 68 %9 7 

Mayonnaise 45 %6 7 

Cheese 75 %10 5 

Tomato 109 %15 4 

Lettuce 63 %9 8 

Cucumber 92 %13 20 

Total 732 %100 102 

 

When Table 1 is examined, it is seen that students chose a total of 732 ingredients to make 

their sandwiches. During the application process, it was observed that the students put plenty of 

ingredients in the sandwiches. The school where the research was conducted has a medium level 

socio-economic structure. Most of the families work for the minimum wage. This situation may 

explain why students tend to use all of the ingredients. However, as can be seen in Table 1, tomatoes 

were mostly preferred in making sandwiches. 109 students out of 139 students made their sandwiches 

by using tomatoes. Cucumbers were most preferred after tomato. The least preferred ingredient in 

making sandwich was chicken and mayonnaise. Cucumbers were the most undecided item to choose 

as an ingredient in sandwich making. The high preference of tomatoes can be explained by the 

presence of tomatoes in students' lives. In contrast to this, mayonnaise can be interpreted as a taste that 

is not often found in students' homes and that has no place in their lives. Sample statements regarding 

the reasons for student preferences in making sandwich are presented below. 

ñMeatballs, potatoes and tomatoes are my favorites. When I saw these in the game, I 

immediately put them in my sandwichò (¥ 5). 
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ñI made a very big sandwich. I put what I saw in itò (¥ 6). 

ñI added sausage, potato, tomato, cucumber and ketchup. I didn't take mayonnaise because I 

don't know its taste at all, I didn't put it in my sandwich in case I didn't like itò (¥ 7). 

ñI made my sandwich with meatballs and sausage. I did not put chicken in it, because my 

mother cooked chicken at home last nightò (¥ 11). 

"éé I was shocked. I thought the food I chose would arrive at the feeding time. When my 

teacher learned that this was a game and it was not entered as an order, I got very sadò (¥ 2) 

ñI prepared my sandwich with such a care, but it wouldn't come. We just made it arbitrarilyò 

(¥ 13) 

Table 2. The Use of Ingredients 

Ingredient Number of Use Rate of Use % Hesitation 

Water 58 25% 4 

Ayran 104 45% 7 

Fanta 28 12% 6 

Cola 39 17% 17 

Total 229 100% 34 

 

When Table 2 is examined, it is seen that the students chose a total of 229 drinks. During the 

application process, it was observed that the students preferred more than one drink. When Table 2, 

which gives the use of beverages, is examined, it is seen that 104 out of 139 students chose ayran as a 

drink. Fanta was the least chosen drink. Cola was the drink that the students hesitated the most 

whether to choose or not. Explanations of the students' beverage preferences are given below. 

"I did not choose coke because my mother said there were rat droppings in it, and I disgust it" 

(¥ 14). 

ñMy mother always makes ayran at home. Also, I love ayranò (¥ 19). 

ñSince my father always says that ayran is drunk with meatballs, I chose ayran and I also took 

waterò (¥ 18). 

ñMy parents get angry when I drink coke at home, and I chose both cola and fanta hereò (¥ 

20). 

ñI chose all of them because it was somehow a game, I liked selecting and dragging, and it 

was also freeò (¥ 10). 

"I took all of them because I liked using the mouse" (¥ 7). 

The studentsô socio-economic levels and home lives and their parentsô education levels are 

observed to be effective in students' beverage preferences. However, it is understood from the 

statements of the students that their families benefit from the culture of fear in child education. 

Teachers' Views Regarding Reflections of Web Based Application Tool on Classroom 

Management 

In the study, the teachers' views on the reflections of the web-based application tool on 

classroom management were gathered under four themes. In the first theme, the reflections of the web-

based application tool on student motivation are discussed. The web-based application tool developed 

according to the opinions of the teachers within the scope of the study supports the motivation of the 
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students regarding the subject. The statements reflecting the views of the teachers on this theme are 

below. 

ñThe students liked doing something on the computer. When I bring a different learning tool 

to the classroom, I can immediately attract the studentsô attention. And if it is supported by 

technology, they like it more. They saw this whole process as a game rather than a lesson. I 

think this situation is reflected on their motivationò (T 4). 

ñThis technological tool is very nice. My students were very excited while playing the game, 

and they continued to talk about the game during the lessons. It didn't seem like a lesson to 

them. We also learn new things. Thank you for making this web application available to usò 

(T 5). 

ñActually, it was good for diversity; the students were very pleased, and it was a good 

example for us. I think there should be these kinds of applications in the lessons. These 

children are the children of the digital age, so we need to organize activities according to them. 

If you leave this application to us, we will use it in our lessonsò (T 6). 

The second theme created from the data obtained through semi-structured interviews with the 

teachers is the control of misbehavior. Within the scope of this theme, teachers stated that the web-

based application tool used in the study was effective in attracting studentsô attention. On the other 

hand, they stated that there would be problems during the application in the classroom because the 

opportunity for individual application could not be created due to some studentsô lack of a computer. 

In spite of this, they stated that it can be used via the interactive board, but this situation may lead to 

difficulties in classroom management due to the impatience and distraction of other students. The 

teachersô statements regarding the theme of controlling unwanted student behavior are presented 

below. 

ñWe have an interactive board in our classrooms, we try to reflect technology in our lessons. 

However, we cannot make the students do individual practices on technological applications. 

Even the issue of who will do the activity on the interactive whiteboard first creates a problem. 

Students would not have to wait for each other if they had tabletsò (T 3). 

ñI think technology-supported teaching tools will be effective in controlling unwanted 

behavior. Especially technological games attract the attention of students a lot. Everyone can 

play at their own pace and complete the activity, and because there are no bored students, 

unwanted behaviors do not occur. Nobody is asking permission for toilet, they are not thirsty. I 

have observed this more in your practiceò (T 1).  

ñNormally, in my opinion games are important tools for teaching rules. Here, the conversion 

of the lesson into a game also teaches the rules. They tried to obey all the rules you shared 

with the children before the application. They listened to your statements with all their 

attention. Normally, it is not easy to get the attention of all children in the classroomò (T 2). 

ñThis kind of digital applications actually save us time. I think such practices should be 

widespread in the acquisition of the content to be taught, in reinforcing the subject and in the 

evaluation process as they increase the readiness of the studentò (T 1). 

ñIt is important not to spend too much time to attract the attention of the students, and not to 

spend too much time to maintain their attention. Knowing the students and acting according to 

their interests is effective in terms of time. Digital age children should be offered digital 

materialsò (T 4) 

ñSince we will spend less time on unwanted behaviors, technological applications enable us to 

devote more time to education and training applicationsò (T 6). 
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ñIf I had asked students to verbally prepare a meal list for a balanced diet, they would do so. 

We focused on all of them in the lesson. They chose more according to their wishes in your 

applicationò (T 3). 

 ñUnfortunately, the theoretical knowledge they learned in the lesson did not appear in 

practice. Their drink preferences were generally correct, but it cannot be said that they chose 

healthy things when preparing their sandwichesò (T 1). 

In the study, the fourth theme created depending on semi-structured interviews with the 

classroom teachers is the studentsô accessibility to the outcome of ñHB.2.3.2. the student can prepare a 

list of meals suitable for a balanced dietò. In this theme, the teachers stated that the students partially 

reached the relevant outcome. They stated that the students do not make a choice regarding a balanced 

diet, but rather act according to their wishes. The sample expressions regarding the theme are as 

follows. 

ñNeither we nor the families can set a good example for our students I suppose. What they see 

around them often does not match with the school. The importance of family-school 

interaction has once again been revealedò (T 6). 

"I am sure that if I had applied this application right after I had taught the subject and if we 

had discussed about it, they would make much healthier choices." (T 1). 

CONCLUSION, DISCUSSION AND SUGGESTIONS 

In this study, it was aimed to determine the reflections of the developed web-based application 

tool on classroom management and how the students reflect their school learning to life. For this 

purpose, the outcome of ñHB.2.3.2. the student can prepare a list of meals suitable for a balanced dietò 

(MEB, 2018) in the unit titled Healthy Life for the second-grade curriculum of the Social Studies 

Course was chosen and a web-based tool was developed based on this outcome. The reflections of the 

web-based application tool on classroom management were examined under three themes.  

When the research results were examined in terms of the motivation theme, the first theme, it 

was concluded that the web-based application tool increased the motivation of the participant students, 

that the students enjoyed the process, that the application excited them, and that they wanted to try the 

same application several times. In addition, it was observed that students were excited about the use of 

laptops and mouse in the classroom. The studies concluding that the use of technological tools in the 

classroom increases studentsô motivation to learn support the ñmotivation themed result of this 

research (Kay & Lauricella, 2011; Samson, 2010; Mouza, 2008; Barak, Lipson & Lerman, 2006; 

Trimmel & Bachmann, 2004). Another result related to the theme of ñmotivationò is that teachers were 

also convinced in the activity that web 2.0 applications motivated students in the teaching process. The 

research of Shihab (2008) supports the beliefs of both students and teachers that technological tools 

support motivation in the classroom. According to the research result of Shihab (2008), web 2.0 

applications make the education and training process more efficient. According to another result of the 

mentioned research, web 2.0 applications were found to be entertaining by both the students and the 

teachers and they enjoyed the application. Another research supporting the conclusion of this research 

that using technology in the classroom increases student motivation is the research of Chou &Lee 

(2017). According to Chou&Lee (2017), web 2.0 applications affect studentsô success positively. In 

the same study, it was observed that the students did the applications with pleasure and had a lot of 

fun. 

The second theme obtained in the study is about the studentsô attention in the learning process. 

In this theme, the results obtained from the semi-structured interviews with the teachers of the students 

participating in the application indicate that the students were not distracted during the process, and 

there was no need for a different strategy to attract their attention. The result regarding the second 

theme of the study is supported by the studies of Zhao, Pugh, Sheldon, & Byers (2002) and Fatimah 
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and Santiana (2017). For example, according to the results of the research conducted by Zhao et al. 

(2002) in experimental design, using technology in the classroom increases student interest and 

academic success. ¥zmen, Ak¿z¿m, ¢akmak& Baysal (2011) suggested in their study about the 

functionality of social networks in educational settings that it is important to offer opportunities for 

effective use of Web 2.0 tools in the classroom. 

It was observed that participant students did not exhibit any undesirable behavior during the 

application process regarding the theme of the control of misbehavior, determined as the third theme 

in the study. This situation can be explained by the interests of the students and their pleasure from 

using the application tool. In this context, it was concluded that using the web-based application tool 

in the learning environment at a primary school level has positive reflections on classroom 

management. 

In line with the data obtained from the research on how school learning, which is another 

dimension of the study, is reflected on life, it was concluded that the family environment and social 

environment prevented school learning and that a functional bridge could not be established between 

what was learned at school and life. It was concluded that the knowledge, skills and habits acquired in 

the social environment appeared to be more dominant in studentsô preferences. This situation 

emphasizes the importance of school-family cooperation, and it reveals the importance of planning 

activities related to removing the barriers between school and life in the learning environment. In this 

context, the enrichment of the learning environment and the integration of technology with the lessons 

transform the classroom into a rich learning environment for students instead of being an environment 

built with walls on its all four sides. At the same time, web-based applications create connections 

between life and school for students who use computer technologies in their daily lives, thus providing 

support for affective elements such as attention and motivation in which students experience 

difficulties in the learning environment. According to Solomon and Schrum (2007, p.21), through web 

2.0 applications, students can develop skills and attitudes in terms of reasoning, analyzing and 

performing on the subject. 

If the general evaluation of the research is made, it can be said that web applications enrich the 

classroom activities and have an increasing effect on the performance of the course work, and thus 

affect the studentsô motivation levels positively. According to the research conducted by Cho, Gay, 

Davidson & Ingraffe (2007), it was concluded that technological tools significantly affect studentsô in-

class performances, collaborative working levels and effective communication. According to Mayerôs 

(2010) research results, when students use web 2.0 applications, their learning level increases more. In 

addition, the experimental research conducted by Korucu (2013) supports the conclusion of the 

research that the use of technology in the classroom has a positive effect on students. 

In the light of the results of this research, it is recommended that practitioners use technology 

in the classroom for effective classroom management and adapt web 2.0 tools to the course contents. It 

can also be suggested that Web 2.0 tools are frequently used in distance education. Especially during 

the pandemic period, one of the most effective ways to include students in lessons and attract their 

attention will be to use web 2.0 applications in the lessons. 
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Abstract 

The aim of this research is to examine the effect of social network environment supported use of 

inquiry-based activities developed for the general chemistry laboratory course. Throughout the 

research, Attitude Towards General Chemistry Laboratory Scale and Science Process Skills Perception 

Scale were used as quantitative data gathering means and applied to students before and after the 

implementation. Eighty-three pre-service science teachers participated in this study. Study group was 

chosen from first graders who take "General Chemistry Laboratory" course with criterion sampling 

method that is one of the purposive sampling methods. Laboratory activities which were developed in 

terms of Science Process Skills (SPS) were used for Experimental Group 1 and these activities were 

also supported by social network and were applied for group Experimental Group 2, for group Control 

Group the Laboratory activities in curriculum textbooks that are weak in terms of SPS were applied. 

The effects on students' attitudes towards general chemistry lab and their perception of SPS were 

studied for all three groups. As a result of the research, it has been determined that the inquiry-based 

learning approach positively affects the Science Teaching students' perceptions of SPS but has no 

positive or negative effect on their attitudes towards the general chemistry laboratory. Moreover, it 

turned out that social network support positively contributed to students' attitudes towards the 

laboratory. When designing and implementing the activities included in the Science Education 

curriculum, it is important to consider all valuable teaching technologies, including internet and social 

networking sites. In case of an effective injury from these, efficiency in education and training can 

also increase positively. 
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INTRODUCTION  

In a world full of technological products developed in the light of scientific research, it has 

become a necessity for everyone to be scientific literate in terms of understanding and using 

technology. Everyone should be smartly engaged in public discourse and debates on important issues 

involving science and technology. Everyone should share their experiences and develop individually 

in order to learn all about nature (Zhong and Xu, 2019). In science lessons, students encounter many 

concepts and phenomena and begin to get to know themselves, nature and the world. Adapting the 

information in science lessons to daily life is important for students to learn meaningfully. It is 

necessary to develop scientific thinking, inquiry, research and problem-solving skills in order to 

enable students to learn information meaningfully (Lim, 2001).  

Science education program in Turkey is based on constructivist approach. Constructivist 

approach aims to raise individuals who can discover, question, are willing to learn, understand, use 

and develop new technologies, can self-manage, make decisions and take the responsibility of their 

decisions, and have advanced problem-solving skills. In other words, today, the events that occur in 

our society together with the world are affected by scientific activities (MoNE, 2018). It is necessary 

to analyze the reflections of these scientific activities on our social life. Furthermore, raising critical 

and questioning individuals is an important element as stated in the aims of Ministry of National 

Education (MoNE). Based on the stated objectives of the science curriculum, it is important to 

implement inquiry-based learning in schools (MoNE, 2018). 

Inquiry-based learning is a learning approach based on constructivist theory, that focuses on 

the research process rather than creating products or problem solving, and develops high-level 

thinking and research skills. Inquiry-Based Learning transforms the learning process into a form where 

the student is an active participant and structures his learning by doing research with activities (Lim, 

2001). Inquiry-Based Learning is a way of asking questions, researching and accessing information, 

finding something new about a phenomenon. In other words, in Inquiry Based Learning, which is 

defined as science operations, the student learns science by combining scientific knowledge and 

processes by using cause-effect relationship and critical thinking. Inquiry-Based Learning enables 

students to learn science concepts, to evaluate "what do we know and how do we know?", to 

understand the nature of science, to gain the skills required to become independent researchers in the 

natural world, and to develop their attitudes, skills and abilities related to science (NSES, 1996). There 

are four forms of application of the inquiry-based teaching approach in the classroom environment: 

confirmation inquiry, structured inquiry, guided inquiry, and open inquiry (Banchi and Bell, 2008). 

Through confirmation inquiry, students confirm a principle through an activity when the results are 

known in advance. In structured inquiry approach, all stages of the teaching are determined by the 

teacher and the students follow these stages and reach the result by being guided by the teacher. In the 

guided inquiry approach, the students shape the teaching themselves and the teacher guides this 

process. In open inquiry approach, students determine the teaching process, the teacher does not 

participate in the process, watches from outside or gives little guidance in departments where students 

have difficulty (¢elik, ķenocak, Bayrak­eken, Taĸkesenligil, and Doymuĸ, 2005). 

Inquiry-based learning is a thinking process. Teachers should demonstrate model behaviors 

that show students how to think and use inquiry research. Inquiry-based learning includes educational 

activities in which students participate individually or in groups. In this type of learning approach, the 

student takes part in the whole process of inquiry and learns in this process (Gilardi and Lozza, 2009). 

While students are questioning, they learn more about the subject and learn to learn (Shih, Chuang and 

Huang, 2010). The aim of inquiry-based science education is to help students develop their inquiry, 

research and process skills (Duban, 2008). 

Studies in the literature show that inquiry-based teaching activities are more effective than 

traditional teaching activities on variables such as achievement, attitude, and scientific process skills 

(Colburn, 2006; ¢alēĸkan, 2008; Dilbaz, Yelken, and ¥zgelen, 2016; Geier et al. 2008; Gibson and 

Chase, 2002; Karapēnar, 2016; ķensoy and Yēldērēm, 2017; Wilson, Taylor, Kowalski, and Carlson, 
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2010). However, these studies are mostly on the theoretical basis and ignore social and interactive way 

of teaching and learning. Suziĺ, Dabiĺ, and Ĺirkoviĺ Miladinoviĺ (2013) implies that, high level of 

communicative competence is something that is essential to students for their development, and can be 

achieved through well-organized classes with an emphasis on interactive communication. The term 

ñeducational communicationò here needs to be defined. Unlike the standard definition of education 

which states that it is the process by which people exchange information or express their thoughts and 

feelings, definition of educational communication is more complex, because in addition to the 

standard communication criteria (number of participants, means of communication, and content of 

communication) educational communication incorporates an incomplete ability of one person to 

communicate with the other (communication between a student and a teacher or other source of 

information). Therefore, it is said that the main goal of educational communication is to help students 

develop skills for a complete and independent communication with people and media of 

communication (Suziĺ, 2005). With the constructivist approach, education is no more a one directional 

information flow. Rather it is a process of communication between student and teacher as well as 

student and student. 

Today, we can clearly see that the way we communicate and the way we interact greatly 

differs for 20 years back. The introduction of social networks to our lives reshapes how we 

communicate with others and also how we express ourselves. Moreover, we observe this 

communicational shift more intensely on the young population whom we may consider as the 

audience of the education process. 

Social network websites are websites that enable individuals to identify themselves on the 

internet in the community life, to communicate with people with whom they can easily get along at the 

same cultural level, by internet communication methods, and to establish social communication by 

showing symbolic movements that symbolize various gestures in social life. Today, many social 

networking websites have emerged and these sites are reshaping the way people communicate, 

interact, collaborate, work together and even learn. Today, millions of users are online on social 

networks with their real identities. Social networks have features that improve students 'and teachers' 

communication skills, expand participation, strengthen peer support, and enable collaborative learning 

(Wang et al., 2020). It is easy for students and teachers to create an educational community by 

following simple steps through social networks, share among themselves, communicate and receive 

feedback. Social network sites also provide opportunities such as supporting the learning process of 

students and supporting the teaching and evaluation process of the teacher by enriching the learning 

and teaching processes with materials such as text, video, and audio (Pallora and Zhu, 2011). 

Within the literature there are numerous researches about social network supported 

educational environments mostly about information and communication technology education 

(Karabulut, 2017; ¥zt¿rk and Tetik, 2015; Tēnmaz, 2011) and partly about language education 

(¢imen, 2015; Fuquene, 2020). The studies about social network support in science education and 

especially in laboratory setting are highly limited (Whittaker, Howarth and Lymn, 2014; Pai et. Al, 

2017). From this point of view, we yield great importance to this study as it stands as a rare example 

of this practice. 

The aim of this research is to examine the effects of social network-supported, inquiry-based 

and SPS-enriched activities on students' attitudes towards General Chemistry Laboratory Course and 

their perceptions of SPS. 

METHOD  

In this study, quasi-experimental design was used. The pattern stands out by taking the 

measurements of the dependent variable of the groups before application. There is no random 

assignment in the pattern and therefore, it can be said that the pattern is open to many threats in terms 

of internal and external validity (B¿y¿kºzt¿rk, 2016). Knowing the starting point of the groups 

regarding the measured quality, so that the change that can occur can be measured and tested, 
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increases the usability of the pattern. The pattern can be defined as an experimental design without 

random assignment because it contains process conditions and repeated measurements (Fraenkel & 

Wallen, 2006). 

Participants 

Study group of the research were determined to be 83 students of the Science Teaching 

program of the Faculty of Education. participants were chosen from first graders who take "General 

Chemistry Laboratory" course with criterion sampling method that is one of the purposive sampling 

methods. In this method, participants are composed of individuals, events, objects or situations with 

the qualifications identified in relation to the problem (B¿y¿kºzt¿rk, Akg¿n, Karadeniz, ¢akmak, and 

Demirel, 2013). Students with Internet access and actively using social networks are particularly 

preferred for the Experimental Group 2 (EG2). No criteria were used to select Experimental Group 1 

(EG1) and Control Group (CG) students. Laboratory activities which were developed in terms of SPS 

were used for EG1 and these activities were also supported by social network and were applied for 

group EG2, for group CG the Laboratory activities in curriculum textbooks were applied. The total of 

27 students with Internet access and actively using social networks were chosen for the EG2. Initially 

both CG and EG1 groups consisted of 29 students each but two students withdraw in the process and 

finally EG1 group shaped as 27 students. 

Data Collection Tools 

Attitude Towards General Chemistry Laboratory Scale (ATGCLS) 

ATGCLS was used to observe the pre-service teachers' attitudes towards the General 

Chemistry Laboratory before and after the application. This 5-point likert-type attitude scale was 

developed by Kaya (2012), which contains 22 positive and 13 negative items with Cronbach alpha 

reliability coefficient as .844. 13 items that were negative were evaluated by reversing. In this respect, 

the lowest score that can be obtained from the scale, which contains a total of 35 items, is 35 while the 

highest score is 175. One-way ANOVA was used to compare the mean scores of the students before 

and after the treatment. 

Science Process Skills (SPS) Perception Scale 

SPS Perception Scale was used to observe the pre-service teachers' perceptions about their 

SPS. Namely, we wanted to see how the students feel about their competency on SPS throughout the 

study. In this study SPS was considered under two sub headings as Basic Process Skills and Integrated 

Process Skills (Table 1) in line with the approach of Ongowo and Indoshi (2013). 

Table 1. Science Process Skills 

Basic Process Skills Description 

Observing Use of five senses to derive data 

Classifying Sorting, grouping and arranging based similarities and differences 

Measuring Using standard and non-standard measures to describe dimensions 

Predicting Stating the outcome of a future event based on a pattern of evidence 

Inferring Explanation of observations and data 

Communicating Using words or symbols to describe an action, object or event 

Integrated Process Skills Description 

Formulating Hypothesis Stating the expected outcome of an experiment 

Controlling Variables Identifying variables, keeping variables constant and manipulating 

Interpreting Data Organizing, concluding from data and making sense of data 

Defining Operationally Stating how to measure a variable in an experiment 

Experimenting Testing by following procedures to produce verifiable results 

Formulating Models Creating a mental or physical model of a process or event 
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The 5-point likert-type perception scale, developed by the researcher, contains 18 items, was 

conducted on 146 people and the Cronbach alpha reliability coefficient was found to be .76 for all 

dimensions of the scale. The lowest score that can be obtained from the scale, which contains a total of 

18 items, is 18 while the highest score is 90. One-way ANOVA was used to compare the mean scores 

of the students before and after the treatment. 

Research Procedure 

In this study, within the scope of General Chemistry Laboratory II course, an experimental 

guide, which has already been using for years and seemingly insufficient in terms of achievements 

related to SPS and designed at a level that can attain maximum 6 SPS (Table 2), was used for the CG 

group. 

Table 2. Addressed SPS in the Control Group Laboratory Guide 
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4 + - + - - - - - + - + - 4 

5 + - + - - - - - + - + - 4 

6 + - + - - - - - + - + - 4 

7 + - + - - - - - + + + - 4 

8 + - + - - - - - + - + - 4 

9 + - + - - - - - + - + - 4 

10 + - + - - - - - + + + + 6 

 

For groups EG1 and EG2, SPS enriched 10 activities were re-designed with the aim of 

providing at least 9 SPS (Table 3), instructions for students on how to implement these activities, and 

instructions containing various laboratory safety warnings were used. 

Table 3. Addressed SPS in the EG1-EG2 Group Laboratory Guide 
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8 + - + + + + + + + - + - 9 

9 + - + + + + + + + - + - 9 

10 + + + + + + + + + + + + 12 
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The names of the experiments conducted in this study carried out for ten weeks are as follows: 

Experiment 1: Preparation of Solutions with Specific Concentration Values. 

Experiment 2: Solubility Event and Effect of Temperature on Solubility. 

Experiment 3: Concept of pH and Acid-Base Indicators. 

Experiment 4: Freezing Point Depression (Cryoscopy) 

Experiment 5: Chemical Equilibrium. 

Experiment 6: Chemical Kinetics: Effect of Concentration on Reaction Rate. 

Experiment 7: Chemical Kinetics: Effect of Temperature on Reaction Rate. 

Experiment 8: Material Separation from Solution with The Help of Electric Current. 

Experiment 9: Reaction Heat. 

Experiment 10: Chemical Bonds and Molecule Models. 

In the activity guide developed, students are oriented by the guiding sentences that can 

actively apply scientific processes and gain these skills, and these sentences are expressed with more 

emphasis (like bold writing). For example; ñ... ... observe the eventò, ñ... based on your 

assumptions about solutions and solubility eventò, ñestablish based on the hypotheses given 

below based on the variables that can affect the solubility of the substanceò, ñmake predictions 

based on your daily life experiences and may affect the solubility of the substance write down 

your estimates about the variables and discuss them with your group membersò, ñé record the 

data, show them on the chart and draw the temperature-resolution chart ò, ñé interpret the 

results ò, ñé classify the water-soluble and insoluble substancesò and so on. It can be stated that 

such an approach may result in great contributions in the implementation of student-centered strategies 

in science teaching. 

A newer ñExperiment Report Formatò was also proposed to experimental group students to 

report their observations and results about the experiments related to the activities implemented for 10 

weeks. Students were encouraged to record and report their hypotheses, their observations on 

implementation, their results, and their answers to evaluation questions through this report format. In 

the below table a brief summary of the research process was tabulated (Table 4). 

Table 4. Addressed SPS in the EG1-EG2 Group Laboratory Guide 

Group Pre-test 

Implementation Process (10 weeks) 

Post -test Report Format Before 

Experiment 

During 

Experiment 

After 

Experiment 

CG 

ATGCL and 

SPSPC 

Applied 

Standard 

Report Format 

Used 

No Applications Standard 

Activities 

Carried Out 

No Applications ATGCL and 

SPSPC 

Applied 

EG1 

ATGCL and 

SPSPC 

Applied 

An Inquiry 

Based Report 

Format Used 

No Applications Inquiry Based 

Activities 

Carried Out 

No Applications ATGCL and 

SPSPC 

Applied 

EG2 

ATGCL and 

SPSPC 

Applied 

An Inquiry 

Based Report 

Format Used 

Question-Answer 

Contest Over 

Facebook 

Inquiry Based 

Activities 

Carried Out 

Medias Shared 

in Facebook 

Group 

ATGCL and 

SPSPC 

Applied 

Medias (Video, 

Picture) Taken to 

be Shared on 

Social Network 

Experiment 

Results 

Discussed in 

Facebook Group 
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The EG2 is an experimental group where inquiry-based and social networking supported 

experimental activities are performed. Experimental activities in the EG2 were developed by enriching 

the experimental activities used in the CG based on inquiry-based learning approach and SPS and 

supporting these activities using social networks.  

Experimental activities prepared within the framework of the steps of initiating inquiry, 

focusing on research and sharing understanding for the EG1 were supported with social networking 

opportunities for the EG2 group. A Facebook group was established for the EG2 students under the 

name of ñK.¦. Deney Grubuò and all students participated in this group (Figure 1). 

 

Figure 1. EG2 Facebook Group Page 

The initialization step starts for the EG2 before coming to the laboratory via the social 

network. The students were asked a question about the experimental activity to be held at the same 

time, each week on the same day, to prepare themselves for the activity, to trigger their curiosity, to 

reveal their current knowledge and to relate the experiment to daily life. 24 hours were given to 

answer the question; accurate and quick answers were encouraged by a scoring system (Figure 2). 

 

Figure 2. Question-Answer Contest in Facebook Group 
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The answers sent by the students through private messages are as important as the initiation 

step of questioning, encouraging them to prepare before the application, determining their 

misconceptions and knowing the current knowledge levels in advance (Figure 3). 

 

Figure 3. Student Responses to Question-Answer Contest 

The activity can be reviewed and changed from these messages. It was thought that the 

experimental activity might be more efficient, if the students could perform a research on the subject 

before the activity in the laboratory.  

During the experimental activity, students are asked to take photos and/or videos of the 

experimental stages and share them in the related section of the social network group. The student's 

sharing of the images and videos recorded while participating in the experiment and also discussing 

about the experiment in the social networking group ensures that they stay in the experimental activity 

in different learning environments even after they leave the laboratory (Figure 4). 
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Figure 4. Images of Experiments Shared by Student in Facebook Group 

RESULTS 

In this section, we presented the Pre-test and Post-test scores of the data collection tools. 

Moreover, some statistical analysis was given about the mean difference significance parameters. 

ATGCLS Pre-test Scores are presented in the Table 5.  

Table 5. ATGCLS Pre-test Scores 

 Group N X← S 

ATGCLS Pre-test Scores 

CG 29 65.19 11.14 

EG1 27 65.10 15.39 

EG2 27 63.36 12.71 

 Total 83   

 

As a result of the pre-test, the average CG pre-test was found to be 65.19, the average EG1 

was 65.10 and the EG2 was 63.36. In order to see if any of these values differ from one another 

significantly, variance analyze was applied. ATGCLS Pre-test ANOVA Results are shown in Table 6. 

Table 6. ATGCLS Pre-test ANOVA Results 

Source of Variation SS DoF MS F p-value 

Between Groups 58.45 2 29.22 .17 .85 

Within Groups 13835.80 80 172.95   

Total 13894.25 82    
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As seen on Table 6 one-way analysis of variance on means revealed that the group averages 

did not differ significantly (p =.845>.05). After the implementation, the same scale applied as the post-

test. ATGCLS Post-test Scores are shown below in Table 7. 

Table 7. ATGCLS Post-test Scores 

 Group N X← S 

ATGCLS Post-test Scores 

CG 29 65.66 12.08 

EG1 27 73.70 15.09 

EG2 27 76.70 12.90 

 Total 83   

 

After the implementation, the ATGCLS CG group average score was 65.66, while the mean 

EG1 group was 73.70 and the EG2 group was 76.70. ATGCLS Post-test ANOVA Results were 

presented in Table 8. 

Table 8. ATGCLS Post-test ANOVA Results 

Source of Variation SS DoF MS F p-value 

Between Groups 1841.73 2 920.87 3.80 .027 

Within Groups 19399.81 80 242.50   

Total 21241.54 82    

 

One-way analysis of variance on posttest mean scores in Table 8 showed a statistically 

significant difference between mean scores (p =.027 <.05). In order to identify the sources of this 

significant mean difference Scheff® Test was applied. Results are shown on Table 9. 

Table 9. General Chemistry Laboratory Attitude Scale Post-test Scheff® Test Results 

Groups Mean Difference Std. Error Sig. 

CG 
EG1 -8.05 4.11 .161 

EG2 -11.05 4.16 .034* 

EG1 
CG 8.05 4.11 .161 

EG2 -3 4.24 .779 

EG2 
CG 11.05 4.16 .034* 

EG1 3 4.24 .779 

 

Scheff® Test Results revealed that there is a significant difference between groups CG and 

EG2 and in favor of EG2 (Table 9). Accordingly, inquiry based, and social network supported 

activities positively affected students' attitudes towards General Chemistry Laboratory. 

SPS Perception Scale was applied to the CG and EGôs before and after the experimental 

application in order to determine the perception levels of science teaching students towards SPS. SPS 

Perception Scale Pre-test Scores are tabulated as Table 10.  

Table 10. SPS Perception Scale Pre-test Scores 

 Group N X← S 

SPS Perception Scale Pre-test Scores 

CG 29 61.21 4.87 

EG1 27 60.85 7.21 

EG2 27 63.33 6.87 

 Total 83   

 

As a result of the pre-test, the CG pre-test average was 61.21, the average EG1 group was 

60.85 and the EG2 group was 63.33. In Table 11 variance analyze can be seen to check if any of the 

mean scores differ significantly. 
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Table 11. SPS Perception Scale Pre-test ANOVA Results 

Source of Variation SS DoF MS F p-value 

Between Groups 97.93 2 48.97 1.21 .304 

Within Groups 3240.17 80 40.50   

Total 3338.10 82    

 

As seen on Table 11 one-way analysis of variance on the means revealed that the group 

averages did not differ significantly (p =.304>.05), considering that the students did not do any study 

based on SPS prior to the application. Therefore, this result can be considered a consistent result. After 

the experimental process, SPS Perception Scale was applied again as a post-test (Table 12). 

Table 12. SPS Perception Scale Post-test Scores 

 Group N X← S 

SPS Perception Scale Post-test Scores 

CG 29 61.59 5.42 

EG1 27 68.30 7.02 

EG2 27 69.04 7.34 

 Total 83   

 

After the experimental application, the re-applied SPS Perception Scale was found to be 61.59 

for the CG, and 68.30 for the EG1 and 69.04 for the EG2. SPS Perception Scale Post-test ANOVA 

Results in Table 13 shows whether these mean scores differ significantly. 

Table 13. SPS Perception Scale Post-test ANOVA Results 

Source of Variation SS DoF MS F p-value 

Between Groups 953.29 2 476.64 6.02 .004 

Within Groups 6329.63 80 79.12   

Total 7282.92 82    

 

One-way analysis of variance on posttest mean scores on Table 13 showed a statistically 

significant difference between mean scores (p =.004 <.05). Scheff® Test was applied in order to 

identify the sources of this significant mean difference (Table 14). 

Table 14. SPS Perception Scale Post-test Scheff® Test Results 

Groups Mean Difference Std. Error Sig. 

CG 
EG1 -6.71 2.29 .023* 

EG2 -7.45 2.39 .010* 

EG1 
CG 6.71 2.29 .023* 

EG2 -0.74 2.42 .954 

EG2 
CG 7.45 2.39 .010* 

EG1 0.74 2.42 .954 

 

Scheff® Test Results show that the significant difference is in favor of EGôs between CG and 

EG1 and EG2 groups. There was no significant difference between EG1 and EG2 groups (Table 14). 

According to these results, it can be said that the laboratory activities based on inquiry have a positive 

effect on the students' perception of SPS. 

DISCUSSION AND CONCLUSION 

This research showed that, social networking integration to the laboratory process enhanced 

the studentsô attitude towards the laboratory positively. Inquiry based activities alone also had a 

positive impact on studentsô attitudes but this contribution was not found statistically meaningful. 

Aydoĵdu (2013) examined the effect of internet supported science and technology course on students' 

achievement, attitude and questioning skills and conceptions. He found that internet supported 

teaching method was more effective on students' academic achievement than traditional teaching 
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methods and had a positive effect on their attitudes towards science and technology course, 

questioning learning skills and concept perceptions. There are different studies in the literature 

indicating that social networks, computer-aided and internet-supported learning environments 

positively affect students' attitudes towards the related course or learning environment (Clements, 

2015; Pitiporntapin and Lankford, 2015; Soomro, Kale, and Zai, 2014; Villafuerte and Romero, 2017; 

Yeo, 2014; Y¿ksel and Olpak, 2015). These results are in line with our findings and support our 

results in some respects. 

One other important finding of this research appears out to be is that studentsô perceptions 

about their SPS have improved with the interference of inquiry-based activities.  It has been stated in 

the literature that inquiry-based approaches improve students' SPS (Greenwald and Quitadamo, 2014; 

Maxwell, Lambeth, and Cox, 2015; Molefe, Stears, and Hobden, 2016; Yaman and Yal­ēn, 2014). 

Myers and Dyer, (2006) examined the effect of inquiry-based laboratory approach on students' content 

knowledge and SPS. As a result of the study, it was seen that most of the students adopted the inquiry-

based laboratory approach in terms of content knowledge and SPS. Tatar and Kuru (2006) stated that 

the inquiry-based learning process is applicable at all educational levels and every course from 

kindergarten to university. Windschitl (2000) also states that even the youngest elementary school 

learners have the capacity to engage in inquiry. In addition, as a result of the study, it was mentioned 

that there was a significant increase in the SPS of the students who took courses with questioning 

learning approach after the application compared to the pre-application. In another study, conducted 

by Koray, Kºksal, ¥zdemir, and Presley (2014), a positive effect of creative and critical thinking-

based laboratory activities on students' SPS was determined. Yang and Heh (2007) examined the 

effect of virtual physics laboratory applications on the achievement of physics, SPS and attitudes 

towards computer in the 10th grade students. As a result of the study, it was concluded that virtual 

laboratory applications have a more positive and higher effect on the SPS. ķimĸek and Kabapinar 

(2010), in their work with primary school students; found that the science learning environment based 

on inquiry positively affected the students' SPS. For these reasons, to implement applications based on 

SPS rather than traditional laboratory applications was proposed. Additionally, we have found that 

social networking integration barely had an effect on studentsô SPS perceptions. This may be due to 

that no additional SPS activities were held on over the Facebook. 

Based on the results obtained from this research, it may be advisable to provide teacher 

candidates with assignments and projects that will increase the use of internet for research purposes. 

These results show that, in applied science education, laboratory activities based on SPS, designed in 

accordance with the constructivist approach, may have important results for an effective science 

education when used with social media supported applications. 

It can be stated that the correct learning and experience of inquiry-based learning approach for 

preservice science teachers will positively affect the future teaching life of the preservice teachers. 

This is vital especially when considering that the elementary science program was developed on 

inquiry-based learning approach. At this point, science teaching students are required to encounter 

more inquiry-based learning examples from the first grade to the last grade. It should be noted that 

interrogation practices may be different in the course and in the laboratory. It is important to present 

inquiry applications to students in different subjects, in different courses and in different learning 

environments. 

In order to carry out inquiry-based practices in a healthy and productive manner, 

communication between teacher and the students have great importance even before the class. Being 

in touch with the students at any time with the help of social networks will be an important advantage 

at this point. 
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Abstract 

The main aim of this research is; to propose and test a model of structural equality that examines 

career adaptability of psychological counselors, career calling and skills used in the fields of 

vocational identity experience for psychological counselors. This research was designed as a causal 

pattern. 231 volunteer psychological counselors participated in the study. The data were collected by 

ñcareer adaptability scale, career calling scale, communication skills scale and perceived self- efficacy 

in counseling competencies scaleò. Structural equation modeling was used for data analysis. 

According to the research findings, career calling predicts career adaptability in a statistically positive 

and meaningful way. At the same time, it was found that the skills used in the fields of vocational 

identity experience (communication skills and competence perception) for psychological counselors 

positively and significantly predicted career calling. Finally, the relationship between career 

adaptability and skills used in the fields of vocational identity experience for psychological counselors 

(communication skills and competence perception) has been shown to have a full mediating effect of 

career calling. As a result of this research, a career adaptability model for psychological counselors 

was reached. Experimental programs that will be prepared to increase career adaptability of 

psychological counselors can include dimensions of the model discussed in this research. 
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INTRODUCTION  

There are many professions that provide psychological assistance to individuals. One of them 

is the field of psychological counseling and guidance. The psychological counseling profession is a 

helping profession (Corey, 2008). The main actors of this assistance profession are counselors. 

According to Corey (2008), being an effective counselor is a professional identity acquisition process. 

This acquisition process actually shows the representation of the counselors 'selves' suitability for their 

profession (Savickas, 2013). At this point, the concept of career adaptability, which shows the 

adaptability of individuals' selves to their profession. Career adaptability is defined as an individual's 

ability to be ready for changes in dimensions such as decision making, exploration, knowledge, and 

planning in the career development process (Duffy, 2010). Savickas (2005) is the researcher who 

contributed the most to career adaptability. He is the theorist who created the career construction 

theory, which is the first and only theory about career adaptability. Career adaptability is defined by 

Savickas (2005) as that provides resources to cope with career obstacles, career transitions and career 

changes that individuals encounter in their business lives. On the other hand, there are various studies 

in the literature about the dimensions of career adaptability. Stumpf, Colarelli, and Hartman (1983) 

dimensioned career adaptability into career exploratēon and career planning. Similarly, by Han and 

Rojewski (2015) career adaptability was evaluated as a structure consisting of two important 

components. The first component, career exploratēon is to reveal whether individuals are consistent in 

their career development by recognizing themselves and the characteristics required by their 

profession. The second component is career planning, individuals' determination of goals in career 

development and their efforts to achieve these goals (Han and Rojewski (2015). Similarly, career 

adaptability was classified as career exploratēon and career planning by Eryēlmaz and Kara (2016) On 

the other hand, Savickas (2013) emphasized career adaptability as the most important concept in the 

center of career construction theory. In addition, it is emphasized that using these adapt abilities in this 

theory increases career adaptability of individuals. There are various variables that affect career 

adaptability (Savickas, 2013). One of them is career calling.  

Relationships between career adaptability and career calling 

Career calling defined as a motivational structure that includes a meaning for the individual, 

efforts to help others and helps them to actively orient their career development (Duffy & Sedlacek, 

2007). In addition, according to Duffy and Sedlacek (2010), career calling consists of three important 

components. These are, first of all, the motivation of the individual to experience his / her job, then the 

individual's search for meaning in the career development process, and finally, the desire and tendency 

to be personally beneficial to others. 

It has been revealed in the literature that career adaptability and career calling are related 

variables (Eryēlmaz & Kara, 2018a; Hall & Chandler, 2005; Savickas & Porfeli, 2012; Xie, Xia, Xin, 

& Zhou, 2016). As a result, in this study, it is assumed that career calling is an important variable that 

predicts career adaptability, based on the above mentioned information. 

Relationships between career adaptability and skills used in vocational identity experience 

areas for counselors: 

Another variable that affects career adaptability is the skills used in vocational identity 

experience areas for psychological counselors. Identity shaped by the individual's emotions, thoughts, 

behaviors, beliefs, values and social interactions. This shaping presents integrity, continuity and 

consistency, in short "Who am I?" is the answer given to the question (Erickson, 1994).Vocational 

identity is defined as a composition formed by the individual regarding who and what person is 

professionally (Kielhofner, 2002). There are two main theoretical orientations in the literature that 

emphasize the importance of experience areas in vocational identity development, these are vocational 

self and vocational identity theories. 
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There are many researchers who discuss that vocational self-theories develop by influencing 

the vocational self's experiences in work life. The most important of these is Super. In Super's lifelong 

life space theory, individuals acquire their vocational selves in the vocational development process. 

Work life is also an important part of the vocational development process (Super, 1980). Similarly, 

Betz is the researcher who worked on the above-mentioned theory. Betz; He states that an individual's 

vocational self is made up of desires, attitudes, thoughts and feelings about himself in work life (Betz, 

1994). 

Another vocational self theory that emphasizes the importance of vocational experience areas 

of individuals is the vocational self-crystallization theory. According to this theory, individuals; they 

form their vocational selves from the needs, interests, attitudes, values and abilities related to their 

vocational. The field in which needs, interests, attitudes and values manifest itself is the experience of 

individuals in the work world (Barrett & Tinsley, 1977). 

Another area that emphasizes the importance of the vocational experience areas of individuals 

is the field of identity development. Marcia's theory of identity status provides important information 

on this subject. Marcia states that the process of identity acquisition evolves through experimentation 

and decision making (Marcia, 2002). Although identity development is addressed in emerging 

adulthood (Arnett, 2000), identity acquisition is actually a lifelong process (Erickson, 1994). Identity 

experiments in this process take place during the period of their education for university students, and 

work life experiences for individuals who start their vocational life (Winter, 2009). 

Theorists who place a direct emphasis on vocational identity experience areas are vocational 

identity theorists. For example, Christiansen (1999) states that individuals' vocational identities will be 

structured only if they perform their vocational. Thus, individuals in the process of forming their 

vocational identities lead a meaningful life by taking part in vocational experience areas, thereby 

giving meaning to their lives. According to Kielhofner (2002), among the researchers who emphasized 

this issue, vocational identity consists only of their experiences and experiences in vocational identity 

experience fields. According to him, vocational identity as a living being consists of vocational habits, 

experiences and orientations. As a result, it is seen that there are two important theoretical orientations 

that draw attention to the vocational experience areas of individuals. One of them is vocational self-

theorists and the other is vocational identity theorists. In this study, the concept of vocational 

experience areas is examined from the perspectives of vocational identity theorists. 

Vocational identity experience areas are defined as individuals' making judgments about the 

professions they want to have by experiencing different experiences in their career development 

processes (Tierney & Rhoads, 1994). In addition to these, there are theoretical explanations about the 

vocational identity experience areas of those working in different fields in the literature. For example, 

according to Winter (2009), the experience processes of individuals during their doctorate education 

shape their vocational identities. On the other hand, Beijaard, Meijer, and Verloop (2004) emphasize 

that teachers' vocational identities develop based on their work lives. In addition to these, Day, 

Kington, Stobart and Sammons (2006) found that factors affecting teachers' vocational identities; 

demonstrated that they have a distinct purpose, self-efficacy, motivation, commitment and job 

satisfaction. What has been explained so far includes theoretical information about the vocational 

identity experience areas of those working in different professions. 

While there is theoretical information about the vocational identity experience areas of those 

working in different fields, there is no research on the vocational identity experience areas of 

counselors. However, the characteristics of each vocation and career development processes for that 

vocation are different from each other. In addition, the vocational knowledge, skills and self-structures 

required for each vocation group to perform their vocation differ (Super, 1980). Therefore, this 

research was conducted because there are no studies that reveal the necessary skills related to the 

vocational identity experience areas of counselors. The information and findings in the literature 

suggest that counselors should be able to reveal the skills necessary for vocational identity experience 

areas (Eryēlmaz & Mutlu, 2013; Korkut, 2005; Larson & Daniels, 1998). 
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In this study, the vocational identity experience field skills of the counselors are discussed 

under two headings, based on the literature. These are communication skills and skills related to 

competence (Clark & Parker, 2002; ¢am, 2016; Eryēlmaz & Mutlu, 2013; Hill & O'Brien, 1999; Ivey 

& Ivey, 2003; Korkut, 2005; Larson & Daniels, 1998). It has been supported in both theoretical 

explanation (Larson & Daniels, 1998) and empirical research (Eryēlmaz & Mutlu, 2013) that 

competence skills are an important part of the vocational identity experience field skill of counselors. 

In addition, communication skills are an important component of the vocational identity experience 

field skill of psychological counselors both in theoretical explanations (Hill & O'Brien, 1999; Ivey & 

Ivey, 2003; Korkut, 2005) and empirical research (Clark & Parker, 2002; ¢am, 2016) has been proven.  

As a result in this research; based on the above-mentioned theoretical and empirical research, it was 

assumed that communication skills and competency skills are one of the vocational identity experience 

field skills for counselors. 

In the literature, the relationships between career adaptability and skills used in vocational 

identity experience areas for counselors are handled indirectly in three focuses. The first focus is on 

research between vocational l identity and career adaptability (Haibo, Xiaoyu, Xiaoming, & Zhijin, 

2018; Merino-Tejedora, Hontangas, & Boada-Grau, 2016). The second focus is on research that 

examines the relationships between career adaptability and the concept of work experience related to 

the career field (Fasbendera, Wºhrmann, Wang, & Klehe, 2019; Urbanaviciute, Udayar, & Rossier, 

2019). The third focus is on research between skills related to communication and competence and 

career adaptability (Jiang, Hu, & Wang, 2018; Koto, Febriaty & Nasution, 2019; Pan, Guan, Wu, Han, 

Zhu, Fu & Yu, 2018; Sawin, 2018 ). As a result, in this study, it was accepted that the skills used in the 

vocational identity experience areas for counselors affect career adaptability, based on all the 

information and findings inferred from the three focuses mentioned above. 

Relationships between career calling and skills used in vocational identity experience areas 

for counselors 

In the literature, the relationships between career calling and skills used in vocational identity 

experience areas for counselors are discussed from two aspects. The first is the research between 

career calling and vocational identity experience areas. The second is the research between skills 

related to communication and competence and career calling among the vocational identity experience 

field skills. In the studies between career calling, which is the first direction, and vocational identity 

experience areas (Duffy, Autin, England, Douglass & Gensmer, 2018; Klotz, Billett, & Winther, 2014; 

Dalla Rosa, Vianello, & Anselmi, 2019), these two variables were found to be related. 

Another aspect of the relationship between career calling and skills used in vocational identity 

experience areas for counselors is the research between skills related to communication and 

competence from skills in vocational identity experience areas and career calling. Studies within this 

scope (Duffy, Allan & Dik, 2011; Nath, 2017; Praskova, Creed, & Hood, 2015; Zhang, Hirschi, Dik, 

Wei, & You, 2018) found a relationship between these concepts. In conclusion, in this study, it was 

accepted that the skills of counselors used in vocational identity experience areas, communication and 

competence skills, are an important variable that predicts their career calling, based on the above-

mentioned findings, information and logical inferences. 

When the literature is examined, it is seen that there is a limited number of studies on field-

specific career adaptatibility. For example; Guan, Capezio, Restubog, Read, Lajom, and Li (2016) 

evaluated the relationship between career adaptability and career decision self -efficacy among Chinese 

undergraduate students studying in engineering. Acar and Ulutaĸ (2017) evaluated the career 

adaptability of the students of the Department of Computer Education and Instructional Technologies. 

In addition, ¥meroĵlu (2014) developed a career adaptation psycho-education program for the fourth 

grade students of the Police Academy. The above mentioned information and findings are intended to 

explain the career adaptability of individuals working in different professions. In this research, it is 

predicted that it will contribute to the literature as it is aimed to empirically test the field-specific 

career adaptability specific to counselors. Because career adaptability has a psycho-social structure 
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that empowers individuals. In other words; by increasing the career adaptability of individuals, job 

engagement (Rossier, Hansenne, Baudin, & Morizot, 2012), job performances (Haibo, Xiaoyu, 

Xiaoming, & Zhijin, 2018), job self-efficacy (Jiang, Hu, & Wang, 2018), job satisfaction 

(Urbanaviciute, Udayar and Rossier, 2019), emotional intelligence (Merino-Tejedor, Hontangas, & 

Petrides, 2018), self-esteem (Duffy, 2010), resilience (McIlveen et al., 2019), subjective well-being 

(Hartung & Taber, 2008), hope and their optimism (Santillia, Nota, and Hartung, 2019), life 

satisfaction (Ramos & Lopez, 2018), career optimism and self-efficacy (McLennan, McIlveen, & 

Perera, 2017), career decision self-efficacy (Guan, Capezio, Restubog, Read, Lajom & Li, 2016) and 

career satisfaction (Ocampo, Restubog, Liwag, Wang, & Petelczyc, 2018) are rising. Also; as 

individuals' career adaptability increases, job stress (Fiori, Bollmann, & Rossier, 2015), career barriers 

(Eryēlmaz & Kara, 2018b), and career anxiety (Shin & Lee, 2019) decrease. 

In conclusion, in line with the theoretical explanations and empirical findings mentioned 

above, it is known that individuals with a high level of career adaptability both have positive mental 

health development and experience a positive career development process. In addition, researches to 

increase the career adaptability of counselors can contribute to a positive career development process. 

This research; the counselor is important as it is thought to make a significant contribution to the field 

of career development, the field of counseling training and the field of counselor career adaptability.  

In addition to these, when career adaptability studies are examined, it is seen that more general 

research has been done (Savickas, 2005, Zacher, 2014, Zikic & Klehe, 2006). However, the 

characteristics of each profession and the career development processes for that profession are 

different from each other. In addition, the professional knowledge, skills and self-structures required 

for each occupational group to perform their profession differ (Super, 1980). Therefore, this research 

is extremely important in terms of addressing career adaptability on counselors. 

 However, based on the above mentioned information and findings; although there are 

separate theoretical and empirical explanations about the relationships between career calling, 

vocational identity acquisition for counselors and career adaptability, there are no studies in the 

literature that address these three variables in a structural model. 

It is thought that conducting such a research will meet the aforementioned need. As a result, 

the main purpose of this research is tested a structural equation model that addresses the career 

adaptability, career calling, and the skills (communication skills and competence-related skills) skills 

used in vocational identity experience areas for counselors. The theoretical model suggested in the 

research is shown in Figure 1. The hypotheses created in line with this general purpose are included in 

Table 1.  

 

Figure 1. Theoretical Model 
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Note. Com.Skills: Communication Skills; Competence: Competence Related Skills 

Table 1 Research Hypotheses 

H1: The competence related skills of counselors are a significant predictor of career callings.  

H2: The competence related skills of counselors are a significant predictor of career adaptability.  

H3: Communication skills of counselors are a significant predictor of career callings. 

H4: Communication skills of counselors are a significant predictor of career adaptability. 

H5: Career callings of counselors are a significant predictor of career adaptability. 

H6: Career callings have a mediating effect on the relationship between counselors' communication skills and career 

adaptability. 

H7: Career callings have a mediating effect on the relationship between counselors' competence related skills and career 

adaptability. 

 

METHOD  

Research Model 

This research was conducted in a causal pattern. The causal research design is used when it is 

assumed that there are cause and effect relationships between variables (Neuman, 2016). In this study, 

career calling and vocational identity experience fields for counselors are cause and career adaptability 

is the result variable. 

Participants and Procedure 

In this study, 567 counselors who worked at the Ministry of National Education for at least 

four years were first reached. Eighteen of these 567 counselors were excluded from the study because 

they stated that they had a negative attitude towards their vocation. 318 of the remaining 549 

counselors stated that their service area was educational guidance. 

In the field of educational guidance service, counselors focus on providing information to 

clients about facilitating their learning and increasing their success. On the other hand, in the field of 

counseling, counselors aim to contribute to their personal development and adaptation by applying 

their counseling skills to their clients during the counseling process. In this study, 318 counselors who 

stated that their service area was educational guidance was not included in the study because active 

use of counseling skills of the participants in the counseling process was taken as the exclusion 

criterion. As a result, a total of 231 counselors who both stated that they have a positive attitude 

towards their vocation and who provide active counseling constitute the study group of this study.  

Table 2 Demographic Characteristics of the Study Group 

Options  1 2 3 4 Total 

Gender 

 Female Male   - 

n 162 69   231 

% 70.1 29.9   100 

School Type 

 Primary school Middle School High school  - 

n 60 74 97  231 

% 26.0 32.0 42.0  100 

Age  

 20-30 31-40 41-50 51+ - 

n 124 55 41 11 231 

% 53.7 23.8 17.7 4.8 100 

Seniority 

 4-9 10-14 15-20 20+ - 

n 144 30 21 36 231 

% 62.3 13.0 9.1 15.6 100 
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Data Collection Tools 

In this study, the data were obtained using four different measurement tools. Information 

about the psychometric properties of the measurement tools to be used in the research is given below. 

Career Adaptability Scale (CAS) 

This scale was developed by Eryēlmaz and Kara (2016) to determine the career adaptability 

levels of individuals and is in the 10-item 5-point likert type. It consists of two dimensions: career 

exploratēon and career planning. There is no reverse substance. When the score calculation of CAS is 

examined; highest score: 50; lowest score: 10. As the scores of individuals on this scale increase, their 

career adaptability levels increase. Validity and reliability analyzes were made by Eryēlmaz and Kara 

(2016). In this context, exploratory and confirmatory factor analysis techniques were used for 

construct validity. 

In the exploratory factor analysis findings made by Eryēlmaz and Kara (2016), it is seen that 

the factor loads of CAS are between .57 and .80, the explained variance is 55.87% and it has a two-

dimensional structure. In addition, in the confirmatory factor analysis findings, it was determined that 

CAS had goodness of fit indexes (X
2
 / df 70.75 / 34 = 2.08; RMSEA: 0.07; CFI: 0.98; NFI: 0.95; 

AGFI: 0.90; NNFI: 0.97 and GFI: 0.94). On the other hand, reliability analyzes were evaluated by 

Eryēlmaz and Kara (2016) with test-retest and internal consistency coefficients. In this direction, it was 

determined that internal consistency is in reliability analysis findings (career exploratēon: .84; career 

planning: .71 and all of the cas: .85). In addition, test-retest reliability analysis findings (career 

exploratēon: .82; career planning: .87) were determined. 

Career Calling Scale (CCC) 

This scale was developed by Praskova, Creed, and Hood (2015) to evaluate the career calling 

of individuals, and its Turkish adaptation, validity and reliability analyzes were performed by 

Seymenler, K¿­¿, and Siyez (2015).CCC is a 15-item and 6-point rating type. CCC is 3 dimensional. 

These dimensions are: personal meaning, other-oriented meaning and active engagement. CCC score 

calculation is as follows: The highest score that can be obtained from this scale is 90, while the lowest 

puran is 15. It can be interpreted that the increase in the scores of the individuals from the CCC 

indicates that their career desire is high. In addition, in the internal consistency reliability analysis 

findings conducted by Seymenler, K¿­¿, and Siyez (2015), it was found that the internal consistency 

coefficient values between CCC sub-dimensions ranged from .80 to .88. 

Communication Skills Scale (CSS) 

This scale was developed by Owen and Bugay (2014) in order to reveal individuals' 

perceptions of communication skills, and validity and reliability analyzes were conducted. CSS is in 

the style of 25-item and 5-point Likert. It contains 4 dimensions. These; basic communication skills, 

self-expression, active listening nonverbal communication and willingness to communicate. When the 

score calculation of CSS is examined, the highest 125 and the lowest 25 points are obtained. The high 

scores of individuals in CSS can be interpreted as their perception of communication skills is 

successful. 

Looking at the validity and reliability analysis made by Owen and Bugay (2014); Exploratory 

and confirmatory factor analysis was used for construct validity, and internal consistency coefficient 

method was used for reliability. In the exploratory factor analysis findings used in construct validity, 

the explained variance of IAS was 45.95% and its four-dimensional structure was confirmed. In the 

confirmatory factor analysis findings, goodness of fit values were determined as (X
2
 / sd = 1.40; 

RMSEA: 0.04; CFI: 0.91; IFI: 0.91; TLI: 0.90 and GFI: 0.94). For the reliability analysis, the internal 

consistency coefficient (basic communication skills: 0.79; self-expression: 0.72; active listening non-

verbal communication: 0.64, and willingness to communicate: 0.71) was determined. 
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Counselors' Perceptions of Counselor Competencies Scale (CPCCS) 

This scale was developed by Eryēlmaz and Mutlu (2013). CPCCS consists of 13 items. GAS is 

a four-point rating type measurement tool. CPCCS has a 4-dimensional structure. These dimensions 

are; using therapeutic skills, managing the client, creating therapeutic conditions, self and management 

of the Counselor.  

CPCCS validity and reliability study was conducted by Eryēlmaz and Mutlu (2013). For the 

construct validity study, the exploratory factor analysis technique was used. When the exploratory 

factor analysis results were examined, a scale with four dimensions and explained variance of 61.91% 

was obtained. In the reliability analysis, the internal consistency coefficient technique was used. 

Considering the reliability coefficients calculated for the overall scale and subscales; using therapeutic 

skills was calculated as .65, managing the client .69, creating therapeutic conditions .68, management 

of the Counselor .71, and .81 for the of the all scale. 

Data Analysis 

Data were analyzed by two-step structural equation modeling. The Maximum Likelihood 

Method was used as the estimation method. In this two-step structural equation modeling, the 

measurement model is tested first. In the measurement model, whether the observed variables have 

significant contributions to the implicit variables and the significance of the cyclical relationships 

between the implicit variables are tested. After this measurement model was verified, in the second 

stage, the theoretical structural model was tested. In the structural model, regression paths are 

established to determine the cause-effect relationships between implicit variables, and whether these 

path coefficients are significant and the goodness of fit indexes are examined (Kline, 2019). 

The types and names of the goodness of fit indices used in this study are as follows: Chi-

square statistics [ɢ2, Chi square], [df, degrees of freedom] and ɢ2 / df's ratio), [NFI, Normed Fit 

Index],  [CFI, Comparative Fit Index], [GFI, Goodness of Fit Index], [AGFI] and [RMSEA, Root 

Mean Square Error of Approximation] indexes were used. (Meydan and ķeĸen, 2015). In this study, 

the nested models strategy was used to test the mediation effect. Testing the mediation effect 

according to the nested models strategy is based on determining the deterioration or improvement in 

the model by chi-square difference test by removing or adding the mediation-related paths from the 

structural model. 

Finally, the significance level of the indirect effects in the model was also tested with the 

Bootstarpping method (Shrout & Bolger, 2002). In this method, a statistical significance range is 

calculated by obtaining a certain number of samples from the sample within the scope of the study 

with the help of the program. In this study, for the significance of the indirect effects in the structural 

model, 1000 bootstrap (resampling) was performed and confidence intervals with lower and upper 

limits and bootstrap coefficient were created. As an acceptance criterion, the fact that the lower and 

upper limits in the confidence interval do not include zero as a result of the bootstrap procedure 

indicates that their indirect effects are significant (Hayes, 2017). Within the scope of the research, the 

level of significance in statistical operations was determined as .05. 

RESULTS 

Preliminary Analysis 

Preliminary Analysis were made regarding the prerequisites of structural equation modeling 

before testing the measurement and structural models that were wanted to be tested within the scope of 

the research. These preliminary analysis are explained below: 

Normal distribution: Kurtosis and skewness values were taken as basis to control the 

conformity of the data to normal distribution (Kline, 2019). In the study, it was determined that the 
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skewness and kurtosis values of twelve variables are below +/- 3, but the dimension of self-expression 

is 3.46. Accordingly, it can be stated that kurtosis and skewness values of the observed variables in the 

structural model in this study do not show excessive deviation from the normal (Finney & DiStefano, 

2006). As a result, the skewness-kurtosis values for variables are shown in Table 4.1. 

Multicollinearity assumptions: Multicollinearity assumptions means that the variables are 

extremely interrelated. It poses a problem when the relationship between variables is .90 and higher. In 

this study, when checking whether there is a multicollinearity problem between variables, it was 

determined that the correlation coefficient between any variables was not above .90 (see Table 4.4). In 

addition, it is stated that VIF and tolerance values should be taken into consideration when checking 

the multicollinearity assumptions (Kline, 2019). The fact that the VIF value is less than 5 and 10 and 

the tolerance value is greater than .10 indicates that there is no multicollinearity problem (Hair et al., 

2010). When the values in this study are examined; It was seen that the VIF values ranged from 1.22 

to 1.57 and the tolerance values ranged from .63 to .81. As a result, it has been proven that there is no 

multicollinearity problem in this study.  

Descriptive Statistics and Reliability Findings Regarding Observed Variables in the 

Structural Model  

While the structural model determined within the scope of the research are tested, descriptive 

statistics and reliability findings regarding the observed variables in the models are given in Table 4.1 

Table 4.1 Descriptive Statistics and Reliability Findings of the Observed Variables in the 

Structural Mo del 

Variables ╧ Sd Skewness Kurtosis Ŭ 

Personal Meaning 22.50 4.63 -0.58 0.09 .45 

Other-Oriented Meaning 25.37 3.68 -0.97 1.12 .84 

Active Engagement 20.71 3.68 -0.18 -0.18 .80 

Career Exploratēon 25.32 3.99 -0.85 0.55 .91 

Career Planning 16.16 2.87 -0.65 0.56 .83 

Basic Communication Skills 43.09 5.31 -0.64 -0.01 .84 

Self-Expression 17.53 2.36 -1.41 3.46 .84 

Active Listening Nonverbal Communication 26.28 3.04 -0.68 0.39 .79 

Willingness to Communicate 21.34 2.80 -0.65 0.09 .80 

Using Therapeutic Skills 8.50 1.74 -0.16 0.43 .66 

Managing the Client 9.96 1.86 -0.88 1.00 .80 

Self-Management of the Counselor 12.80 2.55 -0.68 0.40 .80 

Creating Therapeutic Conditions 9.90 1.89 -0.82 1.01 .78 

 

When the given values were examined, it was observed that the skewness and kurtosis values 

of twelve variables were below +/- 3, but the dimension of self-expression was 3.46. According to 

these findings, it is seen that the values of skewness and kurtosis are within the multivariate normality 

criteria (Finney & DiStefano, 2006). 

Testing the Measurement Model 

Since the two-stage approach is adopted in the model test, the measurement model related to 

the model is tested before testing the structural model determined to be tested (Figure 3.1). Goodness 

of fit indices of this model formed as a result of the analysis are given in Table 4.3. 
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Table 4.3 Goodness of Fit Indices of the Measurement Model 

Goodness of Fit Indices Values  

X2/ df (126.47/59) 2.14 

RMSEA (% 90 CI = 0.054; 0.087) .071 

NFI .92 

CFI .96 

GFI .92 

AGFI .88 

When the goodness of fit values for the model are examined, it can be stated that the 

measurement model of the model fits well with the data. The model obtained as a result of the analysis 

is given in Figure 4.1. 

 

Figure 4.1. Standardized Factor Loads of the Measurement Model *p<.01. 

Note. Com.Skills: Communication Skills; Competence: Competence Related Skills 

When the measurement model was tested, correlations regarding implicit variables were 

obtained. Correlation values obtained are presented in Table 4.4. 

Table 4.4 Correlations Related to the Implicit Variables in the Structural Model 

Implicit Variables 1 ĭ 3 4 

1. Communication Skills - 
   

2. Competence Related Skills .62* - 
  

3. Career Calling .38* .38* - 
 

4. Career Adaptability .40* .41* .70* - 

 Note. *p<.01 
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When the given correlation values are examined, it is seen that all relations are statistically 

significant. While the highest relationship between the implicit variables was observed in a significant, 

positive and high level (r = .70, p <.01) between career calling and career adaptability, the lowest 

relationship was found between career calling and communication skills, career calling and 

competence related skills. was observed in the positive direction and moderate (r = .38, p <.01). The 

correlations between the observed variables in the structural model to be tested are also presented in 

Table 4.5. 

Table 4.5 Relationships between Observed Variables in the Determined Structural Model 

Observed Variables 1 2 3 4 5 6 7 8 9 10 11 12 

1. Personal Meaning 
            

2. Other-Oriented 

Meaning 
.42** 

           

3.  Active Engagement .64** .38** 
          

4. Career Exploratēon .48** .28** .40** 
         

5. Career Planning .46** .16* .37** .57** 
        

6. Basic Communication 

Skills 
.22** .13* .20** .25** .13* 

       

7. Self-Expression .30** .14* .26** .34** .27** .65** 
      

8. Active Listening 

Nonverbal 

Communication 

.28** .16* .25** .28** .13* .78** .76** 
     

9. Willingness to 

Communicate 
.32** .23** .29** .41** .23** .59** .74** .75** 

    

10. Using Therapeutic 

Skills 
.05 -.11 -.01 .05 .04 .27** .27** .21** .11 

   

11. Managing the Client .26** .11 .20** .21** .23** .38** .47** .39** .38** .39** 
  

12. Self-Management of 

the Counselor 
.36** .14* .31** .31** .30** .45** .55** .47** .43** .35** .62** 

 

13. Creating Therapeutic 

Conditions 
.27** .09 .24** .30** .25** .50** .53** .45** .43** .43** .70** .76** 

Note. *p<.05; **p<.01. 

Testing the Structural Model 

The research conducted structural model test after testing the measurement model of the 

model intended to be tested. The goodness of fit values resulting from the analysis are given in Table 

4.6. 

Table 4.6 Goodness of Fit Indices of the the Structural Model 

Goodness of Fit Indices Values 

X2/ df(126.47/59) 2.14 

RMSEA (% 90 CI = 0.054; 0.087) .071 

NFI .92 

CFI .96 

GFI .92 

AGFI .88 

 

When the goodness of fit values regarding the model are examined, it can be stated that the 

model fits well with the data. It is seen that the values of goodness of fit are within acceptable limits. 

Standardized path coefficients for the model formed as a result of the analysis are given in Figure 4.2. 
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Figure 4.2. Standardized Path Coefficients Calculated in the Structural Model *p<.05. 

Note. Com.Skills: Communication Skills; Competence: Competence Related Skills 

 

According to the result of the structural model analysis, career calling of competence related 

skills (ɓ = .22, p <.05); career calling of communication skills (= .24, p <.05) and career calling has a 

significant predictive effect on career adaptability (= .62, p <.05). The mediation effect of career 

calling in the relationship between competence related skills and career adaptability was found to be 

0.14. In addition, the mediating effect of career calling in the relationship between communication 

skills and career adaptability was calculated as 0.15. The total effect size of competence related skills 

on career adaptability was determined as 0.27. Finally, it was revealed that the total effect size of 

communication skills on career adaptability is 0.23. In addition to these, while interpreting the effect 

size according to Kline (2019); If the standardized path coefficient is higher than 0.50, it is explained 

as high, if less than 0.30, medium, and if lower than 0.10, it is explained as small. As a result, the 

evaluation of the structural model is included in Table 4.7. 

Tablo 4.7 Evaluation of the Structural Model  

Model pathways Standardized 

Coefficients 

Effect Size 

Direct effect        

Communication Skills Ą Career Adaptability 0.8 Low 

Competence Related SkillsĄ Career Adaptability 0.13 Moderate 

Career CallingĄ Career Adaptability 0.62 High 

Mediator Effect   

Communication SkillsĄCareer Calling Ą Career Adaptability 0.15 Moderate 

Competence Related Skills ĄCareer Calling Ą Career Adaptability 0.14 Moderate 

Total Effect   

Communication Skills Ą Career Adaptability 0.23 Moderate 

Competence Related SkillsĄ Career Adaptability 0.27 Moderate 

 

Mediation Test for Structural Model  

After testing the structural model, the stage of testing mediation relationships was initiated. In 

the framework of the research, the mediating effects of career calling, which is considered as a 

mediator variable, were tested. The nested models strategy was used to test the mediation effect in the 

study. 
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Testing the mediation effect according to the nested models strategy is based on determining 

the deterioration or improvement in the model by chi-square difference test by removing or adding the 

mediation-related paths from the structural model. 

In order to test the mediating effect of career calling in the relationship between competence 

related skills and communication skills and career adaptability, competence related skills and between 

communication skills and career adaptability the paths were removed from the model, respectively, 

and the distortions in the model were evaluated. 

First of all, when the path from competence related skills to career adaptability is removed 

from the model and the model is re-tested, the goodness of fit values; ɢ2/ df (128.44 / 60) = 2.14, p = 

.00, NFI = .92; CFI = .96; IFI = .96; GFI = .92; AGFI = .88; It was determined that RMSEA = .070 

(confidence interval for RMSEA = .054 ï .087). According to the result of the chi-square difference 

test, it was determined that removing the path to career adaptability from competence related skills did 

not cause a significant deterioration in the model (1.97, 1: p> .01). Since it was determined that there 

was no significant deterioration, it was decided to exclude this path from the model. 

Then, when the path from communication skills to career adaptability is removed from the 

model and the model is re-tested, the goodness of fit values; ɢ2/ df (132.90 / 61) = 2.18, p = .00, NFI = 

.92; CFI = .96; IFI = .96; GFI = .92; AGFI = .88; It was determined that RMSEA = .072 (confidence 

interval for RMSEA = .055 ï .088). According to the results of the chi-square difference test, it was 

determined that removing the path from communication skills to career adaptability did not cause a 

significant deterioration in the model (4.46, 1: p> .01). Since it was determined that there was no 

significant deterioration, it was decided to exclude this path from the model. 

As a result of the Chi-square difference tests, it was revealed that career calling was a full 

mediating relationship between competence related skills and communication skills and career 

adaptability. These findings showed that it is important for counselors to use career callings as well as 

having communication skills and competence related skills for career adaptability. The mediation test 

reached as a result of the analysis is given in Figure 4.3. 

 

Figure 4.3. Mediation Test Regarding Structural Model *p<.05 

Note. Com.Skills: Communication Skills; Competence: Competence Related Skills 
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Significance of Indirect Effects for the Structural Model 

The significance level of the indirect effects in the model was also tested with the 

Bootstarpping method (Shrout & Bolger, 2002). In this method, a statistical significance range is 

calculated by obtaining a certain number of samples from the sample within the scope of the study 

with the help of the program. Estimation ranges were calculated for the significance of indirect effects 

in the structural model, given in Table 4.8. 

Table 4.8  Bootstrap Test Results 

Independent Variable Mediator Variable Independent Variable 
Bootstrap 

Coefficient (ɓ) 
%95 CI 

Communication Skills Career Calling Career Adaptability .15* [.048, .288] 

Competence Related Skills Career Calling Career Adaptability .14* [.013, .288] 

Note. Bootstrap was conducted on 1000 samples (Hayes, 2017). ɓ = Standardized. * p <.05. 

 

When the bootstrapping coefficients in Table 4.8 and the confidence intervals of these 

coefficients are examined, it is seen that all indirect effects in the model are statistically significant at 

.05 level. Therefore; It has been proven that career calling has a full mediating effect on the 

relationship between communication skills and competence related skills and career adaptability. 

When the variances explained in the model in general are evaluated, it is determined that 

communication skills and competence related skills variables explain approximately 18% of the career 

calling variable, communication skills, competence related skills and career calling variables together, 

and approximately 52% of the career adaptability variable. 

CONCLUSION, DISCUSSION AND SUGGESTIONS 

In the research, it has been hypothesized that career adaptability will be affected statistically 

by career calling. This hypothesis is based on both empirical research results and theoretical 

explanations between career calling and career adaptability. When the studies of career calling and 

career adaptability in the literature (Douglass ve Duffy, 2015; Dumulescu, Balazsi ve Opre, 2015; 

Eryēlmaz & Kara, 2018a; Hall & Chandler, 2005; Hirschi ve Herrmann, 2013; Praskova, Hood ve 

Creed, 2014; Savickas & Porfeli, 2012; Xie, Xia, Xin, & Zhou, 2016), these two variables were found 

to be related. In the findings of this research, career calling has a positive and significant effect on 

career adaptability. In line with this finding, this research confirms the findings of the above-

mentioned studies and the interpretation of their theoretical explanations. 

In the research, it was hypothesized that communication skills may have a statistical effect on 

career adaptability through career calling. This hypothesis was created based on logical inferences and 

theoretical explanations (Sawin, 2018; Pan, Guan, Wu, Han, Zhu, Fu, & Yu, 2018). According to Pan, 

Guan, Wu, Han, Zhu, Fu, and Yu (2018), communication skills bring individuals' career adaptability 

to a positive point. Likewise, according to Sawin (2018), communication skills contribute to the career 

development of individuals. However, in this study, it was found that the communication skills of 

counselors did not have a significant effect on their career adaptability through career calling. 

Accordingly, this research hypothesis has not been confirmed. This finding in the study differs from 

the literature information in this respect. This finding can be considered in terms of the characteristics 

of the study group. It is extremely important to establish whether communication skills are really 

effective. For this, counselors should be evaluated in two groups as those who use communication 

skills effectively and those who do not. With this method, it can be revealed to what extent 

communication skills are effective. Thus, the effect of communication skills on the career 

development process of l counselors can be observed more easily as a process. To achieve this, 

counselors should be divided into two groups as those who use their communication skills effectively 

in the career development process and those who do not use them effectively. In this study, counselors 

were not divided into two as those who use communication skills effectively in the career 
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development process or those who do not use them effectively. At this point, the career adaptability 

process will not be the same between counselors who use communication skills effectively in the 

career development process and those who do not. If this study was conducted on counselors who use 

communication skills effectively in the career development process, communication skills would have 

a much greater impact on career adaptability. 

In the research, it was hypothesized that career adaptability would be affected statistically by 

competence related skills through career calling. This hypothesis has been established in line with the 

findings of both empirical research and theoretical explanations (Guan, Capezio, Restubog, Read, 

Lajom ve Li, 2016; Jiang, Hu & Wang, 2018; Koto, Febriaty, & Nasution, 2019; Larson & Daniels, 

1998; McLennan, McIlveen ve Perera, 2017). In the study conducted by Koto, Febriaty, and Nasution 

(2019), a significant and positive relationship was found between career adaptability and career 

decision-making self-efficacy. Jiang, Hu, and Wang (2018) revealed a significant and positive 

relationship between job self-efficacy and career adaptability. However, in the finding of this study, 

the effect of counselors' competence related skills on their career adaptability through career calling is 

not significant. At this point, this research hypothesis has not been confirmed. In this respect, it differs 

from research findings and theoretical explanations in the literature. 

In the research, the hypothesis has been developed that career calling can be statistically 

affected by communication skills. This hypothesis was developed based on the information and logical 

inferences inferred from theoretical explanations (Praskova, Creed, & Hood, 2015, Zhang, Hirschi, 

Dik, Wei, & You, 2018). According to Praskova, Creed, and Hood (2015), individuals' use of 

reflection skills in their career development processes and improving their communication skills with 

their environment contributes positively to their career calling. In addition, it is stated by Zhang, 

Hirschi, Dik, Wei, and You (2018) that positive development of self-expression skills in individuals 

will have a positive effect on their career callings. In the findings of this study, communication skills 

were found to be a significant and positive predictor of career calling. This finding is similar to the 

literature information. 

In the research, it has been hypothesized that competence related skills may affect career 

calling. This hypothesis was formed based on empirical research findings and logical deductions 

(Choi, Cho, Jung ve Sohn, 2018; Domene, 2012; Duffy, Allan, & Dik, 2011, Nath, 2017; Park, Sohn 

ve Ha, 2016). In the research study conducted by Duffy, Allan, and Dik (2011), it was found that there 

is a significant and positive relationship between career calling and career decision-making self-

efficacy. In her qualitative research, Nath (2017) stated that one of the variables that affect the career 

calling of individuals after they start to receive vocational education is self-efficacy. In this study, the 

hypothesis that counselors' competence related skills have a significant effect on their career callings 

was confirmed. This research finding supports the findings of the studies mentioned above. 

In the research, it was hypothesized that career calling has a mediating effect on the 

relationship between skills (communication skills and competence related skills) used in vocational 

identity experience areas for counselors and career adaptability. This hypothesis was created on the 

basis of both logical inferences and information derived from theoretical explanations (London, 1983; 

Savickas, 2005). In the study, the hypothesis that career calling has a full mediating effect on the 

relationship between skills (communication skills and competence related skills) and career 

adaptability used in vocational identity experience areas for counselors was confirmed. 

The closest theories that explain the findings are career construction model (Savickas, 2005) 

and career motivation model (London, 1983). In Savickas' career construction model, three important 

concepts are emphasized in the career adaptability process. These concepts; adaptivity, adaptability 

resources and adapting responses.  Adaptivity is defined as a personality trait that reflects the 

willingness of individuals while structuring their career development processes. Adaptability resources 

are expressed as self-regulatory powers or capacities that help individuals cope with current or 

anticipated changes in their career development. Adapting responses are explained as the real 

behaviors of individuals such as making career decisions, career exploration and career planning in 
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structuring career development processes (Johnston, 2018, Sverko & Babarovic, 2019). In line with 

the above information; When comparing the variables in this study with Savickas' career construction 

model concepts, it can be said that career calling coincides with adaptivity, skills used in vocational 

identity experience areas adaptability resources and career adaptability, career exploration and career 

planning adapting responses.  

In addition, this research finding can be explained by the career motivation model developed 

by London. According to London (1983), career motivation is defined as a multidimensional structure 

that reflects employees' behavior, thoughts and preferences in their career development and is affected 

by business elements. There are three important variables in the career motivation model. These 

variables are individual characteristics, situational variables, and career behaviors and decisions. 

Individual characteristics are a variable consisting of three domains for individuals to be aware of 

themselves and their abilities regarding their needs, interests and personality traits in career 

development processes. These three areas are career flexibility, career comprehension and career 

identity. Career comprehension is described as the energy source of motivation, which encourages 

individuals to make career behaviors such as making decisions and career plans in the career 

development process. Career identity is defined as the direction of motivation. Career flexibility is 

expressed as the continuity and protection component of motivation (London & Noe, 1977). 

Situational variables reflect many elements of the work environment that shape individuals' 

individual characteristics. Examples of these are employment policies, job design, group cohesion, 

leadership style, support for learning and skill development, career development and communication 

programs. Finally, the third variable includes career behavior and decisions, individuals' adaptation to 

changing environmental conditions, being aware of their abilities and interests, and as a result, 

determining career goals, discovering their careers and making career decisions (London, 1983). 

Based on the theoretical explanations stated above; When the variables in this study are matched with 

the variables in London's career motivation model, career calling corresponds to individual 

characteristics, skills used in vocational identity experience areas, situational variables, and career 

adaptability to career behavior and decision. As a result, this research finding was supported by the 

concepts of career construction model career structuring theory and career motivation model. 

Based on the results of this research, suggestions for practitioners and researchers have been 

developed. As suggestions for practitioners, a career adaptability model for counselors was reached in 

this study. These model dimensions can be shown as an important source of information for 

professionals working in university career research centers. The professionals working in this center 

should take into account the career callings of the counselors in career counseling services that they 

will develop and implement in order to train a counselor compatible with their career. Before 

increasing the career adaptability of counselors, they should regulate their career callings. They should 

also help them gain skills that they can use in vocational identity experience areas. In this research, it 

was determined that the communication skills, competence related skills and career calling of the 

counselors positively predicted their career adaptability. From now on, career counseling training 

programs can be organized in experimental research in the field of career counseling to increase the 

communication, competence related skills and career calling of counselors, and in this way, they can 

contribute to increasing their career adaptability. 

As suggestions for researchers, the effects of counselors with high career adaptability on their 

clients can also be addressed in the future. Qualitative research can be conducted to gather in-depth 

information to discover the causes of career adaptability processes of counselors and the factors that 

may be effective. This research was conducted with counselors working in schools affiliated to the 

Ministry of National Education. Similar studies can be conducted on teachers working in the field, 

counselors working in private schools or institutions, and teacher candidates studying in different 

undergraduate programs. 
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Abstract 

Translation courses in foreign language teaching are an important and integral part of language 

teaching at almost every level. Knowing how the translation course, which has such an important 

place in the eyes of students will help the language instructor to apply different methods and 

techniques during translation education. In addition, knowing the existence of foreign language 

department students' anxiety about translation courses may provide various benefits in language 

teaching. Accordingly, this study aimed to develop an Arabic translation course anxiety scale for the 

students of Arabic Translation and Interpretation departments. For this purpose, the item pool prepared 

by the researchers was presented to field experts for their opinion, and 19 items were deemed 

appropriate for the application. The designed scale was applied to 114 students from the Department 

of Arabic Translation and Interpretation, and a 5-point Likert-type 19-item scale was developed under 

a single factor in line with their analysis. The developed scale is a valid and safe tool and it is thought 

to be useful in determining the anxiety of Arabic Translation and Interpretation students towards 

translation lesson. 
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INTRODUCTION  

Translation plays an important role in the globalizing world where intercultural interaction is 

rapidly increasing. Because translation, which is defined as the transfer of words or text from one 

language to another in its simplest definition, is a communication tool between people speaking 

different languages. Translation, which started to develop with the desire of people speaking different 

languages to communicate, has become a necessity for effective communication in the international 

arena. People learn foreign languages to communicate with communities speaking different languages. 

However, since learning all languages is impossible, people overcome the problem of intercommunal 

communication through translation, which acts as a bridge between the two languages. 

The translation which is defined by Catford (1965, p.1) ñas an operation performed on 

languages: a process of substituting a text in one language for a text in anotherò is needed in every 

field from science to art and from literature to international relationships. The increase in 

intercommunal interaction in recent years has further increased the need for translation. 

Grossman believes that ñTranslation expands our ability to explore through literature the 

thoughts and feelings of people from another society or another time. It permits us to savor the 

transformation of the foreign into the familiar and for a brief time to live outside our own skins, our 

own preconceptions and misconceptions. It expands and deepens our world, our consciousness, in 

countless, indescribable waysò (Grossman, 2010, p.14). Newmark (1988, p.7) considers translation as 

a craft in which the translator tries to replace a written massage in one language by the same massage 

in another language. 

Anxiety is regarded as a part of human life that people have faced throughout their lives. 

Spielberger (1983) defines anxiety as ñthe subjective feeling of tension, apprehension, nervousness, 

and worry associated with an arousal of the nervous system.ò Scovel (1991, p. 18) further states, that 

ñanxiety is a psychological construct, commonly described by psychologists as a state of 

apprehension, a vague fear that is only indirectly associated with an object.ò It is a natural situation 

that translators who carry out translation activities in all areas of life, face anxiety. 

There are many factors that affect language learning such as fear, anxiety, and embarrassment. 

The most commonly studied emotion in second language learning is anxiety (Dewaele & MacIntyre, 

2014). Anxiety is a feeling that learners usually possess when they learn a new language. They have to 

confront uncertainty in their abilities and they may fear failure. This feeling is a negative component 

of learning a language (Klanrit, P., & Sroinam, R. 2012 p. 1). Based on this, we can say that learning a 

foreign language causes anxiety in students. We can say that students may experience anxiety during 

the translation learning process as well as during the foreign language learning process. Because the 

process of writing a sentence written according to the rules of the source language to in the target 

language according to the rules of the target language may cause anxiety in students. Based on this, we 

can say that the translation learning process can bring along anxiety in the students. 

Translators are communication and language experts who read, comprehend source text and 

translate it from source language to target language. In the translation activity process, translators want 

equivalence in their translation into the target language. Their sole purpose is to achieve equivalence 

in the target language. Deviation in the source text causes concern for them. In additionto this, 

intensive workload, difficulty of translation texts, short deadlines for translation and not being familiar 

with translation texts are among the causes of anxiety for translators. In translation, anxious translators 

cannot focus on the text and cannot present a good translation because decentralization does not allow 

them to get the concept of the texts to be translated. Ravakhah's study reveals that anxiety has impact 

on translators. In this study, it is seen that the translations made with low, medium and high anxiety 

differ from each other (Ravakhah, A., Dastjerdi, H. V., & Ravakhah, M. 2015). 
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Based on the above mentioned, it is aimed to develop an anxiety scale for translation in order 

to measure the anxiety of translators towards translation. 

The Place of Translation in Arabic Language Teaching in Turkey 

The existence of different languages brings along the existence of the phenomenon of 

translation. Translation activity, which has an important place in foreign language education, also has 

an important place in Arabic language education. This situation makes translation a compulsory 

activity to be used and learned in foreign language teaching. It is possible to see translation as an 

integral part of language education. G¿ngenci (2018, s.20), emphasizes that translation can be seen as 

a learning skill as reading, writing, listening and speaking, which are the four basic skills in language 

education. A person who learns a language other than their native language naturally needs to transfer 

what they have learned in a foreign language to their native language. This shows how important 

translation is in foreign language education. The aim of translation education, which has an important 

place in language education, is to give the learner the ability to translate between two language pairs. 

Y¿cel (2007, s.145), states that the view that a person who knows a foreign language can be capable of 

translating without the need for translation training is well established in the society, but the situation 

is not that simple at all. Especially in today's world, the view of organizing translation trainings for 

certain areas is gaining importance. In this case, the necessity of translation education at different 

academic levels gains important. When translation training is given in full, the differences between 

languages can be minimized through translation. CUITI was established in the mid-20th century to 

ensure cooperation between universities for academic translation education. This institution has listed 

the elements to be found in the translation education curriculum as follows (G¿r­aĵlar, 2016, s.91-94):  

ñ- An academic translation training program teaches students to analyze a written text and 

transfer it to the target language in accordance with the function of the text and the 

expectations of the target culture. During the program, the student is taught the basic elements 

and techniques of translation by working on different text types. 

- Successful translation training programs provide students with competence in their mother 

tongue and the languages they will use in translation. In addition, students should gain 

competence in intercultural communication and a theoretical perspective on translation. 

- Translation programs should teach different models and methods of translation, and students 

should give information about translation technologies. 

- Students should also acquire social skills and communication skills, and possess features 

such as the ability to conduct teamwork, which are the requirements of the professional 

world.ò 

In addition to the importance of translation education, having some theoretical knowledge 

about translation education will give a privilege those who will translate between languages . Yazēcē 

(2010, s.27), says that having theoretical knowledge in the field of translation expands the horizons of 

the translator, that is, it teaches you to look at translation from very different angles, rather than 

looking at it one-dimensional, and is instrumental in realizing that translation is not a transfer job 

limited to grammar and vocabulary. 

Arabic-Turkish translation mobility has a long history. Even if you look only at the field of 

literary translation, it is possible to see that literary works from modern Arabic literature have been 

translated from Arabic to Turkish (ķanverdi, 2019, ss. 90-92).   Su­in (2014, s.207), states that the 

novel took the first place in translations from Arabic to our language, followed by classical works, and 

in the third place the poem was translated. Therefore, translation has an important place in Arabic 

education. Referring to the Arabic language departments in Turkey, we can see translation courses in 

Arabic language departments.  
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Considering the curriculum of Arabic translation and interpretion departments, it is possible to 

say that there is an intensive translation education, while there is less translation courses in Arabic 

teaching and Arabic language and literature departments. 

Below are given some Arabic language departments in Turkey and Arabic-Turkish translation 

courses in the curriculum of these departments. With regard to Arabic language in Turkey there are 

Arabic language education, arabic language and literature and arabic translation and interpretation 

departments. 

Translation courses are available in every semester of the education level in relation to the 

content of the program in the Department of Arabic Translation and Interpretation in Ankara Yēldērēm 

Beyazēt University (AYBU) (Arap­a Programē M¿fredatē, 2020): 

Table 1. AYBU Arabic Translation and Interpretation Program Curriculum  

1. Year  

1. Semester 2. Semester 

Legal Translation I (Arabic-Turkish) Legal Translation II (Turkish-Arabic) 

Media Translation News Translation I (Arabic- Turkish) 

2. Year 

1. Semester 2. Semester 

News Translation II (Turkish-Arabic) News Translation III (Arabic-Turkish) 

Literary Translation I Consecutive Translation I (Arabic-Turkish) 

Legal Translation III (Arabic-Turkish) Literary Translation II 

 Legal Translation IV (Turkish-Arabic) 

3. Year 

1. Semester 2. Semester 

Consecutive Translation II (Turkish-Arabic) Consecutive Translation III 

Simultaneous Translation I (Arabic-Turkish) Simultaneous Translation II (Arabic-Turkish) 

Literary Translation III Tourism Translation II 

Tourism Translation I Technical Translation II 

Tecnical Translation I Religious Texts and Terminology Translation I 

Diplomacy Translation Medical Translation I 

Legal Translation V  

4. Year 

1. Semester 2. Semester 

Religious Texts and Terminology Translation II Digital Media Translation 

Medical Translation II  

 

As a department of Translation and Interpretation, the student who is successful in preparatory 

education receives translation education in different fields of translation in both semesters of each 

academic year for 4 (four) years when starting education at the undergraduate level. 

As a department of Translation and Interpretation, the student who is successful in preparatory 

education takes translation education in different types and fields of translation in both semesters of 

each academic year for 4 (four) years when starting education at the undergraduate level. Here, the 

courses of a department are taken as an example. The courses and contents of the same department in 

other universities may differ from this department. 

When the curriculum of the Department of Arabic Language and Literature at Ankara 

University is examined, it is seen that the following translation courses are available during the 

undergraduate period. (Ankara University Arabic Language and Literature Department Course List, 

2020): 



International Journal of Progressive Education, Volume 17 Number 6, 2021 

É 2021 INASED 

58 

Table 2. Ankara University Arabic Language and Literatur e Department Translation Courses 

2. Year 

1. Semester 2. Semester 

Turkish Arabic Translation I Turkish Arabic Translation II 

 

When the curriculum of the department of Arabic language and literature is examined, it is 

seen that the translation-oriented education is only available in the second year of the undergraduate 

period, and this translation course is only a translation course from Turkish into Arabic. The courses 

offered by other departments of Arabic language and literature in other universities on translation 

education vary from one to another. 

The curriculum prepared by the higher education board for faculties of education is applied in 

the Department of Arabic Language Education at Gazi University. When this curriculum is examined, 

the courses on translation education are as follows: (Arabic Teaching Undergraduate Program, 2018): 

Table 3. Arabic Teaching Undergraduate Program Translation Courses 

2. Year 

1. Semester 2. Semester 

Arabic Turkish Translation 1 Arabic Turkish Translation 2 

3. Year 

1. Semester 2. Semester 

Turkish Arabic Translation 1 Turkish Arabic Translation 2 

 

In the Department of Arabic language education at Gazi University, translation education 

between both language pairs is given in the 2nd and 3rd years during the undergraduate period. 

It is seen that translation courses are more intensive in translation and interpreting departments 

than the other departments in Turkey. However, the necessity of some updates in other departments 

regarding translation education can also be discussed. Because language education has become 

widespread and therefore translation education has gained importance, it is necessary to make an 

update by addressing different opinions on how the translation-oriented courses and their contents 

should be included in the curriculum. The reason for this intercultural communication based on a long 

history between the Arabic-Turkish language pairs. In fact, when we look at the translations made 

from Arabic to other foreign languages, it can be said that the translated works made into Turkish lag 

behind in quantity. Depending on the cultural communication between these two cultures, the 

necessity of updates in translation education in the fields of Arabic language in Turkey should be 

discussed. Accordingly, in this study, it was thought to develop an anxiety scale in order to understand 

the level of anxiety of Arabic translation and interpretation students towards Arabic translation. 

Aim of Study 

Scales are measurement instruments that determine the rules and restrictions to be followed in 

order to classify, rank or determine the quantity and degree of the properties subject to measurement. 

In addition to facilitating the measurement process, scales also enable the determination of the quality 

of the results obtained. Scientific development is based on measurement and measurements made with 

sensitive scales also increase this development. (Tavĸancēl, 2002). The aim of this study is to develop 

a valid and safe Likert type scale that can be used to measure the anxiety levels of students studying in 

Arabic Translation and Interpreting departments of universities. 
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Participants 

The research was carried out with 114 students studying in a state university, Faculty of 

Humanities and Social Sciences, Department of Translation and Interpretation (Arabic). The study 

group consisted of 28.07% of prep class students, 30.4% of 1st grade students, 18.42% of 2nd grade 

students, 22.81% of 3rd grade students and 0.88% of 4rd grade students. 

Instruments 

The following steps given in the literature were followed in the preparation of the scale. 

(Karasar, 2009; Tavĸancēl, 2005): 

¶ Creating an item pool 

¶ Deciding on the type of scale in which the reactions against each sentence are stated 

¶ Pre-application by taking expert opinion 

¶ Making validity and reliability studies 

The literature on the concepts of anxiety and translation studies was examined in order to 

write items on the Arabic translation lesson anxiety scale. Studies on similar subjects such as 

translation anxiety and foreign language anxiety were analyzed, and the scales used in these studies 

were examined. (U­ar, 2013; U­ar, 2015; Aydēn ve Ustuk,2020; Russell, 2020). 

In the first stage, a draft form consisting of 25 items was prepared in order to develop a valid 

and reliable measurement tool to measure the anxiety of students studying in the Department of Arabic 

Translation and Interpretation at universities. 

Content validity is an expert opinion on the extent to which items or questions can explain the 

target area. (Christensen, 2004). This type of validity is carried out by obtaining expert opinion on 

measuring different properties of the items and reflecting the subject in the scale according to the 

specified target area. 

In content validity, rather than the model of the answers or measurement, the representation of 

the scale to the targeted subject content is discussed. (Cohen, Manion & Morrison, 2002). 

In the second stage, the expressions in the draft form were presented to expert opinion in order 

to evaluate the adequacy of the expressions in measuring the anxiety level, sampling and content 

validity. 

A table of tokens was presented to 4 Arabic languages and 2 assessment and evaluation 

experts to evaluate the scale and their opinions were received. Then, some of the items in the draft 

form were corrected and 6 items were removed from the scale. Thus, the measurement range 

consisting of 19 items was made suitable for statistical validity-reliability study. 

Likert-type five-point grading consisting of "strongly disagree", "disagree", "undecided", 

"agree", "absolutely agree" was used in the scale. In the scale, numerical expressions ranging from 1 to 

5 were given from "strongly disagree" to "absolutely agree" to indicate the level of anxiety. 

Data Analysis 

In this section, the results of the validity-reliability analysis of the Arabic translation lesson 

anxiety scale developed are presented. In the study, frequency analysis results of demographic 

variables and descriptive statistics for scale items were firstly included. In order to determine the sub-
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dimensions of the scale, Varimax rotation and Principal Components estimation techniques and 

explanatory factor analysis (EFA) were applied. Horn's parallel method was used to determine the 

most appropriate factor number.  

Cronbach Alpha and reliability analysis were applied to evaluate the developed internal 

consistency. The Arabic translation course developed was evaluated with confirmatory factor analysis 

(CFA) to test the validity of the anxiety scale. Since the data of the Arabic translation lesson anxiety 

scale are likert type and categorical, the Diagonal Weighted Least Squares (DWLS) technique was 

preferred in the estimation stage of the CFA. In addition, the affinity validity was examined by 

calculating the AVE (Mean Explained Variance) and CR (Structural Reliability) values of the scale. 

All of the statistical analyzes were carried out with the R-Project program (R Core Team, 2020) and 

lavan (Rosseel, 2012), semTools (Jorgensen et al., 2021) packages. The margin of error in the study 

was evaluated at a 95% confidence level (p <0.05). 

Table 4. Frequency distribution of demographic information of individuals 

Variable n % 

Gender 

   Woman 85 74.56 

 Man 29 25.44 

Age 
  

 18-22 87 76.32 

 23-27 22 19.30 

 28-32 1 0.88 

 33-37 2 1.75 

 38-42 1 0.88 

 43 years and older 1 0.88 

Class 
  

 1st Class 34 29.82 

 2st Class 21 18.42 

 3st Class 26 22.81 

 4st Class 1 0.88 

 Preparatory class 32 28.07 

n: Number of Observations%: Percentage data 

 

The frequency distributions of the demographic information of the individuals participating in 

the study are given in Table 1. In the frequency analysis, the distributions regarding the gender, age 

and class groups of the individuals participating in the study were obtained.  

Table 5. Results of the explanatory factor analysis of the Arabic translation lesson anxiety scale 

Item F1 Community 

s9 0.820 0.672 

s17 0.756 0.572 

s7 0.748 0.559 

s8 0.744 0.553 

s4 0.740 0.548 

s3 0.733 0.537 

s14 0.716 0.513 

s11 0.701 0.491 

s16 0.699 0.489 

s2 0.675 0.456 

s10 0.660 0.435 

s5 0.645 0.415 

s12 0.593 0.352 

s18 0.587 0.345 

s6 0.577 0.333 

s1 0.574 0.329 

s19 0.562 0.316 

s15 0.562 0.316 

s13 0.551 0.304 
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Table 5 shows EFA results of the Arabic translation lesson anxiety scale. According to Horn's 

parallel method, the scale is represented under a factor. According to the variance explanation rate, the 

Arabic translation lesson anxiety scale can be explained by a single factor at the level of 49.9%. 

According to these results, factor loadings of all items belonging to EFA are above 0.50 under a single 

factor. Ayrēca ºl­ek maddelerine ait kom¿naliteler 0.30ôdan y¿ksektir.   

Table 6. Basic hypothetical findings of the Arabic translation lesson anxiety scale regarding EFA 

process 

KMO 0.850 

Bartlett Test of Sphericity 644.070 

p <0.001 

 

In Table 6, Kaiser Meier Olkin (KMO) sampling adequacy statistics and Bartlett's test of 

sphericity are presented for the Arabic translation lesson anxiety scale, including the basic 

assumptions of EFA findings. The KMO statistic is over 0.7 (KMO=0.850>0.7) and this result 

indicates that the Arabic translation lesson anxiety scale is sufficient for the sample. As a result of 

Bartlett's test of sphericity, there is a statistically significant correlation between the items of the 

Arabic translation lesson anxiety scale (p <0.05).  

Table 7. Reliability analysis results of Arabic translation course anxiety scale 

Item Med IQR Corrected correlation Alfa if item deleted Cronbach Alfa 

s9 2 1 0.808 0.923 

0.930 

s17 3 2 0.748 0.924 

s7 2 2 0.728 0.925 

s8 4 3 0.708 0.925 

s4 3 3 0.725 0.925 

s3 3 2 0.725 0.925 

s14 2 2 0.685 0.926 

s11 4 3 0.703 0.925 

s16 3 3 0.681 0.926 

s2 3 2 0.658 0.926 

s10 2 3 0.655 0.927 

s5 2 2 0.632 0.927 

s12 2 1 0.555 0.928 

s18 3 3 0.590 0.928 

s6 3 2 0.564 0.928 

s1 3 2 0.553 0.928 

s19 3 2 0.576 0.928 

s15 2 2 0.543 0.928 

s13 3 2 0.552 0.928 

Med: Median, IQR: Inter-Kantian gap 

 

In Table 7, descriptive statistics and Cronbach Alpha reliability analysis results for the sub-

items of the Arabic translation lesson anxiety scale are shown. As a result of the Cronbach Alpha 

reliability analysis, all of the corrected correlation values for the items of the Arabic translation lesson 

anxiety scale were found to be positive. Since no increase in the reliability coefficient is observed 

when the item is removed from the Arabic translation course scale, no item has been removed. The 

Cronbach Alpha coefficient of the scale was calculated as 0.930 and it was determined that the 

developed scale was highly reliable.  
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Figure 1: CFA graph for the Arabic translation lesson anxiety scale 

 

Table 8: CFA statistics for the Arabic translation lesson anxiety scale 

Item ɼ STD(ɼ) z-statistics p 

s9 1.000 0.812 - - 

s17 1.071 0.758 12.355 <0.001 

s7 1.205 0.838 13.088 <0.001 

s8 1.017 0.723 11.928 <0.001 

s4 1.178 0.850 12.953 <0.001 

s3 1.214 0.858 13.112 <0.001 

s14 0.959 0.636 11.066 <0.001 

s11 0.657 0.515 10.027 <0.001 

s16 0.978 0.744 12.087 <0.001 

s2 1.116 0.769 12.263 <0.001 

s10 0.971 0.724 11.830 <0.001 

s5 0.668 0.561 10.266 <0.001 

s12 0.490 0.365 7.317 <0.001 

s18 0.827 0.561 10.331 <0.001 

s6 1.128 0.782 12.535 <0.001 

s1 0.736 0.595 10.585 <0.001 

s19 0.982 0.638 10.987 <0.001 

s15 0.794 0.597 10.460 <0.001 

s13 1.286 0.838 12.851 <0.001 

ɓ: Beta coefficient; STD (ɓ): Standardized B-beta coefficient 

 

Table 8 shows the CFA statistics regarding the Arabic translation course anxiety scale. Figure 

1 shows the CFA graph for the Arabic translation lesson anxiety scale. According to the CFA findings, 

all items of the Arabic translation lesson anxiety scale are collected in a statistically significant way (p 

<0.05). Standardized path coefficients in all items of the scale are also above 0.40.  

Fit indexes of the developed Arabic translation lesson anxiety scale were calculated as a result 

of CFA. According to the fit indices, the chi-square statistic was calculated as … 90.594 (sd = 152) 

and the ratio of …/sd=0.596 was found below 2. As a result of CFA, according to the significance 

value of the model (p = 1.000), it was determined that there was a significant harmony with the 

research data of the developed Arabic translation lesson anxiety scale.  

Other CFA fit indices of the Arabic translation lesson anxiety scale were calculated as CFI = 

1, GFI = 0.976, AGFI = 0.970, TLI = 1, NNFI = 1, IFI = 1 and all statistics are above 0.9. One of the 

fit indices, RMSEA was found to be 0.000 and this error value is below 0.05. When the CFA findings 

are examined in general, it is seen that the developed Arabic translation course anxiety scale is 

statistically valid. (Mulaik et al., 1989). 

s9 s17 s7 s8 s4 s3 s14 s11 s16 s2 s10 s5 s12 s18 s6 s1 s19 s15 s13 

F1 

0.81 0.76 0.84 0.72 0.85 0.86 0.64 0.52 0.74 0.77 0.72 0.56 0.37 0.56 0.78 0.59 0.64 0.6 0.84 
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Affinity validity was calculated as CR = 0.952 and AVE = 0.504 for the subscale of the scale. 

Since CR> AVE and AVE> 0.50 conditions are also met for these values, the affinity validity of the 

Arabic translation lesson anxiety scale is provided. 

RESULTS 

In this study, it was aimed to develop a translation course anxiety scale for students. The draft 

form of the scale with 19 items was applied to 114 undergraduate students. The Cronbach Alpha 

coefficient of the scale was calculated as 0.930 and it was determined that the developed scale was 

highly reliable. The designed scale was collected under a single factor. As a result of Bartlett's test of 

sphericity, it was observed that there was a statistically significant correlation between the items of the 

Arabic translation lesson anxiety scale (p <0.05). As a result of CFA, according to the significance 

value of the model (p = 1.000), it was determined that there was a significant harmony with the 

research data of the developed Arabic translation lesson anxiety scale. In addition, the affinity validity 

of the Arabic translation lesson anxiety scale is provided. The items in the scale consist of problems 

arising due to anxiety during the translation process. This scale is suitable for determining the anxiety 

of the students of Arabic Translation and Interpretation, Arabic Language Teaching and Arabic 

Language and Literature departments about translation courses. 

Since some of the items determined by the researchers cannot be included in the scale, 

additional interviews can be made with the students while determining the items. In addition, 

researchers can work with different sample groups in order to reach more comprehensive information 

within the framework of scientific attitudes and continue their studies by using qualitative research 

method. 
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Ek-1 

¢eviri Dersine Yºnelik Kaygē ¥l­eĵi 

Sevgili ¥ĵrenciler,  

Bu ºl­ek ñ­eviri dersine yºnelik kaygēnēzē tespit etmek amacēyla hazērlanmēĸtēr. Toplam 20 

madde i­ermektedir. Ankete vereceĵiniz yanētlar ­eviri dersine yºnelik karĸēlaĸēlan problemleri tespit 

etme ve ­ºz¿m ºnerileri sunma a­ēsēndan b¿y¿k ºnem taĸēmaktadēr. Araĸtērmaya katkēlarēnēz i­in 

teĸekk¿r ederiz. 

1.Cinsiyetiniz nedir? 

(   ) Erkek           (   ) Kadēn  

2.Yaĸēnēz nedir?  

(   ) 18-22 yaĸ                 (   ) 23-27 yaĸ                 (   ) 28-32 yaĸ               (   ) 33-37 yaĸ             

(    ) 38-42 yaĸ                  (   ) 43 veya daha yukarēsē yaĸ 

3.Hangi ¿niversitede eĵitim almaktasēnēz?  

ééééééééééééééééééé.. 

4.Ka­ēncē sēnēftasēnēz?   

(   ) Hazērlēk Sēnēfē   (   ) 1. Sēnēf             (   ) 2. Sēnēf            (   ) 3. Sēnēf           (   ) 4. Sēnēf 

L¿tfen yanētlarēnēzē yuvarlak i­ine alērken aĸaĵēdaki derecelendirmeyi gºz ºn¿nde 

bulundurunuz. 

1= Kesinlikle katēlmēyorum 

2= Katēlmēyorum 

3= Kararsēzēm 

4= Katēlēyorum  

5= Kesinlikle katēlēyorum 

1-¢eviri yaparken hata yapmak beni endiĸelendirir. 1 2 3 4 5 

2-¢eviri yaparken kendimi yetersiz hissettiĵim i­in kaygēlē olurum. 1 2 3 4 5 

3-¢eviri yaparken ¿zerimde baskē hissederim. 1 2 3 4 5 

4-¢eviri yaparken kendime yeteri kadar g¿venmiyorum. 1 2 3 4 5 

5-Ķlgi alanēm dēĸēndaki konularda ­eviri yaparken kendime g¿venmem. 1 2 3 4 5 

6-¢eviri yaparken metinde bilmediĵim kelime ile karĸēlaĸtēĵēmda tedirgin olurum. 1 2 3 4 5 

7-¢eviri yapmanēn zor bir iĸ olduĵunu d¿ĸ¿nd¿ĵ¿m i­in ­eviri esnasēnda endiĸeli olurum. 1 2 3 4 5 

8-¢eviri dersinde hazērlēksēz ­eviri yapmak zorunda olduĵumda endiĸe duyarēm. 1 2 3 4 5 

9-Yaptēĵēm ­evirinin beĵenilmeyeceĵinden korkarēm. 1 2 3 4 5 

10-Yaptēĵēm ­evirilerin doĵruluĵundan emin olamam. 1 2 3 4 5 

11-¢eviriyi yapamadēĵēm zaman kendimi kºt¿ hissederim. 1 2 3 4 5 

12-¢eviri yaparken hata yaptēĵēmda ­eviriden soĵuyacaĵēmē d¿ĸ¿n¿r¿m. 1 2 3 4 5 

13-¢eviri derslerinde diĵer ºĵrencilerin benden daha iyi ­eviri yaptēĵēnē d¿ĸ¿n¿r¿m. 1 2 3 4 5 

14-¢eviri derslerinde hata yaptēĵēmda diĵer ºĵrencilerin benimle dalga ge­eceĵini d¿ĸ¿n¿r¿m. 1 2 3 4 5 

15-¢eviri derslerinde ºĵreticiye soru sormaktan ­ekinirim. 1 2 3 4 5 

16-¢eviri derslerinin sēnavlarēnda kendimi gergin hissederim. 1 2 3 4 5 

17-¢eviri derslerinde ºĵretici soru sorduĵunda kendimi gergin hissederim. 1 2 3 4 5 

18-¢eviri dersinde sorulara gºn¿ll¿ olarak cevap vermekten ­ekinirim. 1 2 3 4 5 

19-Ķlgi alanēm dēĸēnda bir metni ­evirirken huzursuz olurum. 1 2 3 4 5 
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Abstract 

Contemporary theories emphasize the importance of teacher leaders who can impress and sincerely 

value the student and become a model and guide in the process of learning and production in order to 

be successful in the transformation and development of the educational organizations. The purpose of 

this study is to investigate the phenomenon of teacher leadership from the teachers' perspective and 

raise the awareness of teachers on their teacher leadership level. In that sense, the teachers were asked 

about the qualities a teacher leader must have, the obstacles to become a teacher leader, and the ways 

to improve leadership skills. The study group consists of 40 teachers who serve in primary, secondary, 

high school, and private schools in Trabzon province of Turkey. A semi-structured interview form was 

used to collect the research data, and the data were analyzed manually by using the content analysis 

technique. As a result of the research, key characteristics of teacher leaders were found to be being fair 

and reliable as a person, self-developing and a role model as a professional, and having effective 

communication skills as a social person. The emerging results from the views of the teachers showed 

that administration, colleagues and hierarchical structure of the system pose crucial obstacles for 

teacher leaders, and in order to nurture teacher leadership in schools teachers should be provided with 

professional development opportunities especially through with trainings focusing on improvement of 

leadership skills. 
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INT RODUCTION  

For a long time, only the principals and other administrator stuffs have been recognized as the 

ñleadersò in schools, yet there has been an increased recognition, in recent years, that more attention 

needs to be paid to óteacher leadershipô (Sinha & Hanuscin, 2017). Leadership in education plays a 

pivotal role in schools' progression and provide a vision, guide, and support for change for the better, 

and leaders who have impact on organizational change donót necessarily need to be positioned at the 

top of the organization. (Harris and Muijs, 2005).  

Contemporary approaches describes teacher leadership as part of a broad structure that 

elucidate the learning stance to improve other teachers and empower their leadership capacities, values 

the students sincerely, and encourages them to learn and produce new roles and ideas both for the 

school-development process and student learning (Khan and Malik 2013; Nappi, 2014; Uribe-Florez et 

al. 2014).  

Danielson (2006) defined teacher leadership as the abilities, responsibilities, passion, and 

expertise that enable the teacher to influence, persuade, and mobilize those outside of the classroom in 

order to increase the success of the school while continuing to teach students. Huth (2002) stated that 

teacher leadership is defined as a collegial, collaborative, and open process that begins with an interest 

in a subject and culminates in sharing the knowledge with colleagues. Murphy (2005) describes the 

characteristics of teacher leadership as influencing the behavior of students and adults in school, 

encouraging people, helping students through helping other teachers, and encouraging joint decisions 

for school development. According to Frost (2010) teacher as a leader means ''taking the initiative to 

improve practice, acting strategically with colleagues to embed change, gathering and using evidence 

in collaborative processes, contributing to the creation and dissemination of professional knowledge'' 

(p.210). Teacher leaders are defined as the ones who lead in and out of the classroom, continue their 

learning, motivate their colleagues for the realization of advanced instructional practices and take 

responsibility for achieving positive results. (Katzenmeyer and Moller, 2013).  

Teacher leaders must have some skills to exercise leadership in their schools. These skills are 

explained by Danielson (2006) as using evidence and data in decision making by recognizing an 

opportunity and taking initiative; mobilizing people and resources around a common purpose; 

monitoring progress and adjusting the approach as conditions change; sustaining the commitment of 

others and predicting negativity, and contributing to a learning organization.  

Based on all these definitions, it can be stated that developing teacher leadership is 

fundamental to empowering teachers and improving teacher professionalism (Crowther, Ferguson, and 

Hann, 2009). Teachers who have remarkable skills in pedagogy and strong willingness to help other 

teachers are critical for school success. These teachers can offer alternative leadership forces in 

addition to executive leadership (Pang and Miao, 2017). However, the question of whether teacher 

leadership exists in a school is not the issue; rather the problem is how long it exists, how it emerges 

and is enacted or restricted by the dominant organizational structure and culture. (Supovitz, 2018). 

Given these points, it can be said that teacher leaders are resources that are often not utilized to their 

fullest potential (Cosenza 2015; Greenlee, 2007).   

Research supports the dissemination of leadership ideas in education and encouraging teachers 

to take ownership of the school and contribute to the schoolôs development by delivering quality 

teaching (Ankrum, 2016; (Leithwood et al., 2004). In this respect, one of the variables related to 

teachersô professional behavior is thought to be a school culture that supports teacher leadership. 

(Demir, 2014). A principal's power-sharing, vision-sharing, and having a philosophy of raising 

teachers' awareness of administrative ideas, decisions, and policies are also perceived as a key feature 

of building teacher leadership capacity (Angelle and Teague, 2014).  

Teacher leadership is a leadership style that focuses on improving learning and is based on the 

principles of professional collaboration, development, and growth. It is not a formal role, 
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responsibility or set of tasks. Rather, it is more a form of an agency that teachers are empowered to 

lead improvement work which has direct influences on the quality of teaching and learning (Lazaro, 

2011). To contribute to school development, it is imperative to understand the underlying beliefs of 

teachers concerning the improvement of teacher leadership. Among these perspectives, the support 

and facilitation provided by the principal are the key factors that directly affect teachers' professional 

commitment, formal and informal participation in decision-making processes, and willingness to 

assume leadership responsibility in schools (Hulpia & Devos, 2010). 

However, a closer look to the literature reveals that although attempts to improve teacher 

leadership practices have gained momentum in recent years, there is still lot to discover about the 

ways for the effective preparation and supporting of teacher leaders (Berg, Carver, & Mangin, 2014). 

In addition, examining teachers' perspectives on teacher leadership will provide them with a window 

of opportunity to become aware of themselves as leaders (Angelle and Schmid, 2007). With these in 

mind, this study aimed to reveal the opinions of teachers, working in different school types (primary, 

secondary, high school, and private school) in Trabzon, about teacher leadership. 

In this study, teachers were asked about the characteristics that a teacher leader must have, the 

barriers to become a teacher leader, and the ways to enhance their leadership skills. In this way, the 

concept of teacher leadership was examined through investigating the teachers' evaluations about the 

issue, and it was aimed to increase the awareness of teachers about their leadership levels, thus 

contributing to the production of more effective and efficient education policies. This study aimed to 

answer the following research questions: 

1. What are the characteristics that teacher leaders should have according to teachers? 

2. Are there any obstacles to become a leading teacher according to the teachers? If so, what 

are they? 

3. What are the ways to enhance teachers' leadership skills in schools? 

METHOD  

Research model 

Qualitative research is the preferred methodological paradigm in the research, as the data are 

to be examined in depth within their natural environment. (Yēldērēm and ķimĸek, 2016). Basic 

qualitative research focuses on how people interpret their experiences, construct their worlds, and 

make sense of their lives (Merriam, 2013, p.23). 

Study group 

Maximum variation sampling was employed as the sampling method to reveal the common or 

different aspects and patterns between various situations which show alignment with the purpose of 

the study and research problems (B¿y¿kºzt¿rk et al., 2010). To represent different dimensions of the 

problem and clarify varying opinions, the study group includes 40 teachers from 10 primary, 10 

secondary, 10 high schools, and 10 private schools, working in the central district of Trabzon. They 

were randomly selected from different schools among those who volunteered to participate in the 

study. To clearly reflect the perspectives of the participant teachers on the teacher leadership, attention 

was paid to the selection of 10 teachers from different schools at primary, secondary, high school, and 

private school levels. Primary school teachers are coded as P1, P2..., secondary school teachers are 

coded as S1, S2..., while high school teachers are coded as H1, H2é and private school teachers are 

coded as PR1, PR2... The demographic information of participants who volunteered to participate to 

the study is presented in Table 1. 
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Table 1. The Distribution of Participants in terms of Demographics 

School Gender Seniority Degree Discipline 

Primary 

School 

6F, 4M 16-20 years (2) 

20+ years (8) 

Bachelor (9) 

Associate (1) 

Classroom  (10) 

Secondary 

School 

7F,3M  1-5 Years (2) 

6-10 years (3)  

11-15 years (3) 

16-20 years (1) 

20+ years (1) 

Bachelor (10) Science (2)  

Turkish (2) 

English (2)  

Vocational training (1) 

Social studies (1) 

Mentally handicapped (1) 

Music teacher (1) 

Private 

School 

6 F, 4M 1-5 years (2) 

5-10 years (1)  

6-10 years (2) 

11-15 years (3)  

16-20 years (1)  

20+ years (1) 

Bachelor (9) 

Master (1) 

Geography teacher (1) 

Turkish language teachers (2) 

Classroom (4)  

Math (1)  

Social studies (1)  

Physical education teacher (1) 

High School 6F, 4M 1-5 years (1) 

6 -10 years (1) 

11-15 years (1) 

16-20 years (5) 

20+ years (2)  

Bachelor (9) 

Master (1) 

Turkish language teachers (3) 

German language (1) 

Special education (1) 

Math (2) 

Vocational trainer (1) 

English language (1)  

Health education teacher (1) 

 

6 of the teachers participated in the research in primary schools were female and 4 were male, 

while 2 teachers had 16-20 years seniority and 8 teachers had 20+ years. One of the teachers had an 

associate degree while 9 of them hold a bachelor's degree, and the whole group consisted of classroom 

teachers.  

At the secondary school group, 7 of the teachers were female and 3 were male, 2 teachers had 

1-5 years, 3 teachers had 6-10 years, 3 teachers had 11-15 years, 1 teacher had 16-20 years, and 1 had 

20+ years seniority. All of the teachers hold a bachelor's degree in this group. The group was 

composed of 2 sciences, 2 Turkish, 2 English, 1 vocational education training, 1 social studies, 1 

special education, and 1 music teacher.  

In private schools group, there were 6 female and 4 male teachers. 2 of them had 1-5 years, 1 

teacher had 5-10 years, 2 teachers had 6-10 years, 3 teachers had 11-15 years, 1 teacher had 16-20 

years, and 1 teacher had 20+ years seniority. One of the teachers had a master's degree, and the others 

had an undergraduate education. Regarding the private schools group, 1 of the teachers was geography 

teacher, 2 of them were Turkish language teachers, 4 of them were classroom, 1 was math, 1 was 

social studies, and 1 was physical education teacher.  

When it comes to the distribution of teachers in high schools, 6 female and 4 male teachers 

participated in the study. 1 of them had 1-5 years, 1 had 6 -10 years, 1 had 11-15 years, 5 had 16-20 

years, and 2 had 20+ years seniority. Only 1 of the teachers had a master's degree. While 3 of the 

teachers were Turkish language teachers, 1 was German language, 1 was special education, 2 were 

math, 1 was a vocational education training teacher, 1 was English language, and 1 was a health 

education teacher.  

Data Collection 

A semi-structured interview protocol was used to obtain teachers' views on teacher leadership. 

While forming the interview protocol, the researchers aimed to locate intentional and necessary variety 

of questions considering the research questions and the purpose of the study (Meriam, 2013). 

Afterwards, 2 experts from the educational sciences department were consulted to review the protocol 

in terms of its content and appropriateness for the aim of the study and research questions. A pilot 

interview was conducted with 7 teachers in order to test the validity of the interview questions, and no 
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problem was observed. Teachers who participated in the pilot interviews were not included in the main 

study. In the process of collecting the data, all of the primary, secondary, private, and high schools in 

Trabzon were listed. Then, 5 schools were selected by simple random sampling for each application 

and the administrators of these schools were informed about the content of the study. Instead of 1 

secondary school and 1 high school whose teaching stuff did not want to participate in the study, two 

new schools were chosen with the help of simple random sampling.  

Before the interviews, the teachers were informed about the purpose and significance of the 

study and provided with information about the confidentiality issues. Personal and face-to-face 

interviews were conducted on a designated day and time and in a place deemed appropriate by the 

participant teacher. Participant confirmation was sometimes used to check whether the answers of the 

participants were correctly understood during the interviews. The interviews with the participant 

teachers lasted about 15 to 20 minutes. All interviews were recorded and then transcribed by the 

researchers. After reading the written opinions several times, they were grouped under certain codes, 

categories, and themes (Creswell, 2012).  

Data Analysis 

Content analysis which aims to reach the concepts and relationships to explain the data in 

depth was used in the analysis of the research data (Silverman, 2001). During the analysis of the data 

the systematic procedure of content analysis was employed, which involves coding of the data, finding 

the categories and then the themes, organizing and defining the data according to the themes and 

interpreting the findings (Yēldērēm and ķimĸek, 2016). 

In the analysis and interpretation of the data, firstly coding and elimination were conducted. In 

this phase, each participant was allocated a code. From the collected data, categories, such as the 

characteristics that teacher leaders should have, the barriers to become a teacher leader, and the ways 

to increase leadership skills, were reached. Then, the themes expressed by the codes were found. In the 

next step, the findings were described and interpreted using the data. 

To ensure the internal validity, opinions were encoded, and the codes were supported by direct 

quotations. Significance and completeness of the findings were tested by the researcher continuously. 

To ensure the consistency of the findings, the consistency of the concepts constituting the themes was 

evaluated and tested to make a meaningful whole.  To ensure the external validity, details of the 

research process were explained. The findings were interpreted by comparing them with the related 

literature and real situations in practice were tried to be reached. (Demir et al., 2015) In addition, in 

order to ensure reliability, a clear definition of the data source of the research were provided through 

presenting the demographic characteristics of the participants in a table and only those teachers who 

volunteered to participate in the study were selected for validity and reliability. (Yēldērēm and ķimĸek, 

2016: 274-275). In addition, in order to prevent the influence of the researcher on the data while trying 

to reveal the participants' thoughts about teacher leadership, participant confirmation was used to 

check whether the answers were understood correctly; and thus, an objective attitude was adopted as 

much as possible to ensure external reliability.   

To increase the credibility, it is one of the methods to ask experts who have general 

knowledge about the researched subject and specialized in qualitative research methods to examine the 

research in various dimensions. (Creswell, 2012). Therefore, in addition to examination of related 

literature, the opinions of two experts from educational science department of a university were asked 

to ensure that the themes were classified correctly. The results obtained from the expert opinions were 

compared with the codes and themes obtained by the researcher. In the comparisons, the number of 

consensus and disagreement was determined, and the reliability formula developed by Miles and 

Huberman (2015) (reliability= consensus/ consensus+ dissidence) was used for the reliability of the 

data analysis. According to the coding control which gives internal consistency, the consensus among 

the encoders is expected to be at least 80%. Also, in the reliability study conducted specifically for this 

study, a consensus (reliability) of 86%, 89% and 91% was achieved, respectively. In the presentation 
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of the findings, direct quotations from the participants were also included to support the themes. In the 

last stage, the number of participants representing each category (f) and their percentage (%) was 

calculated.  The obtained values were interpreted by presenting them in tables. 

FINDINGS 

Teachers' views on the characteristics of teacher leaders 

When the participant teachers were asked about the characteristics of teacher leaders, 44 

teacher leadership characteristics were revealed. 19 of these characteristics were related to personal 

characteristics of teachers, 17 of them were about professional characteristics of teachers and 8 were 

associated with the social characteristics of teachers. Among these, the most common teacher 

leadership characteristics was found to be being able to improve himself (f = 16), and having effective 

communication skills (f = 14).  These features are followed by being a role model, an example (f = 

12), fair (f = 11), reliable, trusting others (f = 10), influencing others (f = 10), solution-oriented (f = 8), 

vision holder ( f = 8), open to innovation (f = 8), expert in his field (f = 8), loving and respecting his 

students (f = 8), successful in classroom management (f = 6), guiding, encouraging (f = 6), and having 

a strong character (f = 6).  73 of the opinions about the characteristics of teacher leaders were 

proposed by high school teachers, 54 of them by secondary school teachers, 49 of them by private 

schools, and 38 of them by primary school teachers.  Table 2 illustrates the opinions of teachers about 

the characteristics of teacher leaders. 

Table 2. Characteristics of teacher leaders according to teachers 

Characteristics of teacher leaders f % T 

Personal  

 

Fair 11 28  

Reliable, trustworthy 10 25  

Strong character 6 15  

Persuasive 4 10  

Confident 3 8  

Possessing values and sharing  3 8  

Being aware of strengths and weaknesses 3 8  

Open-minded  3 8 19 

Tolerant, understanding, harmonious 3 8  

Patient 3 8  

Hardworking 2 5  

Cheerful 2 5  

Effective decision-maker 2 5  

Esteemed 2 5  

Hopeful, positive thinker 2 5  

Good listener 2 5  

Good sense of humor 1 3  

Questioner 1 3  

Responsible 1 3  

Professional  

 Self-improving 16 40  

Role model 12 30  

Solution-oriented  8 20  

Vision holder 8 20  

Innovative 8 20  

Professionalism 8 20 17 

Loving and respecting students 8 20  

Effective classroom manager 6 15  

Guiding, encouraging 6 15  

Knowing students well 5 13  

Passionate about his/her job 5 13  

Using technology well 4 10  

Encourage to think differently 3 8  

Good at crisis management 3 8  

Researcher 3 8  

Inclusive 1 3  
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Good time manager 1 3  

 Social   

 

Effective communicator 14 35  

Affecting peopleôs lives 10 25  

Establishing empathy 5 13  

Collaborative 5 13 8 

Sharing emotions, opinions 4 10  

Using body language well 2 5  

Respectful for diversity 2 5  

 

As revealed in the table, regarding the characteristics of teacher leaders many teachers 

expressed their ideas about the personal characteristics that a teacher leader should possess, and 19 

themes were obtained. To illustrate, emphasizing the importance of fairness in the classroom P1 stated 

that ''Teacher leaders communicate well with each of their students and parents, loves them equally. 

They are fair, reliable and a good model''. In this regard, another important emphasis on teacher 

leadership was being ''reliable and reassuring''. S1 referred to this feature by expressing that ''A teacher 

should be reliable, coherent, empathetic, lovely for the students, and a teacher with a good relationship 

with students could be a leader''. On the other hand, by making references to different qualities of 

teacher leaders PR4 maintained that:  

''A teacher should love her/his job, love students as well, and be a social, modern, exemplary 

character, open to development, be able to use technology, be equal to everyone without 

discrimination, be empathetic. S/he should value education more than teaching and be a good speaker, 

must be patient, trustful, tolerant, and lovely. S/he should be in good relationship with parents and 

behave like a teacher.'' 

In addition, teachers voiced their ideas about the professional characteristics of teacher leaders 

and 17 themes were obtained related to the issue.  Most participants highlighted the need for teachers 

to build and strengthen the skills necessary for enhancing student learning. On this basis, S9 explained 

that ''A teacher should be someone who develops himself with the knowledge and skills of the period, 

loves to read, likes research, listens to people's opinions and ideas, knows the technologies of the age, 

and has a broad perspective''. PR5 expanded on what S9 voiced by stating that: 

''A teacher must be visionary, problem-solver, a good leader and analyzer. S/he must foresee 

the future and produce new projects accordingly and be a leader for students to help them with new 

developments and take education beyond the classroom. The teacher with these characteristics will 

also be a good example for his/her students as a leading human model.''  

Likewise, many teachers underlined that a teacher leader must inspire and encourage students 

during the process of teaching and learning. In this regard, H10 declared that ''A teacher should be a 

model for the students and society with his/her dressing and speech style, and behaviorsò.  

Although the third dimension, social characteristics, was the one with the least code, aspects 

related to this theme was voiced by many teachers. The findings about this dimension imply that 

teachers recognize the interpersonal skills which will be used to establish connections among various 

stakeholders to enhance student learning, as a primary means of teacher leader effectiveness. To 

exemplify, S7 mentioned about this expectation by reporting that ''Teachers must have self-confidence, 

practical intelligence and must be humorous. They must develop warm relationships with the students 

and guide them by being able to attract their attention.'' Moreover, the other common belief related to 

social aspects of teacher leadership was the ability to affect people. Related to the issue, H7 described 

his/her ideas by making references to other dimensions: 

''Teachers should be open to self-development and be able to establish good relations with 

parents, colleagues, and students. They should be guiding and encouraging and must keep up with the 

new developments and adapt themselves to the requirements of the era. They should have a strong 

character to guide the society and be an inspiring leader.''  
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Teachers' opinions about the obstacles to becoming a teacher leadership 

When teachers were asked about the obstacles to become a teacher leader, 19 obstacles were 

mentioned. Regarding the teachersô evaluations on the barriers to be a teacher leader, 11 opinions were 

associated with the system, 3 with teachers themselves, 1 with the families, 1 with the faculty of 

education, 1 with the colleagues, and 1 with the administrators. In addition, 4 teachers (S3, S10, H9, 

and T7) stated that there are no obstacles to being a leader. Considering the obstacles to be a teacher 

leader, the biggest obstacle is seen as the system with a very high-frequency level. When the 

frequency distribution of teacher evaluations is examined, it is seen that the highest frequency belongs 

to administrators (f = 13), which is followed by colleagues (f = 12), being not free in the hierarchical 

structure (f=12), different groupsô pressure (f=8), and teachersô disbelief on themselves (f=8).   

39 of the views on barriers to teacher leadership were delivered by high school teachers, 21 by 

primary and secondary school teachers, and 17 by private school teachers. The barriers to become a 

teacher leader are presented in table 3. 

Table 3. The obstacles to becoming a teacher leader 

Obstacles to teacher leadership f % 

Administrator Administrators 17 43 

Colleague Colleagues (jealousy etc.) 16 40 

System Hierarchical structure 8 20 

System Pressure of various groups  (parents, students etc.) 7 18 

System Legislation and Curriculum 5 13 

System Low status 4 10 

System Changing teacher roles  4 10 

System Politicians' point of view 4 10 

System Teacher recruitment with low score 3 8 

System Hindering critical thinking 3 8 

System Nonmerit-based appointments 3 8 

System Crowded classes 2 5 

System Unfair reward 2 5 

Faculty of Education Poor education 2 5 

System Disbelief 2 5 

System Uneducated  1 3 

System Deficiency in Idealism 1 3 

Parents Overprotective parenting 1 3 

 

As can be seen from Table 3, the most important obstacle to teacher leadership is seen as 

''managers and colleagues'' with the highest frequency level. Regarding the issue, H7 notes that 

''School administrations do not want teachers to go beyond the lines determined by the legislation and 

they are content with completing just the required works. A new idea that a teacher wants to do with 

enthusiasm is ignored by the majority of administratorsò. Similarly, H10 maintained that ''Teachers try 

to hinder their prominent colleagues who are successful, remarkable, positive teacher leaders. They do 

not want to benefit from their experiences, they want them to be unsuccessful and try to obstruct 

them''.  

Thus, it can be seen from the interviews that more than half of the teachers recognize the 

administrators and their colleagues as a strong barrier against teacher leadership.  Concerning the two 

obstacles, S8 expressed that:  

''The biggest obstacle to a teacher leader is the administration, and their colleagues. What a 

shame. Most of our administrators do not want a teacher to come to the fore with leadership qualities 

and be admired by the school. Therefore, they try to prevent teacher leadersô endeavors. Another 

obstacle is the colleagues in the school. Teachers do not lean towards the idea of a teacher leader since 

a teacher leader is the pioneer in social and cultural events, curriculum implementation, sporting 

success, and the use of technology. To be honest, teacher leaders are being blocked by their colleagues 

due to jealousness. Also, as long as the bureaucrats in the MoNE (Ministry of National Education) are 
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not appointed consciously and properly, they also do not have the capacity to appreciate the teacher 

leadership''.  

Regarding the obstacles to teacher leadership, the most common theme was found to be the 

system barrier. In addition to the themes considered in the system barrier, evaluations regarding the 

system phenomenon were also made in general. In this respect, S2 contemplates on the problems 

aroused from the educational system in the country by noting that ''The current system and education 

policy prevents teachers from leading the students and education as they wish, hinders questioning, 

critical thinking and seeking their rights, limits the students, and therefore does not encourage the 

teachers to use their imagination and creativityò. On the same basis, S1 maintained that ''Others are 

weaker, but the system is the strongest obstacle. Because the system tries to create a professional who 

is robotized only providing information, rather than a teacher who makes a creative differenceò. 

Partly related to this problem, many teachers also emphasized that hierarchical structure in the 

system prove a handicap to develop and practice teacher leadership skills in order to establish and 

sustain a vision for improvement. Considering the view of' ''hierarchical obstacle'', P2 stated that ''We 

have to act in accordance with established rules and programs. We cannot act on our own will. 

Administrators, curricula, regulationsé we have limits on what we want to do''.  Similarly, P9 added 

that ''The existing system dulls the teachersô leadership characteristics and blocks their way. The 

system is managed within the order-command hierarchy which is subject to strict rulesò. 

Additionally, teachers mentioned about the lack of supportive environment and external 

pressures. Concerning the pressure exerted to teachers, P7 stated that ''While practicing our profession, 

there are some problems due to the pressure of the environment and the family. Teacher is viewed 

critically every time, and loses dignity in society'', and P5 maintained that ''There are obstacles caused 

by students and parents. School administrators cannot achieve the necessary balance''. On the other 

hand, PR4 drew attention to the overprotective approaches of families by explaining that ñParents do 

not accept the negative behaviors of their children and see them on the top but us at the bottom. 

Teacher cannot be a leader; leaders are always studentsò. 

Another obstacle hindering the success for teacher leadership emerged as ''poor quality 

education'' in the faculty of education. In this context, PR2 stated that  

ñI think that the colleges that train teachers do not fully fulfill their responsibilities. During the 

teacher selection process, the teacher must be subjected to difficult exams and be selected very well. 

S/he should be able to get adequate education to organize the education process himself/herself 

accordingly by considering the factors like environment, school, etc.ò. 

Moreover, the findings show that teachers also criticized themselves as having lack of interest 

towards professional development and developing and sustaining teacher leadership skills. Again, H6 

stated that ''Leadership requires ongoing development. The teachers in the system do not follow 

improvements, do not read and improve themselves''. At this point, S4 drew the attention to the causes 

of this problem by emphasizing especially the external factors and stated that ''The exposure of 

teachers to practices that lower their dignity, both by the students and the society, has a negative 

impact on their leadership, and they are regarded as responsible for all failures in the system. The 

teacher, the architecture of the future, with these perceptions loses his/her self-belief and delays new 

enterprisesò. From a broader perspective, discussing the problems that inhibit effective practices of 

teacher leadership and underlining the state of teachers among these factors, H3 explained that: 

''éThe system, schools, individual differences, environment, circumstances, and many other 

obstacles can be considered. Yet, in my opinion, the most important one is the inadequate number of 

idealistic teachers. How far can you go with inadequate teachers both academically and 

pedagogically? The biggest problematic point related to the system is the admission into university 

with low scores. Considering the education faculties as a factory, the product will be useless unless the 

raw material is fruitful. How can an average teacher lead a student who is far ahead in terms of 
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intelligence, equipment, and technological accumulation? The quality of the teachers should be 

developed as soon as possible.'' 

Teachersô views on the ways to increase teachersô leadership skills. 

When teachers were asked about the ways to improve their leadership skills, 23 suggestions 

were elicited. While 18 of the teachers made suggestions about the amendments on the education 

system. 1 suggestion was linked with improvements in administrators, 1 was about education faculties, 

and 3 of them were related to changes teachers can make on themselves. When the frequency 

distribution of teachersô evaluations is examined, the following sequential order is observed in terms 

of the codes: development environments should be presented to the teachers (f=17), teacher leadership 

education should be given to the teachers in cooperation with the university (f=16), free spaces should 

be left for the teacher (f=8) and teacher status should be increased.  

40 of the opinions about the ways to increase teachersô leadership skills were presented by 

high school, 23 by secondary school teachers, 20 by primary and 17 by private school teachers. Table 

4 presents the ways to increase leadership skills of teachers according to opinions of teachers.  

Table 4. The ways to increase leadership skills in teachers 

What can be done? f % 

System Development environments should be offered to teachers 17 43 

System Training / leadership training should be provided 16 40 

System Free areas should be left to the teacher 8 20 

System Teacher status should be increased 7 18 

System Selection of faculties of education should be multifaceted 5 13 

System Personal rights of teachers should be improved 4 10 

System Idealist people should be selected for the profession 4 10 

System Teachers leaders should be selected 4 10 

System Teachers should be encouraged for innovations 3 8 

System Teacher leadership should be supported 3 8 

System Application training should be focused on 3 8 

System Teachers' opinions should be considered 2 5 

System Successful examples should be shared 2 5 

System Exam-oriented system should be avoided 2 5 

System There should be equity in appointments 2 5 

System Drama education must be compulsory 1 3 

System Teacher academies should be established 1 3 

System Teachers must have a foreign language requirement 1 3 

Administrators Teacher leadership should be supported 7 18 

Faculty of education     Quality education should be provided 5 13 

Teachers Communication skills should be increased 3 8 

Teachers Teachers need to improve 2 5 

Teachers Should participate in congresses and symposiums 1 3 

 

Findings obtained from the data showed that teachers see the development opportunities 

provided to them as the most effective mean to pave the way for improving teacher leadership skills.  

Additionally, participants underlined the importance of trainings, in this sense, focusing on the 

preparation of teacher leaders. In this context, S5 expressed that:  

''Teacher leadership qualities are an integral part of the character. In order to remove the 

barriers in front of teacher leadership and to benefit from these qualities of the teacher in a positive 

way during the process of education and training, it is possible to increase the opportunities provided 

to the teacher leaders in terms of project development, to create resources for independent and original 

work, to be the supporter of the teacher. MoNE should be organized as a system that does not limit the 

teacher, rather frees itò 

Similarly, H6 expressed that ''Teachers' academies should be established, compulsory in-

service activities should be brought, the harmonization of curricula and MoNE should be ensured and 
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teachers should be provided with training opportunities in the areas they feel assistance, more 

importance should be given to language education, and leadership training should be providedò. In the 

same vein, P7 suggested that ''various seminars can be organized for the teachers. To raise the status of 

teachers in the community, the ministry must support to the teachers and restore the prestige of the 

profession.'' 

The view that administrators should support teacher leadership is emphasized as an important 

point to increase leadership skills in teachers, as well. To develop teacher leadership, H7 argued that 

ñSchool administrations need to play an active role in providing teachers with free spaces in which 

they can apply their ideas and thoughts in their own classroomò. Regarding the issue, H2 added that 

''School administration should be with the teachers, not against them. When observed problems are 

reported to the administration, they should be able to act without delay. An apathetic administration 

wipes out everything that is done and wants to be done''. 

The teachers underlined the responsibility of the education faculties in instilling the inspiration 

to develop leadership skills into the teachers and emphasized the importance of ''quality education'' 

offered to pre-service teachers. PR10, in this sense, explained that ''All steps, from student selection to 

the education faculties, training of them to practices done in practicum schools should be carefully 

arranged and monitored, and finally injustices in appointments should be eliminatedò. In this regard, 

S4 said that ñIt is necessary to increase the admission scores for the faculties of education and to 

accept qualified students. In order to educate these young people as teacher leaders, it is necessary to 

introduce them to practices that will make them recognize the holiness of this task from the very first 

momentò. 

Last but by no means the least, had the teachers also drawn attention to what they can do 

themselves to increase teacher leadership skills.  Within this context, increasing communication skills, 

self-development and participating in academic studies were expressed by the teachers to strengthen 

leadership skills. Contemplating on the issue, H1 expressed that:  

''Teaching is not a profession but a way of life. Those who have this understanding should be 

teachers. A man who does not believe in himself does not believe what he does. People with high 

exam scores should be encouraged to teach. In addition, the destroyed reputation of the teacher should 

be restored, and personal rights of teachers should be regulated. Self-educated, socially talented, 

willing people should be teachersé In a system that does not ignore teachers, the teacher can educate 

him/herself and will be eager to bring out his/her existing leadership skillsò. 

DISCUSSION, CONCLUSION AND SUGGESTIONS 

A teacher's personal perspective or vision about teacher leadership affects self-leadership 

perceptions and contributes to the ongoing process of identity formation (Angelle and Schmid, 2007). 

For this reason, the research was conducted to understand the perspectives of teachers working in 

different school type and branches about the characteristics that teacher leader should have, the 

barriers to become a teacher leader, and the ways to increase leadership skills in teachers.  

According to the results of the study, the characteristics that the teacher leaders should have 

were evaluated under three categories which are personal, professional, and social characteristics. 

Opinions about teacher leaders' personal characteristics were found to be being fair, reliable, strong, 

convincing, confident, valuing and sharing, aware of the good and bad sides, open-minded, and so on. 

While the opinions about the professional characteristics were revealed as being self-improving, role 

models, solution-oriented, visionary, and open to innovations, competent in their field, loving and 

caring about their students, and successful in classroom management. The social traits that teacher 

leaders should have, on the other hand, were being able to carry out effective communication, being 

influential, empathetic, and able to form a ''we'' mindset, sharing his/her feelings and ideas, using the 

body language effectively, respectful to differences and being open to criticism. 
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It is possible to say that the essential teacher leadership qualities found in this study are 

significantly similar to those effective teacher leader characteristics proposed by Nudrat and Akhtar 

(2014) such as, having leader ethics, emotional strength, interpersonal communication skills, teaching 

competence, learning power, collaboration, entrepreneurship. In this regard, Wenner and Campbell 

(2017) defined teacher leaders as people being located beyond the classroom walls, supporting 

professional learning in their schools, involved in any stage of policy or decision making, and focused 

on learning, achievement and development of their students. Similarly, definition of teacher leaders 

made by Hanuscin et.al. (2012) focused on their being cooperative, devoted, reliable and reflective, 

having a clear vision, positive attitude, and high intrinsic motivation. Parallel to the results of this 

research, Arslan and ¥zdemir (2015) underlined that teacher should have qualities like being 

responsible, valuing different ideas, being a team player, a role model, having an appetite for learning 

something new, be able to take a risk, self-reliant, good at communication, and an expert on his field. 

Again similar to the results of the research, Daĵ and Gºkt¿rk (2014) stated that teacher leaders are the 

ones who can share the vision of teaching with the students, trust the students, play a guiding role in 

the classroom, analyze the characteristics of the group well and exhibit appropriate leadership 

characteristics.  

Additionally, it is revealed that the obstacles to become a teacher leader are the hierarchical 

structure of the system, various pressure groups (parents, students, etc.), colleagues and administrators, 

legislation and curriculum, low status of teachers, changing teacher roles, politicians' perspective, 

recruitment of teachers with low scores, the lack of quality teachers in the faculties of education, the 

lack of self-belief, idealism, and the protective approaches of parents towards the children.   

In this study, the number of teachers who consider school administrators as an obstacle to 

teacher leadership is quite high. This finding is in agreement with the results of Arslan and ¥zdemir 

(2015) which show that executive attitudes and behaviors, peer approach, student achievement, 

physical elements, bureaucratic organization, personal problems, and leadership skills deficiencies are 

obstacles in the way to be teacher leader. Likewise, Iĸēk and Bahat (2018) state that school principals 

are decisive in terms of paving the way for teacher leaders or putting obstacles. In their research, 

although the administrators stated that their expectations for teacher leadership were high, they 

admitted that some administrators are worried about the power and influence of teacher leaders in the 

school environment. Similar to the study, ¥zdemir and Devecioĵlu (2014) stated that problems such as 

bureaucratic structure of schools and legislation-based decision-making prevented school stakeholders 

from developing leadership characteristics. In the same parallel, Cemaloĵlu and Savaĸ (2018) argued 

that the hierarchical structure in the education system is expected to systematize the behaviors 

expected from teachers and teachers are seen as an employee who is expected to teach only within a 

set of rules, procedures and principles. Clark (1988) states that teachers in schools where the 

bureaucratic system is predominant are away from creativity, waiting for everything from others, not 

taking responsibility, and preferring to be controlled and directed. Again Kurt (2016) states that due to 

the centralized structure of the education system in Turkey, the authority of school administrators in 

schools is very limited and the responsibilities are transformed into strict legislation pursuits which 

prevents school administrators and teachers from taking initiatives, producing creative solutions and 

assuming new roles beyond their job descriptions.  

Again, Can (2006), similar to the findings of this study, states that the factors affecting teacher 

leadership at school are inadequacy in professional training, ineffective management support, time 

limit, formal burden of teachers, lack of support provided by colleagues, lack of training and 

development environment, lack of additional effort and insufficiency of democratic trust and 

participation environment. Likewise, Johnson and Donaldson (2007) argue that although teachers have 

leadership skills, they are reluctant to identify themselves as leaders due to the school culture that does 

not give teachers the opportunity to show leadership behavior, the teachers who think that they do not 

have the skills to lead other adults, and the egalitarian approaches that see everyone equal in the school 

decrease the motivation of teachers who want to improve their leadership skills. On the other hand, 

Balyer (2016), which is largely similar to the results of the research, states that teacher leaders are not 
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provided with freedom, although the profession seems to be a free field; teachers are not free enough 

and do not have the time or competence to lead.  

The study also shows that teachers criticizes their colleagues for not following professional 

development opportunities and improve themselves to enhance student learning.  In this regard, 

parallel to this finding Margolis and Deuel (2009) defined teacher leadership as a function that 

supports teacher development, and stated that one of the most positive results of teacher leadership is 

that teachers continue to develop and sustain their personal goals, professional aspirations and moral 

imperatives, while influencing others and transforming themselves. Again, Frost and Durrant (2003) 

explained the basics of teacher leader behaviors as their development skills, awareness of participation 

and change, visionary thinking, program analysis, providing community and family support, and 

resistance to obstacles. Similarly, Bozkuĸ et al. (2015) argue that teachers do not take part in 

professional work groups and thus neglect their professional development. 

The study also showed that in order to increase the leadership skills of the teachers, quality 

pre-service education should be provided in the faculties of education, and school administrations 

should provide a leadership supportive environment. Teachers' communication skills, self-

development and participation in congresses and symposiums were suggested by teachers as ways to 

strengthen the leadership skills of teachers. In this regard, teachers also expressed that they should be 

provided with systematic development environments and leadership trainings conducted in 

cooperation with the university, they should be given freedom, their status should be increased, and 

multi-functional student selection system should be established to education faculties. This finding is 

supported by previous research (Can, 2010; Iĸēk & Bahat, 2018) which show that school 

administrators need to create an infrastructure that supports teacher leadership and allow teachers to 

lead and they need to create professional learning communities. Again, similar to this finding, 

Cemaloĵlu and Savaĸ (2018) found that administrative support is an important element in showing 

leadership behaviors of teachers and contributing to individual-professional and institutional 

development processes. Likewise, ¥zt¿rk (2015) and Ngang et al. (2010) stated that creating a 

supportive culture by school administrators in their schools provided the opportunity for teacher 

leadership to emerge and played an important role in the development of teachers. Similarly, Gabriel 

(2005) stated that managers play an important role in creating the conditions and support needed to 

develop teacher leaders and that providing support to leadership roles has a significant impact on 

educational change.  

According to the research findings, one of the issues pointed by the teachers were the 

necessity for the amendments to be made to the curriculum of the education faculties to encourage the 

development of teacher leadership skills of pre-service teachers. This finding is supported by Balyer 

(2016) and Iĸēk and Bahat (2018) which showed that in the process of teacher training, it is necessary 

to include training and programs in which prospective teachers can develop their leadership skills. 

Katzenmeyer and Moller (2013) similarly suggested that the curricula of the faculties in which pre-

service teachers were trained should be reconsidered for teachers to demonstrate leadership roles 

beyond classes. In parallel to this view, Ngang et al. (2010) argue that teacher leadership training 

should be a capacity building strategy to enable teacher candidates to better manage their habits, 

attitudes and practices in order to improve their achievement levels. Teachers should be provided with 

professional development programs to understand their roles, leadership practices, and also, they 

should be supported with new approaches to improve the quality of teaching. Can (2009) argued that 

teacher training programs needs to train teachers that loves their profession, tries to improve 

themselves in every way, can be a role model to their environment, have effective communicational 

skills and high level of interest and curiosity. On the other hand, similar to the finding of the study that 

teacher should be provided with free spaces to act on; Emira (2010) stated that the basic principles for 

developing teacher leadership are to convey clear ideas and strategic aspirations, to include other 

people in ideas and to create individual space for teachers to innovate.  

In this research, teachers evaluate their participation in decision-making process as important 

for the development of teacher leadership. This finding is in line with the previous research (Beycioĵlu 
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& Aslan, 2012; Spillane & Healey, 2010) which propose that in order to develop teacher leadership, 

more shared leadership approaches are expected to be adopted by all school stakeholders. Similarly, 

Frost (2012) argues that teacher leadership is considered as a strategy used for school development by 

mobilizing teachers' innovative leadership potential. However, in order to use this strategy, the system 

should leave free spaces for educators, and be the driving force for teacher leadership. In this respect, 

it can be suggested that the system and school administrators should take steps to support teacher 

leadership. In the study, it was seen that teachers had difficulty in defining teacher leadership. 

Similarly, Balyer (2016) found that most of the teachers were alien to the word ñteacher leadershipò 

although they managed some initiatives and developments.  

Even though teacher leadership has an important place in foreign literature, it can be said that 

there are shortcomings in Turkey in this regard. It may be suggested to conduct new researches, 

projects and providing new trainings in order to introduce, develop and implement teacher leadership. 

Yiĵit, Doĵan, and Uĵurlu (2013) and Balyer (2016) talked about the need to define teacher leaderôs 

roles in the system more clearly in order to dismiss the unplanned, unscheduled efforts of teachers 

regarding teacher leadership. 

As Helterbran (2010) states, teacher leadership needs to be cared and developed to overcome 

the ñI am just a teacherò syndrome that causes teachers to underestimate their profession and 

themselves. In this sense, it can be suggested that the characteristics of the teacher leaders should be 

determined and defined by research. It should be included in the managerial texts, and the teachers 

who have leadership characteristics should be selected and developed in a systematic way. In order to 

eliminate the obstacles stemming from the teachers themselves and the social structure, the teacher 

leadership phenomenon should be integrated in the curriculum of education faculties and teacher 

leadership can be processed and applied by methods such as case studies, life stories and modeling.  
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