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Preschool Teachers’ Practices to Support Children’s Social Development 

 

Sema Öngören i 

Nevşehir Hacı Bektaş Veli University 

 

Abstract 

The aim of this study was to examine practices of teachers to support the social relations of children 

with their families, peers, teachers and institution personnel in the preschool period. This research was 

conducted with a phenomenological design, one of the qualitative research methods. The participants 

of the study were 24 pre-school teachers working in public schools. The study group of the study was 

determined by the criterion sampling method, one of the purposeful sampling methods. The research 

was carried out by interview method and the data were collected using a semi-structured interview 

form consisting of two parts. In the first part of the interview form, there are questions about the 

participants' age, professional experience, educational level and type of institution they work in, and 

the second part includes questions about the practices of the participants to support children's social 

relations with their families, peers, teachers and institution staff. Content analysis method was used in 

data analysis. As a result of the research, it was revealed that the family was involved in educational 

activities to support children's relationships with their families, various activities were carried out in 

and out of the classroom to support children's peer relationships, and practices were made to increase 

teacher-child interaction to support children's relationships with their teachers. It was determined that 

in order to support the relations of the children with the staff, practices for communicating with them 

are also carried out. 

Keywords: Early Childhood, Family, Peer, Social Competence, Social Relationship, Social Skills, 

Teacher 
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INTRODUCTION 

Early childhood is a period of rapid changes in human life with growth, development and 

learning. In this period, the correct support of children's development forms the basis for their learning 

experiences in the following years. The early childhood period has a critical importance in a child's 

life in terms of cognitive, social and emotional aspects (Mustard, 2002). The period from birth to the 

age of five is a process in which children develop their basic capacities and acquire many skills in all 

areas of development (Shonkoff & Phillips, 2000). From infancy, children begin to learn social 

development tasks in a family environment. Many values, rules and routines are learned when children 

start school in the preschool period. Children develop new and appropriate social behaviors through 

their relationships with adults and their peers (Davies, 2010; Weissberg, Durlak, Domitrovich, & 

Gullotta, 2015). Children need adult guidance in their relationships with family, peers and other 

individuals around them, because children need to be aware of the norms related to interpersonal 

relationships (Lawhon & Lawhon, 2000). From the beginning of life, children learn many social 

behaviors through their relationships with their environment and develop them. 

Healthy and supportive social relationships includes skills such as effective communication, 

active listening, developing positive relationships, collaborative problem solving, resolving conflicts 

in a constructive way, resisting negative social pressure, leadership, offering support and help when 

necessary, and protecting the rights of others (CASAL, 2020). The foundations of these skills are 

formed in the family environment and developed in the school environment. Children learn social 

rules and norms through their relationships with their parents. Through positive relationships between 

parent and child, skills such as respect, open communication, and solving problems by speaking are 

taught to children by parents through modeling. Later, these skills are observed in children's 

relationships with their peers and other adults (Amato, 2005). Schools also play an important role in 

the socially healthy development of children. The ability to successfully interact with peers and adults 

is one of the most important aspects of a child's development. Schools represent the most important 

environment in which children develop skills that are crucial for peer acceptance, as well as the ability 

to initiate and maintain interpersonal relationships (Greenberg, Domitrovich, Weissberg & Durlak, 

2017; Gresham, 1988). Children who attend pre-school education develop new relationships with 

other adults other than their peers and family members, while also striving to fulfill certain 

responsibilities to adapt to their environment (McGinnis, 2016). These relationships, which are 

developed in the pre-school period, form the basis of children’s social development. 

In preschool education institutions, children's relationships with their peers and teachers are 

very important for both academic and social emotional development. In today's societies, children 

need much more social support in crowded classroom environments where students with culturally 

different characteristics, various abilities and motivations, and socio-economic disabilities are present 

(Durlak, Weissberg, Dymnicki, Taylor & Schellinger, 2011; Jones, Greenberg, & Crowley, 2015). 

Children's interactions with others and the meaningful relationships they establish with them deeply 

affect the quality of academic learning. Therefore, successful education programs integrate social, 

emotional and academic learning (Jones & Kahn, 2017). Supporting the social development of 

children from an early age and helping them to develop positive social relationships are among the 

most important objectives of early childhood education programs (Trawick-Smith, 2014). During this 

period, children need the guidance of teachers, who are among the most important people in their 

lives. The way the teacher communicates with children in the classroom, establishes rules for social 

interaction, and coaches for learning social skills from an early age, and the way children interact with 

active experiences in their environment are very important for social development (Jalongo, 2006; 

Weikart, 1998). For this reason, teachers' providing a stimulating social environment where children 

interact with peers and other individuals helps children to develop socially. Practices such as creating 

classroom environments that support social development, providing play opportunities that encourage 

social functioning, and direct teaching of social skills will enable children to develop their social 

relationships (Lynch & Simpson, 2010). Studies have shown that positive social behaviors are related 

to trust towards the teacher, and that the friendly attitude of the teacher during games and between 

peers plays an important role in the teacher-child and child-peer relationship (Howes, Hamilton & 
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Matheson, 1994; Poulou, 2017). In similar studies, there is a positive connection between teacher-

child relationships and children's academic performance (Birch & Ladd, 1997; Camilli, Vargas, Ryan 

& Barnett, 2010), and learning social skills such as collaboration, helping, and sharing in the preschool 

period increases early school success (Caprara, Barbaranelli, Pastorelli, Bandura & Zimbardo, 2000; 

McClelland & Morrison, 2003). In addition, negative social behaviors such as attention problems and 

aggression have been found to negatively affect academic development (Arnold, Kupersmidt, Voegler-

Lee & Marshall, 2012; Moffitt et al., 2011). In a social context, the relationships that children establish 

with other individuals around them affect their holistic development. 

Children's relationships with people in their social environment differ, and relationships with 

family members and other individuals represent lifelong mental and social ties (Repetti, Taylor & 

Seeman, 2002). The social circles of children are mothers, fathers, siblings, relatives, friends, teachers 

and a network of relationships with people such as school staff. Relationships with all individuals 

within this network affect the development of the child. In the ecological theory, Bronfenbrenner 

(1992) revealed that human development occurs through long-term and regular interaction with people 

in the close vicinity of the individual, and defined these forms of interaction as proximal processes. 

According to Bronfenbrenner (1992), proximal processes can be encountered in actions between 

parent-child and child-child, and in situations such as learning new skills. The content and direction of 

proximal processes that affect development change systematically depending on the characteristics of 

the human being and the environment in which the process takes place. According to the ecological 

theory, changes occur in the development process through mutual interactions in the home and school 

environment where the development of the child takes place. It is important to understand and support 

children’s development. There are studies in the literature on children's relationships with their family 

(Ibabe & Bentler, 2016; Pike & Oliver, 2017; Preston et. al., 2016; Repetti, Taylor & Seeman, 2002; 

Smorti & Ponti, 2018) peers (Denio, Keane, Dollar, Calkins & Shanahan, 2020; Ladd & Coleman, 

1997; Sturaro, Van Lier, Cuijpers & Koot, 2011) and teachers (Chen et. al., 2020; Ladd, Birch & 

Buhs, 1999; Sandilos, Goble, Rimm-Kaufman, & Pianta, 2018). The child's relationships with the 

individuals around him serve the emergence of social skills and the development of social competence 

in the development process. In the preschool period, teachers can provide opportunities to support 

children's relationships with their families, peers, teachers, and other adults. In this study, different 

from the studies in the literature, the support provided by preschool teachers in the social relations of 

children with other individuals in their immediate environment was investigated in a multidimensional 

way in line with teacher practices. Social support practices in preschool period can provide more 

qualified learning opportunities. Application results can be used for the pre-school education program 

and the teacher's self-assessment. It is thought that supporting the social relations of children with their 

family, peers, teachers and institutional staff will contribute positively to their development and will 

guide the research studies and teacher practices on this subject. 

The aim of this research is to examine preschool teachers' practices to support children's social 

development. For this purpose, the sub-objectives of the research are determined as the examination 

of: 

(1) Practices implemented in preschool education institutions to support the social relations of 

children with their families in pre-school education institutions, 

(2) Practices implemented in preschool education institutions to support the social relations of 

children with their peers in preschool education institutions, 

(3) Practices implemented in preschool education institutions to support the social relations of 

children with their teachers, and 

(4) Practices implemented in preschool education institutions to support the social relations of 

children with institution personnel (such as administrators and auxiliary staff). 
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METHOD 

Research model 

This study, which is based on the experiences of preschool teachers, aims to examine practices 

that support children's social development. For this purpose, the research was carried out with a 

phenomenological design, one of the qualitative research methods. Phenomenology is about the 

description of how phenomena (events, experiences, concepts, situations, etc.), which we are aware of 

but do not have detailed information about, are perceived by individuals based on their experiences 

(Bogdan & Biklen, 2007; Christensen, Burke-Johnson & Turner, 2015). This study aims to reveal the 

experiences of teachers about how they support children's social relationships. The purpose of 

qualitative research is to understand the experiences of the interviewees regarding events and concepts 

and to obtain information about different aspects of the subject (Yıldırım & Şimşek, 2016). A 

phenomenological study emphasizes the experience itself (Merriam, 2015) and the essence of "what" 

is experienced and "how" it is experienced (Creswell, 2016). In this design, by focusing on a 

phenomenon, the researcher collects in-depth information about the participants' experiences of that 

phenomenon (Fraenkel & Wallen, 2005). The aim of this study, is to describe the practices of teachers 

to support the social development of children based on their experiences. 

Study group 

The sample of this study consists of 24 teachers actively working in five different pre-school 

state education institutions and difference classes.  While determining the study group of the research, 

criterion sampling, one of the purposeful sampling methods, was used. Purposeful sampling is a 

method used to choose a study group in which to explore, understand, gain insight, and where many 

things can be learned  (Merriam, 2015). The aim of this study is to examine preschool teachers' 

practices. Criterion sampling helps to obtain in-depth data by obtaining many details from a small 

number of situations for a specific purpose (Teddlie & Tashakkori, 2015). The basic criterion in 

determining the study group of the study is that teachers work with children between the ages of 4-6 in 

public schools. The variables related to the participants in the study were determined as age, 

professional experience, educational level and the type of institution where they work. According to 

the age variable, 3 participants (12.5%) were aged between 22-30, 15 participants (62.5%) were aged 

between 31-40 and 6 participants were aged between 41-50 (25%). According to the professional 

experience variable, 6 participants were in the range of 1-10 (23%) years of experience, 16 participants 

(66.7%) had between 11-20 years of experience and 2 participants (8.3%) had between 21-30 years of 

experience. According to the educational level variable, all of the participants (100%) were at the 

undergraduate level. According to the institution type variable, 18 participants (75%) worked in 

kindergarten and 6 participants (25%) worked in nursery class. 

Data collection tool 

In this study, which focuses on the experiences of preschool teachers, the interview technique 

was used as the data collection method and four open-ended questions were asked to teachers through 

a semi-structured interview form. In the process of data collection, the researcher should be able to 

collect data with effective questions, and evaluate the new and different situations he encounters as an 

opportunity (Cohen, Manion & Morrison, 2000). The semi-structured interview form used as a data 

collection tool in the study consisted of two parts, and in the first part, questions were asked to the 

participants about their age, professional experience, education level and the type of institution where 

they worked. In the second part, there were questions aiming to reveal the experiences of preschool 

teachers regarding their practices to support children’s social relations with family, peers, teachers and 

institution staff. In cases where the answers given by the participants were not sufficient, additional 

questions were asked. The semi-structured interview form provides flexibility to ask both basic and 

additional questions during the data collection process (Robson, 2011). Care was taken to ensure that 

the questions in the research form were appropriate, clear and understandable for the purpose of the 
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research. The opinions of 2 domain experts were obtained regarding the prepared form, a pilot 

interview was held with 2 participants, and the interview form was finalized. 

Collection of Data 

The research data were collected using the interview method in the fall semester of the 2020-

2021 academic year. Necessary permission was obtained before the interviews and explanations were 

made to the participants about the purpose, scope and confidentiality of the research before starting the 

interviews. Each participant was interviewed individually for 20-25 minutes and the questions in the 

interview form were asked during the interviews. The data obtained during the interviews were 

recorded. 

Analysis of data 

The data collected by the interview method in the study were analyzed using the content 

analysis method. Content analysis is a data analysis technique that aims to reach different themes and 

codes by analyzing data in depth (Krippendorf, 2013). During the data analysis process, a three-stage 

content analysis process was followed in defining, analyzing and reporting the themes (Braun & 

Clarke, 2006). In the first stage, the data were reviewed and read in detail and similar statements were 

coded. Then, the themes representing the codes were determined and the resulting codes and themes 

were arranged. Finally, the data were defined, interpreted and reported. In the analysis of the research 

data, direct quotations reflecting the experiences of the participants regarding the findings were 

included, and codes were used in these quotations instead of participant information. 

Validity and reliability 

For reliability in qualitative research, necessary measures should be taken in the dimensions of 

credibility, transferability, dependability and confirmability, and the research should meet these 

criteria (Lincoln & Guba, 1986). In this study, enough time was allocated to the interviews in order to 

ensure the credibility of the findings showing how compatible they were with reality, and when 

necessary, details about the experiences of the participants were accessed with additional questions. 

20-25-minute interviews were made with the participating teachers for credibility in the study and 

long-term interaction was achieved. In order to ensure the transferability of the findings, showing to 

what extent the findings can be adapted to other contexts, the original data were transferred to the 

reader according to the emerging concepts and themes without being interpreted, and direct quotations 

were frequently included. In the study, the same findings were accessed with the same participants in 

the same context, that is, the coding for reliability was made by 2 experts separately and compared, 

and using the formula P = [Na / Na + Nd] x 100 (Miles & Huberman, 1994), the similarity rate was 

found to be 89%. The raw form of the interview data, the encodings made in the analysis process, and 

the notes taken were archived and made ready to be presented for confirmation review, in order to 

ensure the confirmability, which states that the findings of the study stem from the experience and 

thoughts of the participants, not the researcher. 

Results 

In this part of the study, findings regarding the practices of preschool teachers to support the 

social development of children are included. The research findings are visualized in figures and tables 

and explained in detail by making direct quotations from the participants' views. 

1. Practices to support children's social relations with their families 

The first sub-problem of the study aims to determine the practices of preschool teachers to 

support children's social relations with their families. In Figure 1 below, practices for supporting 

family-child relationships according to the experiences of preschool teachers are included. 
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Figure 1. Practices to support the family-child relationship 

When Figure 1 is examined, it is seen that preschool teachers' practices to support children's 

social relations with their families are discussed in 4 dimensions. These practices aimed at supporting 

children's social relations with their families were stated to be the family’s participation in education 

activities by 15 participants (37%), performing activities with the family at home by 13 participants 

(32%), meeting with the family by 8 participants (20%) and family education by 5 participants (11%). 

Table 1 below contains the codes of the 'family' theme, and the opinions of the participants related to 

these codes. 

Table 1. Codes and participant views for family theme 

Theme Codes Participant Views 

F
am

il
y

 

Family participation in 

educational activities 

In this process, teachers cooperate with parents and invite them to activities in the 

classroom, allowing the child and family to socialize and get to know each other 

better. They can socialize in games, drama events and culinary events (P.13). 

Performing activities at 

home with the family 

The activities sent home as a continuation of the activities in the school and 

aimed at ensuring the participation of the family help the students to establish 

positive social relations between the parents and the family to participate in the 

education process (P.7). 

Meeting with the family 

Maintains communication with classroom activities and after-school feedback. 

During the period we are in, we are in daily communication with instant 

messaging applications (P.23) 

Family education 

Information is obtained about the families' perspective, attitude towards the child, 

and attitude at home, and the parents are helped on matters that require support. 

The child and family are supported with things like face-to-face meetings, 

activities with family participation, and work to be done in daily life, etc. (P.20).  

 

When the findings regarding the first sub-problem of the study were examined, the majority of 

the participants stated that the practices that support family-child relationships are ensuring the 

participation of families in classroom activities. Considering that the family has an important place in 

the education of the child, family-child relationships can be supported by ensuring the participation of 

families in school activities. In other words, participants try to ensure that families participate in 

classroom activities in order to inform families about the activities at school and to adopt a common 

approach with the family in the development of the child. It was determined that the participants try to 

support the family-child relationship by having the children do various activities at home with their 

families. Conducting activities similar to school activities with families at home can increase the 

sharing of children with their families and support their relationships in a positive way. Thus, the 

achievements can be reinforced through cooperation between school and family. It was also 

Family

Family’s 
participation 
in education 

activities

Meeting with 
the family 

Performing 
activities with the 

family at home

Family 
education 
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determined that the participants try to support family-child relationships by interviewing families and 

organizing training for families. In order to meet the needs of the child and family, parents should be 

informed about the development of the child. Thus, suitable environmental conditions can be provided 

to reveal the potential of the child. 

2. Practices to support children's social relations with their peers 

The second sub-problem of the study aims to determine preschool teachers' practices to 

support children's social relations with their peers. According to the experiences of preschool teachers, 

practices for supporting peer-child relationships are shown in Figure 2 below. 

 

Figure 2. Practices to support the peer-child relationship 

When Figure 2 is examined, it is seen that the practices of preschool teachers to support 

children's social relations with their peers in the classroom are discussed in 5 dimensions. These 

practices aimed at supporting children's social relations with their peers were stated to be were stated 

to be play activities by 18 participants (33%), learning centers by 15 participants (28%), out-of-school 

social activities by 9 participants (17%), drama activities by 8 participants (15%) and Turkish 

activities by 4 participants (7%). Table 2 below contains the codes of the 'peer' theme, and the 

opinions of the participants related to these codes. 

Table 2. Peer theme, codes and participant views 

Theme Codes Participant Views 

P
ee

r 

Play activities 

Play is the most important socialization tool that allows children to form 

peer groups. Toys in playhouse, puppet and block centers are materials that 

allow children to interact more easily with each other and support social 

skills (P.11). 

Learning centers 

Chatting with their peers at the start of the day’s activity and 

communicating in various roles while playing games in the centers support 

their social relations (P.7). 

Out-of-school social activities 
Social activities and group games with out-of-school friends are practices 

for children to socialize effectively with their peers (P.4). 

Drama activities 

The teacher can enable the children to establish a mutual dialogue with the 

drama method, and the social relations of the children are supported with 

group drama plays (P.15). 

Turkish activities 

Socialization is ensured through various story, conversation, drama 

activities, etc. (P.24). 

 

Peers

Play 
activities

Drama 
activities 

Out-of-
school social 

activities

Learning 
centers 

Turkish 
activities 
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When the findings related to the second sub-problem of the study were examined, most of the 

participants stated that play activities are one of the practices that will support the social relations of 

the child with their peers. Considering the importance of play in the development of the child, it can be 

said that teachers should use play activities to support social development. It is observed that the 

participants try to support peer relationships with different practices such as playing games with their 

peers, sharing toys, and cooperating in learning centers. It was determined that they think that 

especially free games and group games are practices that support social development and that they use 

these practices. It was revealed that the participants used story and drama activities to support peer 

relationships, and that they tried to raise awareness about friendship relationships in children through 

these activities. Participants also stated that there are practices that support children's peer 

relationships in social activities outside of school. It can be said that participants think that children’s 

spending time together with their peers outside of school and taking part in various social activities 

will contribute to the development of friendship relations. 

3. Practices to support children's social relationships with their teachers 

The third sub-problem of the study aims to determine the practices of preschool teachers to 

support children's social relations with their teachers. According to the experiences of preschool 

teachers, practices to support teacher-child relationships are shown in Figure 3 below. 

 

Figure 3.Practices to support the teacher-child relationship 

When Figure 3 is examined, it is seen that preschool teachers' practices to support children's 

social relations with their teachers in the classroom are discussed in 4 dimensions. These practices 

aimed at supporting children's social relations with their teachers were stated to be were stated to be 

engaging in activities together by 23 participants(44%), interacting with children by 15 participants 

(29%), home visits by 10 participants (19%) and communication with the family by 4 participants 

(8%). Table 3 below shows the codes of the 'teacher' theme, and the opinions of the participants 

related to these codes. 

  

Teacher

Engaging in 
activities 
together

Communicat
ion with the 

family 

Home visits

Interacting 
with 

children 
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Table 3.Teacher theme, codes and participant views 

Theme Codes Participant Views 
T

ea
ch

er
 

Doing activities together 
The teacher supports social relations with the child by playing games or 

painting together in free time (P12). 

Interacting with the child 

I try to make him understand that he is an important individual and is cared 

for by his teacher by greeting him with a morning greeting, giving 

feedback to each participation, and making eye contact while talking 

(P.21). 

Home visits 
Home visits and interviews as well as classroom practices improve 

relations with the teacher (P.2). 

Communication with the family 

After communicating with the family and obtaining deep information about 

the child, focusing on social and emotional development activities, 

preparing a special activity for establishing a bond with the child, making 

him trust me (P.16). 

 

When the findings regarding the third sub-problem of the study were examined, most of the 

participants stated that the practices that support the teacher-child relationship are doing activities with 

the child. The teacher being with the child at the time of the activity and performing activities with 

him / her can support a positive teacher-child relationship. It can be said that the participants do 

activities together to establish close relationships with the child and to make the children feel closer to 

the teacher. Moreover, it was determined that the participants also emphasized the necessity of 

interaction with the child in social development. In this respect, accepting the child as an individual, 

showing respect and ensuring his trust were among the practices of teachers. Participants stated that 

home visits and communicating with the family are practices that support the teacher-child 

relationship. It can be said that they think that getting to know the child and their family is necessary 

to support the teacher-child relationship. Observing the child in the home environment and interacting 

with family members can positively support children's relationship with their teacher. 

4. Practices to support children's social relations with institution staff 

The fourth sub-problem of the study aims to determine the practices of preschool teachers to 

support children's social relations with the institution staff.  Practices to support institution personnel-

child relations according to the experiences of preschool teachers are included in Figure 4 below. 

 

Figure 4. Practices to support the institution staff-child relationship 

Institution staff

Communication

In-school 
visits 

Invitation to 
events 

Introducing 
school staff 
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When Figure 4 is examined, it is seen that the practices of preschool teachers to support 

children's social relations with the institution staff are discussed in 4 dimensions. These practices 

aimed at supporting children's social relations with institution staff were stated to be communication 

by 11 participants (30%), invitation to events by 11 participants (30%), introducing school staff by 10 

participants (27%) and  in-school visits by 5 participants (13%). Table 4 below contains the codes of 

the "institution personnel" theme, and the opinions of the participants related to these codes. 

Table 4. Institution staff theme, codes and participant views 

 

When the findings related to the fourth sub-problem of the study were examined, it was 

determined that the participants stated that one of the practices that would support institution 

personnel-child relations is communicating with the personnel. Making the necessary explanations to 

children about greeting, talking to the school staff and asking for help when necessary were among the 

practices of the teachers. It can be said that teachers care about supporting the relationships of children 

not only with their teachers and friends but also with other adults at school, and various practices are 

made to this end. Inviting the staff of the institution to events and ensuring their participation on 

special occasions and celebrations are stated as practices that will support the relations of children with 

the staff. Teachers' other practices included introducing school staff and departments of the school to 

children in the first days of school. It can be said that these practices are aimed at making children feel 

more comfortable and safer at school. 

DISCUSSION AND CONCLUSION 

The relationships of children with the individuals around them affect their adaptation to their 

environment and the acquisition of positive social behaviors. In the socialization process, many 

behaviors are learned through observation or modeling. For this reason, adults' evaluation of 

themselves in terms of social relations and using these behaviors to support children's social 

development helps children to survive this period successfully. Providing adult support for children's 

relationships with others also positively affects social development. In this study, it was aimed to 

examine teacher practices aimed at supporting the social relations of children with their families, 

peers, teachers and institution personnel in the preschool period. 

When the findings related to the first sub-problem of the study were examined, most of the 

participants stated that the practices that support family-child relations are ensuring the participation of 

families in classroom activities. Because families have an important role in the education of the child, 

family-child relationships can be supported by ensuring families to participate in school activities. It 

can be said that the participants try to ensure that families participate in classroom activities in order to 

inform the families about the activities at school and to adopt a common approach with the family in 

the development of the child. Research reveals that the parent-child relationship affects social skills 

(Dryburgh et. al., 2020; Ferreira et. al., 2016; Heatly & Votruba-Drzal, 2017). It was determined that 

participants try to support the family-child relationship by enabling them to do various activities with 

their families at home. Conducting activities similar to school activities with families at home can 

increase the sharing of children with their families and support their relationships in a positive way. 

Thus, the achievements can be reinforced through cooperation between school and family. Research 

Theme Codes Participant Views 

In
st

it
u

ti
o
n

 s
ta

ff
 Communication 

When the child leaves the house and comes to school, he encounters and 

gets to know more than one person. In this process, the teacher introduces 

the tasks of the people he / she encounters outside, and in addition, it is 

ensured that they communicate with the auxiliary staff, by saying good 

morning, good work and thank you (P.10). 

Invitation to activities 
Enabling them to participate in activities in the classroom, participating by 

inviting them to school activities (P.5). 

Introducing school staff 
Firstly, to introduce them and their position, then to greet them and explain 

that they can seek help when necessary (P.14). 

In-school visit 
School trips, meeting with staff and activities for getting to know our 

environment are held (P.23). 
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findings show that the family's interaction with the child affects children's social behavior (Preston et 

al., 2016; Williams & Berthelsen, 2017) and that school-family collaboration is necessary (Sheridan, 

Smith, Moorman Kim, Beretvas & Park, 2019). It was also determined that the participants try to 

support family-child relationships by interviewing families and organizing training for families. The 

social behaviors of the child are affected by the social relationships they establish within the family. 

Open communication among family members supports the acquisition of positive social behavior. In 

this direction, parents should be informed about the development of the child in order to meet the 

needs of the child and the family. Thus, suitable environmental conditions can be provided to reveal 

the potential of the child. The supportive home environment plays a critical role in the development 

process of young children (Valadi, Gabbard & Hooshyari, 2020). Bronfenbrenner (1977) stated that 

mutual interactions including both imitation and reinforcement in parent-child relationship are 

necessary for the formation of strong bonds between the parent and child. Positive relationships 

established between family and school not only meet the social needs of children, but also make 

teachers and families feel valued and less stressed (Webster-Stratton, 1999). The results regarding the 

effect of family relations on the social development of the child support the results of the practices 

regarding the family-child relationship obtained in this study. 

When the findings related to the second sub-problem of the study were examined, it was 

revealed that the participants utilized different activities in the classroom to support children's 

relationships with their peers. Most of the participants stated that play activities are among the 

practices that will support the social relations of the child with their peers. Considering the importance 

of play in social development, it can be said that this is an expected result. Games played with peers in 

early childhood support the learning of social behaviors such as cooperation, collaboration and sharing 

(Ridgway, Quiñones & Li, 2020). It is observed that the participants try to support peer relationships 

with different practices such as playing games with their peers, sharing toys, and cooperating in 

learning centers. It was determined that they think that especially free games and group games are 

practices that support social development and that they use these practices. Studies have revealed that 

independent games with natural materials support prosocial behavior (Brussoni, Ishikawa, Brunelle & 

Herrington, 2017) and that play is effective in developing long-term relationships in a social context 

(Coelho, Torres, Fernandes & Santos, 2017; Paulus, 2016). It was revealed that the participants used 

story and drama activities to support peer relationships, and that they tried to raise awareness about 

friendship relationships in children through these activities. Participants also stated that there are 

practices that support children's peer relationships in social activities outside of school. It can be said 

that participants think that children’s spending time together with their peers outside of school and 

taking part in various social activities will contribute to the development of friendship relations. Social 

development is the process of learning the information children need to manage their behavior, and to 

establish and maintain relationships (Jones & Kahn, 2017). In this process, the support of children's 

relations with their peers by the teachers helps them to gain behaviors related to social development. 

Preschool teachers can create a positive social-emotional classroom climate by including democratic 

practices that which support social responsibility, equality and empathy among children (Howes, 

2000). The practices of teachers to support children's social relations with their peers inside and 

outside the classroom are similar to the other research results. 

When the findings regarding the third sub-problem of the study were examined, it was 

determined that preschool teachers emphasized the interaction with the child in the classroom and the 

importance of the family. Most of the participants stated that the practices that support the teacher-

child relationship are doing activities with the child. The teacher being with the child at the time of the 

activity and performing activities with him / her can support a positive teacher-child relationship. It 

can be said that the participants do activities together to establish close relationships with the child and 

to make the children feel closer to the teacher. Moreover, it was determined that the participants also 

emphasized the necessity of interaction with the child in social development. In this respect, accepting 

the child as an individual, showing respect and ensuring his trust were among the practices of teachers. 

Research findings show that emotional support provided to children affects the teacher-student 

relationship (Moen, Sheridan, Schumacher & Cheng, 2019), that a positive teacher-child relationship 

plays an important role in learning social skills (Poulou, 2017; Wu, Hu, Fan, Zhang & Zhang, 2018) 
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and that a close relationship with the teacher has an effect on learning (Gagnon, Huelsman, Kidder-

Ashley & Lewis, 2019). Research results are similar to the practices of teachers obtained in this study 

regarding closeness and interaction with the child. Participants stated that home visits and 

communicating with the family are practices that support the teacher-child relationship. It can be said 

that they think that getting to know the child and their family is necessary to support the teacher-child 

relationship. Observing the child in the home environment and interacting with family members can 

positively support children's relationship with their teacher. Research findings showed that teachers 

think that family support is important in child development (Correia & Marques-Pinto, 2016) and that 

parent-child attachment affects teacher-child relationships (Veríssimo et. al., 2017). In this study, it 

was revealed that the relationships with the family, the first social environment of the child, were 

effective in supporting the social relations of the child with the teacher and that teachers performed 

various practices in this direction. 

When the findings related to the fourth sub-problem of the study were examined, it was 

determined that the participants stated that one of the practices that will support institution personnel-

child relations is communicating with the personnel. Making the necessary explanations to children 

about greeting, talking to the school staff and asking for help when necessary were among the 

practices of the teachers. It can be said that teachers care about supporting the relationships of children 

not only with their teachers and friends but also with other adults at school, and various practices are 

made to this end. School has a supportive role for children to be successful in their social life. Schools 

are environments where children gain experiences that will enable them to establish positive 

relationships with others and display them in daily life (Domitrovich, Durlak, Staley & Weissberg, 

2017). Inviting the staff of the institution to events and ensuring their participation on special 

occasions and celebrations are stated as practices that will support the relations of children with the 

staff. Teachers' other practices included introducing school staff and departments of the school to 

children in the first days of school. It can be said that these practices are aimed at making children feel 

more comfortable and safer at school. Studies show that social relationships based on trust among 

school members affect children's success (Bryk & Schneider, 2002), and that school-based social 

learning programs are effective (Taylor, Oberle, Durlak & Weissberg, 2017). In this respect, it can be 

said that developing the relationship of the child with the institution personnel is an application that 

supports social development. 

When the practices of preschool teachers to support the social development of children were 

examined in line with the teachers' experiences, it was determined that the participants carried out 

various practices to support children's relations with family, peers, teachers and institution staff. In 

these practices obtained as a result of teacher experiences, it was determined that the participants made 

the family take part in educational activities in order to support the relations of the children with their 

families and that they tried to support their relations by doing various activities with their children at 

home. It was revealed that the participants thought that family support was necessary in the social 

development of the child and that they communicated with the family to ensure this. Parents were 

informed about child development and their relationship with the child through family training. It was 

determined that the participants carried out various activities in and out of the classroom to support 

children's peer relationships. It was revealed that the games that children play as a group with their 

friends are the most used activities in supporting peer relationships. It was determined that the teacher 

participated in activities with the child and interacted positively with the child in order to support 

children's relations with their teachers. At the same time, the participants stated that they obtained help 

from the family to support their relationship with the child. Finally, it was determined that the 

participants carried out various practices in order to support the relations of children with the 

institution staff, and that activities were carried out for children to communicate with these people.  

Social development refers to the relationships of individuals with other individuals and their 

behaviors in this relationship. From the moment children are born, they go through a socialization 

process in order to adapt to their environment. In this process, they gain social behaviors such as 

establishing and maintaining relationships with others, obeying rules, taking responsibility and many 

more. Social behaviors acquired during childhood form the basis of later behaviors in social 
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development. In line with the results of the research, it may be suggested to include more applications 

to support the social development of children in early childhood education programs. Practices can be 

made systematic by preparing educational programs to support the social development of children. 

Attending to applied training programs can be suggested to teachers in order to improve their 

competence in this regard. Practical training activities for families, peers and institution personnel can 

be organized to support the social relations of children with individuals in their immediate 

surroundings. 
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Abstract 

This study examines the mediating role of moral commitment in the effect of teachers' organizational 

fit on their organizational happiness and determines teachers' organizational fit, organizational 

happiness, and moral commitment levels. The research was carried out in a relational screening model. 

The research sample consists of 396 teachers working in the Karabağlar district of İzmir, Turkey, in 

the 2020-2021 academic year. "Personal Information Form", "Organizational Fit Scale", 

"Organizational Happiness Scale" and "Moral Commitment Scale" were used as data collection tools. 

Pearson moment correlation coefficient and regression analysis were performed with the package 

statistics program for the data analysis. As a result of the research, a positive and significant 

relationship was determined between organizational fit and organizational happiness, between 

organizational fit and moral commitment, and between organizational commitment and organizational 

happiness. In addition, it was concluded that moral commitment has a partial mediation effect between 

organizational fit and organizational happiness. 
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INTRODUCTION  

The motivation factor of teachers is an essential variable to create effective schools today, 

where the importance of effectiveness has increased so much (Özgenel & Mert, 2019). Teachers' 

willingness to reach the determined goals is an indicator of motivation (Robbins & Judge, 2019). The 

importance of motivation sources has been the subject of many scientific fields from past to present. 

Some of the important sources of motivation in schools are fit and happiness. Subjects such as 

organizational fit (Şerefhanoğlu, 2014; Yılmaz & Akgün, 2019), commitment (Kök, 2006) and 

happiness (Uyaroğlu, 2019; Korkut, 2019) are of great importance in the behaviors of willingness. 

Yılmaz and Akgün (2019) found in their research on primary school teachers that the level of 

organizational fit is high, and as organizational fit increases, the feeling of exclusion decreases. They 

also suggested that organizational behaviors expected to be high, such as motivation and job 

satisfaction, should be examined. In addition, employees who cannot adapt to businesses have high 

costs (Bauer, Morrison & Callister, 1998). When considered in educational administration and 

schools, in individuals who cannot adapt; Negative, undesirable emotions such as inefficiency, low job 

satisfaction, low commitment, exclusion, silence, intention to leave the job, and unhappiness may 

occur (İpek, 2012). 

According to some variables, Korkut (2019) examined the happiness levels of teachers and 

found that married teachers and teachers who worked for 21 years or were happier than others, and 

organizational happiness and cynical behaviors were negatively correlated. Kim et al. (2019) found 

that positive organizational behaviors were positively related to psychological capital, job satisfaction, 

and well-being. 

It is seen in some studies that teachers who are a part of the Turkish Education System are 

generally unhappy. For example; It was observed that the teachers were unhappy in the studies they 

carried out by the Turkish Education Union in 2011 and by the Education and Science Employees 

Union in 2014 (Egitim-İş, 2014; Türk Eğitim-Sen, 2011). In some studies (Uzun & Kesicioğlu, 2019; 

Bayraktar & Girgin, 2020; Bulut & Demirhan, 2020; Özocak & Yılmaz, 2020; Özgenel & Bozkurt, 

2020) teachers' happiness levels were found to be high. It is thought that it is worth investigating 

whether being a member of a union, which is a natural and legal right of teachers, or whether different 

unions will make a difference between their happiness levels. 

Organizational Fit 

Today, adaptation to rapidly changing environmental conditions is essential, and teachers' 

inability to adapt can have negative consequences (Töre, 2017). According to the Turkish Language 

Institute (2020), Fit means "conformity, fit and adaptation to a social environment and a situation, 

adaptation, integration between the parts of a whole". In the literature, Organizational Fit (OF); is 

defined as the similarity, fit and fit between the culture and value phenomena of the person and the 

culture and value phenomena of the organization (Turunç & Çelik, 2012). Stress is an inevitable 

situation in business life, which is struggling with many different variables. Mackey et al. (2017) 

found that OF reduced stress and suggested increased organizational fit.  The subject of fit is different 

as person-organization fit (Çalık, 2003; Turunç & Çelik, 2012; Yücel & Çetinkaya, 2016; Koçak, 

2018), socialization (Koçak, 2003; Çerik & Bozkurt, 2010; İplik, İplik & Efeoğlu, 2012) aspects have 

been studied. The perspective of organizational behavior, OF, is expressed as the relationship between 

the employees' personal values in the organization, the values of the organization, and the 

organizational culture (Yahyagil, 2005). Individuals need to be fit to get rid of their destructive 

behaviors and be more productive (Vajjhala & Strang, 2017). Human resources are an essential 

element in the efficiency and effectiveness of organizations. Organizational fit is an essential issue for 

individuals to fulfill this mission (Ergün & Taşgit, 2010). 

According to Kristof (1996), there are four ways an individual can adapt to the organization. 

The first is to focus on the similarities of these characteristics by determining the organization's values 
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and the individuals. The second is to achieve alignment between the goals of managers and 

subordinates. Third, this way, which is complementary to the first two articles, ensures that 

individuals' personal needs or preferences are compatible with the structure and system of the 

organization. Fourth, it is to ensure a fit between the personality of individuals and the organizational 

climate (Turunç & Çelik, 2012). A person who is born equipped with high adaptability skills may 

encounter various negative situations in business life. Managers are expected to ensure that they adapt 

in line with the organization's interests by making use of people's ability to adapt (Başaran, 2004). In 

the positive school climate research conducted in the USA, in schools with a positive school climate, 

concepts such as student success, behavioral disorders, job satisfaction, adjustment, happiness, 

burnout, and stress are at desired levels (Anderson, 1982). 

Organizational Happiness 

From the ancient Greeks and Buddhists to today's modern philosophers, many people have 

tried to explain happiness in their way (Sachita, Ruchi, 2015). According to TDK (2020), happiness is 

defined as "the state of being proud of achieving all aspirations completely and continuously". 

Happiness, one of the leading research areas of psychology, is generally defined as "subjective well-

being". It has been observed that the concept of "organizational happiness" (OH) used in the research 

is used in different ways in different researchers. For example, Fisher, Nazlı, and Abraham used 

"Happiness at Work", Pryce-Jones "Workplace Happiness", Bulut "Organizational Happiness". It has 

been seen that these concepts contain the same phenomenon as content (Uyaroğlu, 2019). According 

to some, there is no such thing as organizational happiness, happiness is a personality trait, and they 

view that institutions do not have personalities (Harris, 2018). 

Organizational happiness, one of the important subjects of positive psychology, is high 

because; it is positively related to desired phenomena such as compliance, job satisfaction, and 

performance (Seligman & Csikszentmihalyi, 2014). Happiness is an essential condition for a person to 

lead a positive and healthy life. Although it does not have a common definition, it is a common feeling 

for people (Arslan, 2018). Happiness is not a static phenomenon and is the result of a process. While 

those in the organization can be happy at once, they can be unhappy simultaneously. Different results 

may occur when people's happiness levels are measured at different times or after different events. 

Therefore, paying attention to the daily events of the employees at work and dealing with what they 

think and feel about the work is a more effective strategy for a happy organization (Simmons, 2014). 

Tosten, Avcı, and Şahin (2017) found teachers' OH and organizational adjustment levels to be 

high, and they found a highly positive relationship between OH and OF. Özgenel and Bozkurt (2020) 

found that teachers' happiness levels were high in their research, examining the relationship between 

teachers' political skills and happiness. While there was no significant difference in the perceived 

happiness levels of the teachers according to their gender and seniority, in the school level variable; 

higher than primary schools, secondary schools, and high schools, according to the variable of 

educational status; found that undergraduates have a higher level of happiness than graduate graduates. 

To become efficient and effective, teachers need motivation, and happiness has an important 

place as a source of motivation (Özocak, Yılmaz, 2019). Teachers who are happy at school create a 

more positive working environment and do more productive and productive work (Robertson & 

Cooper, 2011; Özocak & Yılmaz, 2019; Zelenski, Murphy, & Jenkins, 2008; Wright, 2006; Çetin & 

Polat, 2019). 

Positive emotions: According to Warr (2007), it is defined as the emotions (joy, pleasure, 

pride, etc.) that give pleasure, satisfaction, and excitement (Arslan & Polat, 2017). Positive emotions; 

experiencing joy, pleasure, contentment, and contentment; joyful, joyful, contented, happy, peaceful, 

contented, full of life, proud and loving (Frey & Stutzer, 2001; cited in Arslan & Polat, 2017). Maslow 

(1954) stated that instead of working on negative emotions, it is necessary to work on positive 

emotions such as happiness, satisfaction, and peace, which are studied in insufficient numbers, and 

brought the concept of "positive psychology" to the literature (Güngör, 2017). 
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Negative emotions: They are called emotions that reveal emotions such as stress, sadness, 

fear, grief, unhappiness (Özer, Tezer, 2008). Negative emotions; being sad, anxious, restless, hopeless, 

and stressed; shame, worry, anger, and feeling useless (Frey & Stutzer, 2001: cited in Arslan & Polat, 

2017). Negative emotions can cause the person to be adversely affected psychologically and 

biologically, resulting in deterioration of health (Uysal, 2018). 

Realization of the potential: Realization of the potential that describes the cognitive side of 

the person; It includes situations such as the individual discovering himself and his abilities, 

discovering and realizing his potential, and improving his competencies (Warr, 2007; cited in Arslan, 

Polat, 2017). According to Maslow (1943), self-actualization, which is at the top of the hierarchy of 

needs, is associated with potential realization. In this context, Maslow (1943), in the process that starts 

with self-knowledge, the individual reveals all his potential, provides all his development, and reaches 

satisfaction (Tekke, 2019). 

Moral Commitment 

Although there are many definitions of moral commitment, Porter et al. (1974);  is defined as 

the employees' internalization of the goals and values of the organization, taking action for the 

organization, and the willingness to continue their existence in the organization (as cited in 

Kurşunoğlu, Bakay, & Tanrıöğen, 2010). According to Etzioni (1975), the type of commitment shown 

to avoid behaviors such as punishment in a negative organizational climate is " alienative 

commitment", the type of commitment that changes according to the reward in return for the action is 

"calculative commitment ",the type of commitement that an individual shows for the value he gives to 

his organization is expressed as "moral commitment" (Balay, 2014). 

It is seen that individuals who establish emotional bonds with their organization are more 

harmonious (Sökmen & Bıyık, 2016) and happier (Sancak, 2019) than others. A high moral 

(emotional) commitment of employees in an organization is an indicator of positive behaviors such as 

performance (Waeyenberg, Peccei & Decramer, 2020), success motivation (Siburian, 2013), happiness 

(Dehaghi, 2012), harmony (Polatcı & Cindioğlu, 2013). Sezgin, 2005). In this study, since individuals 

who experience more positive emotions are happier (Fisher, 2010), the moral commitment sub-

dimension of organizational commitment was examined. 

Organizational Fit and Organizational Happiness 

Demirer (2019) found a positive and significant relationship between person-organization fit, 

performance, and happiness. He also found that happiness has a partial mediation effect between 

person-organization fit and performance. A study conducted by Tosten et al. (2018) found a positive 

relationship between OF and OH. In addition, it was found that OH explained 55% of OA. Humans try 

to adapt to environmental stimuli biologically and psychologically from the moment they are born. 

When it cannot adapt, many different results emerge (Bowlby, 2014). In order to achieve the goal of 

being happy, one must be happy in his everyday life and business life.. In this research, the assumption 

of happiness is accepted as the harmony of humans. According to Piaget, the individual who is 

programmed to adapt makes decisions for this act throughout his life (Wadsworth, 2015). Individuals 

who work in a work environment compatible with this assumption are happier (Başaran, 2004; Sachita 

& Ruchi, 2015; Turunç, Çelik, 2012; Yahyagil, 2005). 

According to the literature discussed above; 

Hypothesis 1: Organizational fit positively affects organizational happiness. 

Organizational Fit and Moral Commitment 

Öcal (2013) found that organizational commitment is positively related to person-organization 

fit and its emotional dimension plays a mediating role on performance. Sökmen and Bıyık (2016) 
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concluded that organizational commitment is positively related to fit and identification. Köksal (2017) 

concluded that there is a positive relationship between person-organization fit and organizational 

commitment. That person-organization fit has a full mediation effect between organizational 

commitment and organizational justice. Silverthorne (2004) found that person-organization fit plays an 

essential role in organizational commitment and job satisfaction. 

According to the literature discussed above; 

Hypothesis 2: Organizational fit positively affects organizational commitment. 

Moral Commitment and Organizational Happiness 

Mehdal & Iranpour (2014) found that workplace happiness and moral commitment are 

positively related. Bagheri, Jajarmizadeh & Banafi (2017) found a positive relationship between the 

organizational happiness of university staff and their moral commitment, and that organizational 

happiness has a mediating effect between organizational spirituality and moral commitment. İncekara 

(2020) found that positive emotions are positively related to all sub-dimensions of organizational 

commitment. Uzun and Kesicioğlu (2019) concluded that teachers' organizational happiness and moral 

commitment are positively related. 

According to the literature discussed above; 

Hypothesis 3: Moral commitment positively affects organizational happiness. 

Hypothesis 4: Moral commitment mediates the effect of organizational fit on organizational 

happiness. 

Fit in foreign and domestic sources in the literature review; person-organization fit (Yılmaz & 

Akgün, 2019; Taşdan, 2010), organizational socialization (Çalık, 2003; Kowtha, 2018) and 

organizational fit (Şerefhanoğlu, 2019; Mackey) & Perrewe, 2017; Netemeyer, Boles, Mac Kee & 

Mac Murrian, 1997). There are not many organizational fit studies in Turkey. Very few compliance 

studies have been conducted in the education sector. From the perspective of organizational happiness, 

it has been seen that many happiness studies have been carried out from the past to the present. In 

addition, it is expected that revealing its relations with moral commitment and its mediation effect will 

contribute to the field. Increasing positive emotions in the educational environment will increase 

effectiveness and automatically reduce various negative emotions (Güngör, 2017). 

In this context, the research examines the mediating role of teachers' organizational fit and 

moral commitment on their organizational happiness. In addition, organizational fit, organizational 

happiness, and moral commitment levels were also examined. 
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Figure 1. Conceptual (Hypotesised) Model 

METHOD 

This research was carried out in the general survey model, one of the survey model types. 

General screening models are screening arrangements made on the whole population or a sample taken 

from it to make a general judgment about a universe consisting of many elements (Karasar, 1995). 

This research aims to examine the effect of teachers' organizational fit on organizational happiness and 

examine the mediating role of moral commitment. 

Participants 

The percentages of the variables belonging to 396 people who participated in the study are 

given in Table 1. 

Table 1 Teachers’ Personal Variables 

Variable  Variable Value Percentage (%) 

Gender Female 

Male  

56,8 

43,2 

Age 22-33 years old 

34-45 years old            

46-57 years old        

58 and above  

11,1 

48,2 

37,9 

2,8 

Education level Bachelor 

Master and PhD 

86,4 

13,6 

School type  Primary school teacher 

Secondary school teacher 

High school manager 

46,0 

37,4 

16,7 

Marital status Married 

Single  

84,3 

15,7 

Economic status Lower 

Middle 

Top 

13,4 

85,1 

1,5 

 

As seen in Table 1, the sample group; 56.8% female, 43.2% male; 11.1% were 22-33 years 

old, 48.2% were 34-45 years old, 37.9% were 46-57 years old, 2.8% were 58, and over; 86.4% work at 

bachelor, 13.6% at master and Ph.D., 46% at primary school, 37.4% at secondary school, and 16.7% at 

high school level; 84.3% are married, 15.7% are single; In their perceptions of the economic situation, 

13.4% are low, 85.1% are medium, and 1.5% are high. 

Moral Commitment

Organizational 
HappinessOrganizational Fit

 H1 

 H2 
 H3 
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Data Collection Tools 

In this study; Measurement tools consisting of four parts, namely “Demographic Information 

Form”, “Organizational Happiness Scale”, “Organizational Fit Scale” and “Organizational 

Commitment Scale” were used. 

1- Personal Information Form: The demographic information form designed by the 

researcher consists of 7 questions in total, including information about the gender, marital status, age, 

education level, school type and perceived economic status of the participants in the sample group. 

2- Organizational Fit Scale: In the third part of the study, the Organizational Fit Scale was 

developed by Netemeyer, Boles, Mac Kee, and Mac Murrian (1997) and adapted into Turkish by 

Turunç and Çelik (2012) was used to measure teachers' perceptions of organizational fit. The scale 

consists of one dimension and four items. The Cronbach's alpha coefficients were found to be 0.88 by 

Netemeyer et al. (1997) and 0.81 by Turunç and Çelik (2012). In this study, it was found to be 0.91. 

The scale is in a 5-point Likert type from "Strongly Disagree" (1) to "Totally Agree" (5). As the mean 

obtained from the scale increases, the level of compliance increases. 

3- Organizational Happiness Scale: It is an organizational happiness measurement tool 

developed by Demo and Paschoal (2013) and adapted into Turkish by Arslan and Polat (2017). The 

scale has three sub-dimensions in total; It consists of 29 items in total, nine items in the dimension of 

positive emotions, 12 items in the dimension of negative emotions, and eight items in the dimension of 

realization of potential. The Cronbach's Alpha coefficients indicating the scale's reliability were found 

to be 0.96 for the whole scale and 0.96 in this study. The scale is in 5-point Likert type from "never" 

(1) to "completely" (5), and 12 items in the negative emotions dimension are reverse scored. Sub-

dimensions can be summed up, and as the average score increases, the level of happiness increases. 

4- Moral Commitment Scale: It is a tool that measures the level of moral commitment of the 

Organizational Commitment Scale developed by Penley and Gold (1988) and adapted to Turkish by 

Ergün and Çelik (2019). The Cronbach alpha value of the scale, consisting of one dimension and five 

items, was found to be 0.92. In this study, the Cronbach Alpha value was found to be 0.68, and the 

acceptability level was accepted because it was close to 0.70 (Şimşek, 2007). The items are in a 5-

point Likert type, from "strongly disagree" (1) to "strongly agree" (5). The increase in the average 

value is in parallel with the increase in the level of moral commitment. 

Based on the assumption that all three scales used in the research are equally spaced, 1.00-

1.80 is “very low”, 1.81-2.60 “low”, 2.61-3.40 “moderate”, 3.41-4.20 “high”, 4.21-5.00 “very”. high” 

was accepted. 

Population and Sample 

The research population consists of 4723 teachers working in private and public schools in 

Karabağlar district of İzmir, Turkey. The convenience sampling method was used in determining the 

sample because it is easily accessible and economical (Büyüköztürk, 2012). Then, data were collected 

from 396 teachers, consisting of primary, secondary, and high school levels, by obtaining the 

necessary permissions. It has been seen that 396 teachers are sufficient in terms of representing the 

universe (Baştürk & Taştepe, 2013). 

The Statistical Analysis of the Data 

The package statistics program SPSS 26.0 was used in the analysis of the data. When the 

skewness and kurtosis distribution are examined; organizational happiness and moral commitment 

values were found to be between -1 and +1 (Hair, Black, Babin, Anderson & Tatham, 2013), and 

organizational compliance values were found to be between -2 and +2 (George & Mallery, 2010). 

Pearson moment correlation coefficient and regression analysis were performed to test the hypotheses. 
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FINDINGS 

In this section, the findings of the research are presented and interpreted in tables. 

Table 2 Descriptive Analysis 

Variable N Mean Standard Deviation 

Organizational fit 396 3,87 3,13 

Organizational happiness 396 3,38 21,76 

Moral commitment 396 4,00 2,89 

 

The mean and standard deviation information of the sample group are given in Table 2. As 

seen in Table 2, the highest average was obtained from moral commitment with 4.00, then 

organizational fit with 3.87, and the lowest average with 3.38 from organizational happiness scales. In 

the light of these results, it can be said that teachers' organizational fit levels are "high" and 

organizational happiness levels are "moderate". It is seen that the level of moral commitment, which is 

the mediating variable of the research, is "high". 

Table 3 Linear Regression Analysis 

Hypothesis 1 

Predictor  Criterion  β R2 t Sig. 

Organizational fit Organizational happiness .484 .234 120,293 .000 

Hypothesis 2 

Predictor Mediator  β R2 t Sig. 

Organizational fit Moral commitment .400 .160 8,667 .000 

Hypothesis 3 

Mediator Criterion β R2 t Sig. 

Moral commitment Organizational happiness .464 .215 10,394 .000 

 

As a result of linear regression analysis, a positive and significant relationship was found 

between organizational fit and organizational happiness (β =.48, p<.001), organizational fit and moral 

commitment (β =.40, p<.001), moral commitment and organizational happiness (β=.46, p<.001) .001),  

so hypotheses H1, H2 and H3 were accepted (Table 3). 

Table 4 Linear Regression Analysis 

         Hypothesis 4 

Predictor 

Mediator 

Criterion  β R2 t Sig. Sobel(z)/Sig. 

Organizational fit 

Moral commitment 

Organizational 

happiness 

.355 
.256 

7.097 .000 
6,617/0.000 

.322 4,614 .000 

 

As can be seen in Table 4, as a result of the regression analysis, it was seen that the β value 

decreased from .355 to .322, and it was found that moral commitment had a mediating effect between 

organizational fit and organizational happiness. To find out the extent of the mediating effect, the 

Sobel Test was performed (Hayes & Preacher, 2010), it was found significant (Sobel (z)= 6.617, 

p<.001) as a result of the test, and H4 was accepted. 

As a result of the analysis, the model is as in Figure 2. 
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Figure 2. Conceptual (Hypothesised) Model 

DISCUSSION AND CONCLUSION 

The "high" levels of teachers' organizational fit (Şerefhanoğlu, 2014; Yıldırım & Kara, 2018; 

Nartgün & Sarıbudak, 2020) and moral commitment (Uludağ, 2019; Özdemir & Gören, 2017; 

Yavuzklılıç, 2020) are generally compatible with the literature. Keser (2018), in his research with 

3978 people, found that 67.3% of the participants were happy. In addition, although teachers' 

organizational happiness levels are generally "high" (Moçoşoğlu & Kaya, 2018; Arslan, 2018; Korkut, 

2019; Özgenel & Bozkurt, 2020; Bulut & Demirhan, 2020; Maruf & Altıntaş, 2021) in the literature 

review, " was found at the “medium” level. The reason for this is thought to be the pandemic process 

announced by the World Health Organization in 2020. The pandemic process has negatively affected 

the mental health of individuals, causing them to be more unhappy (Wang et al., 2020; Çaykuş and 

Çaykuş, 2020; Çiçek and Almalı, 2020; Karadeniz and Zabcı, 2020; Ayyıldız, Çam and Winter, 2021; 

Bhatia & Mohsin, 2020; Alves, Lopes & Precioso, 2021). The fact that they experience various 

problems by restricting their freedom areas may be more effective in lowering teachers' happiness 

levels than expected. 

There is a positive relationship between teachers' fit at school and their happiness. Demirer 

(2019) concluded that there is a positive correlation between person-organization fit and happiness. In 

fit organizations, uncertainties and destructive conflicts are less, and work comfort is more. A high 

level of organizational fit causes teachers to feel better and increase their happiness (Güler & Dönmez, 

2011). Happy teachers are more efficient and productive (Jeong & Park, 2020). Desire to leave the 

organization decreases, job satisfaction and sense of achievement increase (Balcı, 2003). 

Another finding of the study is that individuals with higher levels of agreeableness have high 

moral commitments. In an organization with a high level of organizational fit, individuals help each 

other more, and their sense of belonging to their organization increases. Along with the sense of 

belonging, positive feelings towards the organization develop and their loyalty increases (Sökmen & 

Bıyık, 2016; Yücel & Çetinkaya, 2016). Hoffman and Woehr (2005) found that person-organization fit 

was significantly related to turnover, task performance, and moral commitment. In organizations with 

high person-organization fit, job satisfaction and moral commitment are also high (Jehanzeb & 

Mohanty, 2018). 

According to Albert Schweitzer, the philosophy "Success is not the key to happiness, but 

happiness is the key to success" draws attention to an important point in the organization (Thompson 

& Bruk-Lee, 2021). In order to create a successful work environment in this regard, Hsieh teaches the 
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employees "The Science of Happiness" (Simmons, 2014). While there are many ways to create a 

happy work environment, harmony is an important point. Since individuals are happy in harmonious 

organizations, the work environment is attractive to them. Therefore, their intention to leave the job is 

low and their commitment to the organization is higher (Naz et al., 2020). 

It is seen that individuals who have positive feelings towards their organization and feel like a 

part of the organization are happier (Döş, 2013). The desire of individuals to maintain their happiness 

also increases their commitment to their organizations interactively. As a result, high performance and 

job satisfaction are likely to be seen. Otherwise, corruption is observed in organizations where the 

level of moral commitment is low (Linder, Sohn & Tanner, 2020). There is a stressful and tense work 

environment in organizations that do not emotionally connect with their work. This situation prevents 

the individual from establishing a bond with the organization (Lee, Hwang & Lee, 2021). As another 

factor affecting the individual's moral commitment to his organization, Baba (2017) concluded that 

emotional intelligence significantly affects teachers' commitment to their school. Accordingly, it 

positively affects job satisfaction.  

SUGGESTIONS 

This section presents recommendations based on the research findings under two headings: 

practitioners and researchers.  

Recommendations for Practitioners 

1. Teachers' working in a fair and respectful environment in schools will increase their level of 

fit and increase teachers' organizational happiness by creating a positive climate. 

2. Teachers with a high level of fit have positive feelings towards the school and are more 

willing to maintain it. By organizing social-cultural activities that will increase moral commitment, 

teachers' commitment levels can be increased. 

Suggestions for Researchers 

1. As the output of organizational happiness, the relationship between the concepts of school 

climate and job satisfaction can be examined. 

2. Psychological resilience of teachers can be examined as a precursor to their organizational 

happiness. 
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Abstract 

Mind Mapping can be used in any discipline as a tool for learning and organizing information. Mind 

Maps can be created as a group as a means of supporting brainstorming or individually to generate 

ideas. The aim of the present study was to explore preschool children’s and teacher trainees’ 

conceptions of school, friendship, and play through Mind Maps. A phenomenological approach was 

employed. The participants were 18 preschoolers (M = 65.33 months; 11 girls and 7 boys) and 12 

preschool teacher trainees (M = 21.31 years; 10 females and 2 males). The children and the teacher 

trainees constructed three Mind Maps as a group and each group’s Mind Maps were evaluated with a 

rubric. The results revealed that the children can be as successful as adults in Mind Mapping. The 

children used drawings more often compared to the teacher trainees. The children and the teacher 

trainees had similar scores on the Mind Maps for school and friendship. With respect to school, it is 

evident that teachers and physical environment were quite important to children. For friendship, it 

seems that the children tend to talk about play and the common activities they do with friends whereas 

the teacher trainees referred to more abstract and emotional aspects of friendship as expected. Lastly, 

the children and the teacher trainees’ conceptions of play seemed to differ significantly, and the 

children did not include digital play in their Mind Maps unlike the teacher trainees who referred to 

digital play with many associations.  
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INTRODUCTION 

The Mind Map has been developed by Tony Buzan (Buzan, 2018) in 1960s as an innovative 

form of notetaking which was inspired by the ancient Greeks who made use of sophisticated systems 

that helped them to recall and improve their memories. The modern Mind Maps are similar to those of 

the ancient Greeks in that colors are used to link the interrelated concepts and ideas. The colors are 

important because they turn the monochromatic, monotone, monotonous, and straightforward 

notetaking into an active, simple, and effective process (Buzan & Buzan, 2006). A Mind Map revolves 

around a central concept or a key idea, which is connected to key themes related to this central concept 

by thick branches radiating out. Each of these thick branches is represented by a different color and 

subsidiary branches or twigs can be added to represent the second and third-level branches. A single 

word (in capital letters) is written to label the branches. It is also possible to use drawings instead of 

words. After the main branches and sub-branches are completed, arrows can be added to emphasize 

the connections between them. Mind Maps makes recalling information easier and more fun while it 

helps to make associations in a more imaginative, analytical, and multidimensional fashion compared 

to traditional notetaking (Buzan, 2018).  

Mind Mapping can be used in any discipline, such as medicine and healthcare (Mollberg et al., 

2011; Zipp & Maher, 2013), mathematics (Brinkmann, 2003), and business (Anderson, 1993; Mento 

et al., 1999; Buzan & Griffiths, 2014) as a tool for learning and organizing information. Mind Maps 

can be created as a group as a means of supporting brainstorming or individually to generate ideas 

(Buzan, 2018).  Mind Mapping can also be used with different age groups, including children (Polat & 

Aydın, 2020; Van der Veen et al., 2018; Buzan, 2004), adolescents (Merchie & Van Keer, 2016; Fidan 

et al., 2021) and adults (Keleş, 2012; Evrekli et al., 2009). Because Mind Maps help to break down a 

topic into its components in a logical way, they are useful to understand a complex subject, prioritize 

its components, and plan what to do about it with clarity and creativity regardless of the subject 

(Buzan, 2018). Therefore, it is possible to make use of Mind Maps to explore individuals’ knowledge 

and opinions of a subject as well as using them as a tool to support memory and notetaking skills.  

The aim of the current study is to explore what preschoolers and teacher trainees think about 

school, friendship, and play by using Mind Maps as a qualitative data collection tool. These themes 

seem to be the core of early childhood education because they are part of children’s everyday life 

supporting children’s learning, well-being, and overall development. Children’s perceptions of school 

have been associated with school engagement (Papadopoulou & Gregoridias, 2016), psychological 

problems (Anderman, 2002), and academic achievement (Brock et al., 2008) whereas negative 

perceptions of school climate and friendship have been linked to problem behaviors, such as 

aggression and withdrawal (Ladd & Burgess, 2002). Play, on the other hand, triggers positive feelings 

as a social medium and help children learn how to delay their desires to keep playing with friends as 

well as supporting cognitive, physical, and linguistic skills (Tamis-LeMonda et al., 2004). However, 

children and adults, specifically parents, teachers, or prospective teachers, might have different 

understandings of school (Koth et al., 2009), friendship (Calder et al., 2012), and play (McInnes et al., 

2011) because of various child-level, teacher-level and school-level predictors, such as age, ethnicity, 

gender, and school size, and experience For instance, although adults do have more developed 

cognitive skills compared to those of children simply due to maturation, children might still 

outperform adults in creating Mind Maps just because it is possible for them to have more experiences 

with and special interests in the subject of the Mind Map.  The investigation of such differences is of 

utmost importance because a mismatch between children’s and practitioners’ beliefs might indicate a 

lack of pedagogical qualifications. In addition, taking children’s perspectives of school, friendship, 

and play as the starting point might help adults to better understand how children learn, what they need 

to love school, and guide the early childhood curriculum and practices as well. Given the importance 

of children’s perspectives, we wanted to compare them to those of teacher trainees to see the 

similarities and differences between their conceptualizations of school, friendship, and play through 

Mind Mapping, which is a child-friendly tool as it allows children to express what they think with 

drawings and colors.  
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METHOD 

Design 

The aim of the current study is to explore what preschoolers and teacher trainees think about 

school, friendship, and play by using Mind Maps as a qualitative data collection tool. A 

phenomenological approach was employed to explore the participating children’s and teacher trainees’ 

perceptions of school, friendship, and play.  Phenomenological research studies participants’ reactions 

to or perceptions of a particular phenomenon where the researcher tries to portray and detail each 

participant’s reaction to and perception of their experience assuming that there is some commonality 

between people’s perceptions and interpretations of similar experiences (Fraenkel et al., 2018). 

Phenomenological research aims to construct meaning of a shared event from the perspective of those 

who have experienced it focusing on “what” and “how” of the experience (Teherani et al., 2015). That 

might be the reason why children seem quite familiar with the subjects of the mind maps. They could 

express what they think about those subjects and what they mean to them, and reflect on their 

experiences, feelings, and the effects of these experiences on their lives.  

Phenomenological methods, such as interviews, conversations, observations, and text analysis, 

can be employed in single subject studies as well as selected samples with multiple participants 

(Moustakas, 1994). Mind Mapping has been employed as a phenomenological tool in the current study 

to explore preschoolers’ and teacher trainees’ perspectives of school, play, and friendship as a shared 

experience in detail.  

Participants 

Participants were 18 preschoolers (M = 65.33 months;11 girls and 7 boys) and 12 preschool 

teacher trainees (M = 21.31 years; 10 females and 2 males). Purposive sampling was used to select the 

participants and two criteria were identified for preschoolers, which were (1) having a previous 

experience with Mind Mapping and (2) being in the 60-72-month-old preschool group. For teacher 

trainees, only the first criterion was applied and the teacher trainees who have done at least 5 Mind 

Maps before were included in the sample. The preschool education in Turkey is divided into three age 

groups, which are for 36-48-month-olds, 48-60-month-olds, and 60-72-month-olds. Based on the 

authors’ previous knowledge of preschoolers’ experience with Mind Mapping, only 60-72-month-old 

children were included in the sample to suit the specific purpose of the current study. Because the 

sample size used in qualitative research is often limited compared to quantitative research in order to 

gain a deeper understanding of a phenomenon with no concern for generalizing the results to larger 

populations, the preschooler participants were recruited from a private preschool in Kadikoy, Istanbul. 

The teacher trainees who had taken “Special Teaching Methods” course where they had learned about 

Mind Mapping voluntarily participated in the study and parental consent was required for 

preschoolers.  

Procedure 

Preschoolers 

After getting the ethics approval, the researchers went to the private preschool, introduced 

themselves to the children and spent about an hour with them participating in their games. Then, the 

researchers said that they would be making a big Mind Map about “school”. The children were given 

some time to think about school and were asked to share what they thought. After that, the floor was 

covered with 4 sheets of Kraft paper taped to each other and it had “school” written in the middle with 

a branch drawn by the researchers. Next, the children were asked to think about what this branch 

should be and add some sub-branches. After determining the first level branch with its sub-branches 

and guiding the children how to express what they think, the children were placed in the driver’s seat. 

The researchers took notes for what the children intended to draw under branches while talking about 

the Mind Map. The construction of the Mind Map continued until all children agreed that there was 
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nothing left to add. The children completed the Mind Map in about 45 minutes. Then, the researchers 

thanked them for their participation and reminded that they would come together next week to create a 

new Mind Map. During the next 2 weeks, the children created Mind Maps for “friendship” and “play” 

following the same procedure. At the end of each session, the children were presented with a Mind 

Mapping badge (a badge with a picture of a mind map) for their active participation. 

Teacher Trainees 

The researchers made an appointment with the participating teacher trainees and after 

spending about 1 hour with them doing drama activities and playing games for warm-up, the 

participants were asked to create a Mind Map for “school” on a large sheet of paper. The participants 

were given 5 minutes to think about school and 10 minutes to share what they think and feel about 

school. As in the preschoolers’ group, the floor was covered with 4 sheets of Kraft paper taped to each 

other and it had “school” written in the middle with a branch drawn by the researchers. After deciding 

what the major branch would be, they were asked to think, draw, and write a few sub-branches. After 

some encouragement and guidance, the participants took control of the process. The construction of 

the Mind Map lasted for about 30 minutes until all teacher candidates agreed that there was nothing 

left to add to the Mind Map. After a break, the participants made their own Mind Maps for 

“friendship” and “play” following the same procedure. 

Data Analysis 

Mind Maps are inherently authentic and original by nature. However, it can be quite difficult 

to evaluate them. In the current study, the Mind Map Evaluation Rubric, which was developed by 

Evrekli et al., (2009) and adapted to preschoolers who cannot read or write yet by Polat et al., (2017) 

was used. The branches at the 1st, 2nd, 3rd, and 4th level are scored 2, 4, 6, and 8 points, respectively. A 

crosslink indicating the relationships between main branches is scored 10 whereas a relationship is 

scored 2 points. Each example or visual (drawing) also gets 1 point. The things that are written by 

adults at children’s request are not scored in this rubric. Figure 1 shows how the mind map is scoring. 

 

Figure 1. An example of the branching levels and samples of the play themed mind map 

Descriptive statistics were used to analyze the Mind Maps. The expressions used for “school”, 

“friendship” and “play” in all branches were scored separately for each level by two independent 

encoders. The reliability between the two encoders were ensured using Miles and Huberman’s 

intercoder reliability coefficient [reliability coefficient = number of agreements / (number of 

agreements + disagreements)]. A total of 6 Mind Maps were coded by each researcher independently 
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and the agreement between the coders was 97.57%, 97.20%, and 94.50% for school, friendship, and 

play, respectively. Miles and Huberman (1994) suggest that an interrater reliability of 80% agreement 

between coders on 95% of the codes is sufficient for multiple coders. Therefore, the interrater 

reliability was quite high. Next, the frequencies and the total scores of the Mind Maps were calculated. 

The frequencies for preschoolers’ and teacher trainees’ associations related to school, friendship and 

play were tabulated.  

RESULTS 

The current study aimed to explore preschool children and teacher trainees’ perspectives of 

school, friendship, and play using Mind Maps. Descriptive data have been tabulated to interpret and 

compare what comes to children’s and teacher trainees’ minds when they think about school, 

friendship, and play.  

Table 1 shows the frequencies and the total score of the associations, relationships, examples, 

crosslinks and drawings in the Mind Maps created by the children and the teacher trainees for school, 

friendship, and play. Drawings (f=57) were the most frequently used way of expression followed by 

the 2nd level associations (f=25), which is quite similar to what the teacher trainees did for the “school” 

Mind Map where the drawings (f=32) and 2nd level branches (f=27) were the items with greater 

frequency. The comparison of the total scores shows that the children (∑=183) were as good as the 

teacher trainees (∑=184) at Mind Mapping. 

Table 1 Children and Teacher Trainees Scores on Mind Maps for School, Friendship, and Play 

  1st   

Level 

2nd 

Level 

 

3rd 

Level 

 

4th 

Level 

 

Relationships Example Cross 

link 

Drawings Total 

score 

  (f) ∑ (f) ∑ (f) ∑ (f) ∑ (f) ∑ (f) ∑ (f) ∑ (f) ∑  

School 

 

 

 

Children 

 

7 14 25 100 2 12 - - - - - - - - 57 57 183 

Teacher 

Trainees  

10 20 27 108 4 24 - - - - - - - - 32 32 184 

Friend 

ship 

 

 

Children 

 

6 12 19 80 - - - - - - - - - - 124 124 215 

Teacher 

Trainees  

10 20 44 176 - - - - - - - - - - 46 46 242 

Play 

 

 

 

Children 

 

5 10 16 64 - - - - - - - - - - 61 61 135 

Teacher 

Trainees 

9 18 40 160 57 342 11 88 1 2 12 12 1 10 48 48 680 

 

When “friendship” was at the center of the Mind Map, most children used drawings (f=124) 

followed by the 2nd level associations (f=20), which is quite similar to the Mind Map for “friendship” 

created by the preschooler teacher trainees as the number of drawings (f=46) and 2nd level branches 

(f=44) were greater than the others. There was also a minor difference between the total scores of the 

preschoolers (∑=216) and the teacher trainees (∑=242). 

For “play”, drawings (f=61) were again the most common items followed by 2nd level 

associations (f=16) in the Mind Map created by the preschoolers. However, it was not the case with 

the teacher trainees, whose Mind Map was dominated by 3rd level associations (f=57) followed by 

drawings (f=48).  “Play” was the only theme that the teacher trainees used crosslinks, relations, and 

examples. The difference between the total scores of the two groups (∑=135 and ∑=680) was also 

remarkable.  

Figure 2 and Figure 3 show the Mind Maps that the children and the teacher trainees created 

for “school”.  
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Figure 2. The “School” Mind Map by the preschoolers 

 

Figure 3. The “School” Mind Map by the teacher trainees 

The associations related to “school” for all levels are shown in Table 2. 

Table 2. Children’s and teacher trainees’ associations related to “school” 

 Children’s Associations f Teacher Trainees’ Associations f 

1st Level  Teachers, school trips, books, sports, 

headmasters, classes, play time 

7 School yard, students, parents, time, education, 

classes, teachers, friendship, rules, canteen 

 

10 

2nd Level Teacher F.., Teacher D., patisserie, railway 

station, school service, football pitch, 

basketball, gymnastics, textbooks, library, 

encyclopedias, audio books, Teacher A.., 

Teacher G., Teacher E., classroom*2, 

students, desks, school, chairs, robots, 

toys, dolls, laughing 

 

25 Park, basketball, pavilion, hardworking, lazy, 

meeting, parents, holidays, calendar, break time, 

formal, informal, mathematics, Turkish, social 

studies, English, music, board marker, chalk, 

coffee, laughing, sharing, silence, running, 

studying, canteen staff, money 

27 

3rd Level Swinging, jumping 2 Uniform, classroom, casual wear, holistic 

environment 

4 
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Table 2 shows that neither the children nor the teacher trainees went beyond the 3rd level 

associations related to “school”. The 2nd level associations were greater in number for both groups 

(children f = 25; teacher trainees f = 27). The 1st level branches of children’s Mind Map included the 

activities that they usually do at school whereas the teacher trainees’ 1st level associations were related 

to the profession of teaching and the physical aspects of school.  

The Mind Maps that the children and teacher trainees did for “friendship” are shown in Figure 

4 and Figure 5. 

 

Figure 4. The “Friendship” Mind Map by the preschoolers 

 

Figure 5. The “Friendship” Mind Map by the teacher trainees 

The associations related to “friendship” for all levels are presented in Table 3. 
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Table 3. Children’s and teacher trainees’ associations related to “friendship” 

 Children’s Associations f Teacher Trainees’ Associations f 

1st Level  Sharing, happiness, helping, having fun, 

traveling, playing games 

6 Empathy, happiness, brotherhood, sharing, 

guidance, trust, love, togetherness, altruism, 

entertainment 

 

10 

2nd Level  Receiving and giving gifts, making friends 

happy, sharing, moving together, holding 

hands, helping others in need, playing 

together, having fun together, being outside, 

going to the aquarium, spending time in the 

schoolyard, walking in the rain, going to the 

playground, visiting a friend, jumping rope * 

2, we can fall while playing, playing on 

slides, basketball, swing 

20 Understanding, mirror, approval, tolerance, gifts, 

chocolate, kites, food, music, embrace, loyalty, 

family, needs, knowledge, emotions, money, time, 

spending time with, partnership, peaceful, drama, 

love, hobbies, cuddling, intimacy, secrets, forty 

years*, support, gossip, time, patience, help, 

kindness, travel, laughing, music, dance, play, 

watching movies, partying, travel buddies, 

chatting, exchanging ideas, teaching 

44 

* Forty years here refers to a saying in Turkish culture, which means “If someone offers you a just cup of coffee, 

then you should always remember that favor even after forty years” emphasizing the reciprocity of friendship. 

Table 3 shows that neither the children nor the teacher trainees went beyond the 2nd level for 

the associations related to “friendship” as in the Mind Map for school. Teacher trainees preferred to 

use verbal expressions more whereas preschoolers opted for drawing pictures. The 2nd level 

associations were greater in number for both groups (children f = 20; teacher trainees f = 44). The 1st 

level branches of children’s mind map included their feelings and the activities that they do at school 

together whereas teacher candidates’ 1st level associations were related to their feelings for 

“friendship”.  

The Mind Maps that the children and teacher trainees created for “play” are shown in Figure 6 

and Figure 7. 

 

Figure 6. The “Play” Mind Map by the preschoolers 
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Figure 7. The “Play” Mind Map by the teacher trainees 

The associations related to “play” for all the levels are shown in Table 4. 

Table 4. Children’s and teacher trainees’ associations related to “play” 

 Children’s Associations f Teacher Trainees’ Associations f 

1st Level  Friends, outdoor play, emotions, toys, 

indoor play 

5 Friendship, happiness, adventure, toys, fun, 

sharing, learning, video games, neighborhood 

 

9 

2nd Level  Tuna, Dilara, Zeynep, Hüseyin, children, 

park, schoolyard, happy, sad, angry, 

surprised, lots of toys, home, school, 

friends, apartment block 

16 Help, love, fun, sharing, cloth, lively, Mustafa 

Kemal Ataturk, smiling, winning, playing 

together, sleeping, reward, amusement park, 

joy, group games, virtual, courage, craziness, 

happiness, freedom, childhood, time, toys, 

friendship, competition, love, reward, 

punishment, teamwork, readiness, school, 

family, curiosity, play station, arcade games, 

video games, evening, sunflower seeds, 

neighborhood 

 

40 

3rd Level -   Older sister/brother, brotherhood, family, 

friends, children, toys, computers, tablets, 

streets, equal, rights, dolls, books, music, 

chicks, digital, swing, remote control, car, 

miniature, wooden, mom, chocolate, books, 

park, love, affectation, jumping down the wall, 

Hakkari (a city), sharing the moment, playing 

house, break mat, permanent, Montessori, age, 

maturity, teacher, recreation, sister-brother, 

father, mother, excitement, motivation, books, 

console, dress-up / designing games, online 

games, cooking, tv, tableware, chat, cushions, 

fruit juice, bell, garden 

 

57 

4th Level 

 

-   Family, recorder, Teacher E., building, house, 

table, labor, age, maturity, garden, bookmark, 

grocery, chickpea powder 

 

11 

Examples     Uno, Monopoly, Tabu, charades, FIFA, street 

games, Blur, NBA, Super Mario, Packman, 

Tetris, Minecraft  

12 
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As seen in Table 4, the number of the associations that the teacher trainees had related to 

“play” was much greater than the children’s associations, which is quite interesting. The teacher 

trainees made definitions and gave examples for all the levels of the Mind Map for “play”, which had 

the largest number of associations among all three themes. Most of the children’s associations (f = 16) 

were in the 2nd level branches while it was the 3rd level branches where most of the associations by the 

teacher trainees (f = 57) were clustered. It seems that the children focused on the play areas and social-

emotional aspects of play in the 1st level branches. Similarly, the teacher candidates included types of 

play, play areas and social-emotional qualities of play. In the 2nd level branches, the children preferred 

to use the expression “lots of toys” as a general component of play rather than detailing the toys.   

DISCUSSION  

The current study aimed to explore children and teacher trainees’ perceptions of school, 

friendship, and play by using Mind Maps. The results showed that the children and teacher trainees 

received roughly the same total scores on the three Mind Maps, which might indicate that preschoolers 

can have a performance as good as adults in Mind Mapping although children do not have fully 

developed cognitive skills yet. Adult group was expected to form much more sophisticated 

connections and come up with more abstract and complex associations; however, the children and the 

teacher trainees seemed to focus on similar abstract associations (e.g., “sharing” and “happiness”) and 

concrete aspects of school (e.g., “teachers” and “books”), for example.  This similarity might be due to 

the use of Mind Mapping as an appropriate and effective tool helping children recall and describe what 

they think. For example, Matthews (1985) investigated 6-11-year-old children’s representations of 

their journey to school and home by means of four different techniques, which were free-recall 

sketching, air photo interpretation, map interpretation, and verbal reporting. The author concluded that 

verbal descriptions might inhibit children to a great extent whereas all children produced better 

representations by any other technique. Therefore, one might infer that Mind Mapping helps children 

express what they know about a topic and closes the gap between children and adults with better 

cognitive skills who will otherwise outperform children when other techniques are used.  

The results for the “School” Mind Map revealed that the children and teacher trainees almost 

had the same total score. However, the teacher trainees had outperformed the children in the 3rd level 

branches whereas it was the opposite in the drawings on behalf of children. When we look at the 

associations that both groups formed in detail, the children had only one association referring to the 

psychological aspects of school (“laughing”) and most of the associations seemed to be the social and 

the very physical elements of school, such as teachers, furniture and activities. The teacher trainees, on 

the other hand, seemed to refer to the social and emotional attributes more often like friendship, 

parents, canteen keeper and silence. It is also evident that the teacher trainees based their associations 

on their schooling years because it is very hard for children to come up with some of those 

associations (e.g., coffee, calendar, silence, formal, and informal) which are not observable and 

present in preschool settings. Although not surprising, this finding might suggest that the physical 

elements, teachers, and play time dominate children's feelings for and conceptions of school. It may 

also indicate that the academic expectations and perspectives of adults might conflict with children’s 

perceptions of school during the transition from preschool to 1st grade, which has the potential to make 

this process more troublesome. The fact that teachers are quite visible in children’s conceptions of 

school further supports the findings of the existing literature suggesting that positive teacher-child 

relationships may serve as an agent in children’s task engagement (Alamos & Williford, 2019), school 

adjustment (Birch & Ladd, 1997), academic performance (Pianta & Stuhlman, 2004), expressive 

vocabulary (Rojas & Abenavoli, 2021), social competence (Zhang & Nurmi, 2012), and so on. 

Therefore, early childhood educators might consider engaging in a range of actions that will promote 

positive and close teacher-child relationships to foster children’s positive conceptions of school. 

The Mind Map for friendship also bears several similarities to the Mind Map for school with 

respect to the total scores, 2nd level branches, and drawings. The teacher trainees used more than twice 

of the number of the 2nd level associations than the children whereas the children had almost three 

times more drawings compared to the teacher trainees although the total scores were close to each 
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other. This finding might further support the idea that children are quite good at drawing their mental 

impressions of a phenomena referring to its emotional elements and that their drawings are not just 

visual observations (Di-Leo, 1996). The associations children formed for friendship seem to revolve 

around play and the obvious activities that friends do during play, such as “swing” and “skipping 

rope”, which further extends the findings of previous research on the development of young children’s 

notion of friendship (e.g., Selman, 1981; Newcomb & Bagwell, 1995).  Bigelow (1977) who studied 

480 children aged 6-14 years concluded that there are three stages of friendship which develop with 

age. Based on children’s descriptions, the first stage was dominated by common activities like play 

and propinquity for children younger than 10. Then, children move to the second stage which includes 

admiring friends, and the third stage where children care about more social, emotional and abstract 

concepts, such as acceptance, loyalty, common interests, and intimacy. Therefore, it is not surprising 

that the teacher trainees had more diversity both in their 1st and 2nd level associations which included 

discrete categories with more abstract and emotional qualities as expected like “exchange of ideas”, 

“money”, “mirror”, “tolerance”, and “patience”.  

In addition to the associations based on common activities and play, some of the associations 

by children seem to emphasize the “togetherness” and “altruism” of friendship, such as “having fun 

together”, “exchanging gifts”, and “carrying something together”. This is in line with the previous 

research findings in that preschoolers tend to be quite generous with their friends by the age of 5-6 (Yu 

et al., 2016; Paulus, 2016). Because identifying social relations between people and choosing to help is 

a difficult task for young children as it requires social and cognitive skills (Warneken, 2016), our 

finding might also suggest that preschool children are capable of interpreting that friendship includes 

reciprocity and contribute to the literature on preschoolers’ understanding of friendship.  

One of the interesting findings of the current study is the significant difference between the 

total scores of the children and the teacher trainees on the “Play” Mind Map. The children did not have 

any 3rd or 4th level associations although they again had more drawings than the teacher trainees. The 

teacher trainees’ 2nd level associations far exceeded the number of the associations formed by the 

children as well. When we take a closer look at the children’s associations for play, we see personal 

names (e.g., “Tuna” and “Dilara”), places (e.g., “House” and “School”), and some adjectives 

describing emotions (e.g., “Happy” and “Puzzled”), which shows that the social and physical context 

of play might be much more important to preschoolers (Horgan et al., 2018) compared to the teacher 

trainees who referred to many objects (e.g., “Cloth”, “Books”, “Chocolate”) and digital play (e.g., 

“Play Station”, “Console”, “Online Games”, “Computer”, etc.). It is quite unexpected that although 

most preschoolers have tablets or smartphones available at home nowadays (Brito et al., 2018), they 

did not include the digital play in their conceptions of play. This finding may further provide evidence 

for the idea that most children opt for playing with friends or playing outdoors whenever they can 

instead of sedentary activities, such as watching TV or playing video games indoors because they 

think that outdoors is a place to play whereas indoor spaces are for work (Singer, 1996). For example, 

Nedovic and Morissey (2013) who investigated 18 three- to four-year-old children’s preferences for 

the redesign of a childcare report that only 9% of the children wished to have non-natural elements 

(e.g., commercial toys) while the rest of the children preferred natural elements (e.g., mulch and 

teepee). Similarly, Greenfield (2004) who asked the children to take photographs of their favorite play 

areas reported that most children prefer to be outside when given the choice. Therefore, teachers might 

consider children’s conceptions of play for their practices and decision-making to better serve 

children’s needs and facilitate their learning by placing a high value on what they care about.  

Taken together, the results of the current study, which aimed to explore preschoolers and 

teacher trainees’ conceptions of school, friendship, and play through Mind Maps, revealed that the 

children can be successful Mind Mappers like adults and tend to use drawings more often than adults. 

The children and the teacher trainees had similar scores on the Mind Maps for school and friendship. 

With respect to school, it is evident that teachers and physical environment are quite important to 

children. For friendship, it seems that the children tend to talk about play and the activities they do 

with friends. Lastly, the children and teacher trainees’ conceptions of play differed significantly, and 

the children did not include digital play in their Mind Maps unlike the teacher trainees.  
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However, the current study has its own limitations. First, the number of participants for each 

group is quite limited and future studies might work with larger and heterogenous groups from 

different backgrounds. Second, the Mind Maps in the current study were created on group-level. 

Although it has its own advantages for brainstorming, individual Mind Maps might be used in future 

research to reveal and compare participants’ conceptions. Third, the results should be interpreted with 

caution because the aim of the phenomenological approach is just to reveal a phenomenon as it is 

rather than focusing on causes and generalizing the results to larger populations.   
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Abstract 

The study's major goal was to analyze the relation between preservice classroom teachers' 

metacognitive awareness of reading practices and critical thinking attitudes. The Metacognitive 

awareness of reading strategies inventory (MARSI-TR), Critical thinking attitude scale (CTS), and 

demographics information form were utilized to collect data for the study. A total of 294 pre-service 

classroom teachers in the first and the fourth grades from two public universities constituted the 

sample. The results showed that women had both higher metacognitive awareness and critical thinking 

attitudes than men. As for the mother and father’s education level, significant differences were found 

between sub-dimensions of critical thinking attitude scores of preservice classroom teachers. All of the 

correlations among the factors of metacognition and critical thinking attitude showed significant 

values, the direction of the relationships are all positive where the use of metacognition awareness 

factor increases with the scores on the factors of critical thinking. Additionally, critical thinking sub-

dimensions explain 11% of the change in metacognitive awareness of reading strategies.  
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INTRODUCTION 

Thinking is a main ability of human beings. Everyone has bilions of neuorons in his brain and 

thinks consciously or unconsciously while doing his daily routines. Lightening fast developing 

techonology, just being able to think is not enough, one must learn to think critically. Critical thinking 

should not be seen as an option of educational goals because thinking critically is an ethical right that 

every individual should have (Şahinel, 2007).  

It can be said that critical thinking is different from the usual thinking process in terms of 

receiving, systematizing, comparing, and evaluating information actively and effectively. Thinking 

may not happen towards a certain purpose, but critical thinking is an organized process. Critical 

thinking, according to Ennis (2011), is reasonable, and thoughtful thinking focused on determining 

what to believe, or do. It is an art of thinking which has the process of examining and assessing one's 

own thinking in order to improve it by having self-discipline, self-management, self-monitoring, 

where the individual who thinks about any issue, problem or content increases the quality of his 

thinking and imposes intellectual standards on it by adding a second level to critical thinking to 

ordinary thinking (Paul & Elder, 2002). 

In Bloom's taxonomy, critical thinking is about higher thinking processes, which focuses on 

cognitive targets such as analysis, evaluation, and synthesis instead of being associated with lower-

order thinking processes such as remembering, and understanding. Likewase, Demirel (2007) stated 

that critical thinking is based on the ability and tendencies to acquire, evaluate and use information 

effectively and explained the five main rules of critical thinking as follows: consistency, combining, 

practicability, competence, and ability to communicate. It is a disciplined, and self-controlled way of 

thinking that reveals flawless thinking about a particular field or form of thought (Şahinel, 2002).  

As Facione (1995) reported in The Delphi Project, like any other skill, critical thinking is the 

ability to participate in an action, process, or approach. In general, having a talent means doing the 

right thing at the right time. But first of all, getting a skill needs having positive attitude of it. Attitude 

is defined as “a learned tendency that causes us to behave consistently towards certain persons, objects 

and events in the same way” (Dictionary of education terms, 1974). Critical thinking attitude, on the 

other hand, can be expressed as individuals' development of positive opinions on systematic and self-

disciplined thinking skills. It is well acknowledged that critical thinking abilities alone are insufficient. 

He or she must also be willing to put them to use: proper attitudes or dispositions are essential for 

someone to be a critical thinker in the first place (Millman, 1988). Therefore, it is important for 

individuals to develop a positive attitude towards critical thinking skills before acquiring them. 

Particularly critical thinking cognitive abilities, may be taught in a variety of ways, including making 

the techniques unambiguous, depicting how they are to be used and performed, explaining and 

showing their correct usage, and supporting their application (Facion, 1995). So it can be concluded 

that when one has the right attitude to think critically, he starts learning how to use metacognitive 

abilities.  

Metacognition is expressed as the ability of the individual to control and direct their own 

mental processes (Reeve & Brown, 1985). One of the most important reasons for the concept of 

metacognition to come to the fore is the claim that it is effective in gaining the ability of the individual 

to plan his own learning process (Akpunar, 2011). Similarly, individuals with high metacognitive 

awareness and using metacognitive strategies play an important role in regulating and controlling their 

own learning by providing control in learning. Metacognition teaching understands how one's own 

mental processes work; it is based on the assumption that it can control these processes and use these 

processes more effectively by rearranging them for a more qualified learning (Ülgen, 2004). 

According to Flavell (1985), whom the concept of metacognition was first used by in the early 1970s, 

there are four components that make up the metacognition as follows; metacognitive experiences, 

metacognitive knowledge, goals, and strategies. Costa (1984) suggested 12 strategies for teachers to 

improve students' metacognitive skills like planning, helping students make informed choices, 

producing questions, evaluating based on various conditions, giving feedback, not using the word 'I 
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can't', explaining students' thoughts in detail, naming students' behaviors, explaining students' 

terminology, role and imitation, thinking diary holding and being a role model. 

Not only metacognitive strategies can be taken into consideration as a whole, but also can be 

investigated in awareness of 4 main components of languge skills as listening, reading, writing, and 

speaking. In this study metacognitive awareness of reading strategies was investigated. Reading skills 

encompass a variety of skills that includes many physical and brain-based mental processes. One of 

the ways to increase the effectiveness of the reading process and improve the level of reading 

comprehension is that the reader can choose and apply the appropriate strategy for the text to be read. 

However, during the implementation of the chosen strategy, the ability of the individual to control his / 

her own reading process and to find solutions to emerging problems is related to the reader's level of 

metacognitive awareness (Azizoğlu & Okur, 2020). 

When reading comprehension and metacognition strategies are evaluated together, it can be 

classified under three main headings as "before reading", "during reading" and "after reading" similar 

to metacogitive strategies defined as prediction, monitoring, and evaluation (Özbay & Bahar, 2012). 

So individuals who use metacognitive strategies while reading are expected to use their critical 

thinking skills or having a positive attitude towards thinking critically as good readers. As indicated by 

Halpern's (1998) four-part model, metacognition, and critical thinking together could be fitted. It was 

perceived that once taking part in critical thinking, students get the chance to persevere through 

explicit metacognitive skills like perception their reasoning strategy determining if sufficient progress 

toward an appropriate objective is being accomplished, assuring precision, and making judgments 

based on the effort of time and mental energy (Magno, 2010). This obviously implies that critical 

thinking is a function of metacognition, which provides a direction in the forecasting of the two 

elements. 

In the light of these opinions, the importance of the present study can be summarized as 

below:  

The importance of the role of teachers during students’ acquisition period of metacognitive 

skills is prominent. Since the teacher has become a guide who teaches learning ways rather than a 

person who gives information to students, some duties fall to the teacher at the point of transferring 

metacognitive skills (Çakıroğlu, 2007). Also, studies show that the higher success levels of 

metacognitive strategies that the students have, the higher performance in their lessons that they get 

(Özsoy, 2008).  

There have been studies investigating metacognitive awareness solely (Öztürk & Açıl, 2020; 

Topkaya, Şentürk & Yılar, 2021; Yemenici & Ulu, 2020), critical thinking attitudes (Kutluca, Yılmaz 

& İbiş, 2018),  critical thinking skills, abilities or standarts with and different combinations of the 

variables (Akkaya, 2015; Arslan, 2015; Çakıcı, 2018; Çelebi & Kusucuran, 2018; Karaoğlan-Yılmaz, 

Yılmaz, Üstün & Keser, 2019; Safitri, Suhaedir Bachtiar, Irmawanty, Rukman, 2019; Semerci & 

Elaldı, 2014). Also, Can (2021) examined critical thinking attitudes and listening metacognitive 

abilities, and Ulu (2019) as the most similar to our study investigated the relationships between the 

attitudes towards reading and reading habits, metacognitive awareness of reading strategies, and 

critical thinking tendencies of pre-service teachers were examined. In a short, it was seen that there 

have been studies with different samples and instruments but directly no studies examined critical 

thinking as an attitude so it is hoped that this study will contribute to the literature. 

In this study, classroom teachers were taken as participants for being the first role model for 

students especially in terms of and integrating metacognitive reading strategies as well as critical 

thinking into all lessons. Through the curriculum, classroom teachers can transfer their basic thinking 

skills to their students so that they can be used in their daily lives. The teachers who will guide in 

thinking and reaching new information from knowledge and developing new strategies about higher 

levels of thinking must first train themselves in these subjects and gain these skills themselves 

(Kiewra, 2002). After recognized metacognitive awareness of readings skills, the preservice teachers 
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could be more efficient critical thinkers. Therefore, in this study, the link between preservice 

classroom teachers' critical thinking attitude and metacognitive awareness of reading strategies was 

studied. 

The purpose of the study  

The main objective of this study is to look into the relationship between pre-service classroom 

teachers' critical thinking skills and metacognitive awareness of reading strategies, as well as to see if 

there is a statistical difference between gender, age, class level, mother's and father's education level 

variables on pre-service classroom teachers.  

Answers to the following sub-questions were requested for this purpose:  

1. Do critical thinking skills of pre-service classroom teachers differ by gender/class level/ 

mother’s and father’s education level variables? 

2. Do metacognitive awareness of reading strategies differ by gender/class level /mother’s and 

father’s education level variables? 

3. Is there a correlation between critical thinking abilities and metacognitive awareness of 

reading strategies among pre-service classroom teachers?  

4. Does critical thinking attitude have a predictive power on metacognitive awereness of 

reading strategies of pre-service classroom teachers?  

METHOD 

Methodological aspects of the study are provided in this section. The research methodology, 

study population, and validity and reliability study of data collection instruments and other tests 

utilized for data processing are all described in this regard. 

Research Design 

In this study prospective classroom teachers’ critical thinking attitude and metacognitive 

awareness of reading strategies were investigated according to class level, gender, mother’s and 

father’s education level variables. Additionally, the relation between critical thinking attitude and 

metacognitive awareness of reading strategies of the prospective teachers were investigated. The 

research was designed in this setting using the relational survey model, which is one of the main 

survey models used to determine the existence and degree of co-exchange between variables (Karasar, 

2005), and it does so by using a correlation coefficient (Fraenkel, Wallen, & Hyun, 2009). In such an 

arrangement, the variables that will be related to each other are symbolized separately and must be 

made in a way that allows a relational analysis (Karasar, 2006). In this way, correlation type relational 

survey method was used to observe the relationships between variables.  

Study Population  

The study's population included 294 pre-service classroom instructors from the first and fourth 

grades enrolled in two public universities (Aydin Adnan Menderes University & Gazi University) in 

Turkey during 2018-2019 academic year. The frequency distrubition of the characteristics of the 

sample was presented in Table 1.  
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Table 1. Frequency Distribution of the Sample's Demographic Characteristics  

Demografic variables Groups N % 

University A University 161 54,8 

 B University 133 45,2 

Class 1st grade 151 51,4 

 4th grade 143 48,6 

Gender Women  220 74,8 

 Men  74 25,2 

Mother’s education level  Not graduate a school 33 11,2 

 Primary education 129 43,9 

 Secondary education 58 19,7 

 High school education 46 15,6 

 University education 28 9,5 

Father’s education level  Not graduate a school 22 7,5 

 Primary education 93 31,6 

 Secondary education 57 19,4 

 High school education 62 21,1 

 University education 60 20,4 

Total    294 

 

As it was presented in Table 1, two different universities were preferred in the selection of the 

sample in order to ensure the representation of prospective teachers, one of which is a well-established 

and the other a newer university, by making purposeful sampling. In addition, in the same way, the 

primary reason for conducting the research from the selected universities on 1st and 4th grade students 

is to determine whether there will be a differentiation in the critical thinking attitudes, and 

metacognitive reading strategies of the students in different age groups over time with the education 

they receive.  

For determing the sample, firstly statistical information was obtained from students’ affair 

services in two universities. It was observed that 550 students were enrolled in 1st ,and the 4th grades of 

Classroom education in normal and evening classes. By using purposeful and convenient sampling 

method, 294 pre-service students voluntarily completed the forms. Based on sampe size formule the 

sample group was acceptable as p=.005 error size significance (Yazıcıoğlu & Erdoğan, 2004). 

Data Collecting Procedure 

Firstly, permissions were obtained from the owners of the scales via by e-mail, and the scales 

were applied in the designated classes on a voluntary basis based on ethical considerations during 

break time in classess withouth interrupting the lessons in the spring term of 2018-2019 academic 

year. After giving a brief information about the study, the scales were applied to the students by the 

researchers in two different cities during the same time period.The data was collected with in four 

days, and it took 5-8 minutes for students to complete the forms.  

Data Collection Instruments 

Two data collection tools were used in the scope of the research. These are explained below: 

Critical Thinking Attitude Scale (CTAS): The Likert-type five-point measuring instrument 

consisting of 19 questions and five sub-dimensions namely gathering information willingness, self-

regulation, inference, evidence based decision making and opennes to searching for a reason was 

developed by Yılmaz Özelçi and Saracaloğlu (2017). Among these items, there are 11 positive and 8 

negative items. The scale was created with the help of university students. The maximum potential 

score was determined to be 75. 
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Critical Thinking Attitude Scale Exploratory and Confirmatory Factor Analysis Results 

As for exploratory analysis, item-total correlations were found to be higher than 0.30 (between 

0.32 and 0.68) for all items in the scale for the current study. When the reliability and validity analysis 

results are evaluated together, it can be stated that the 19 items in the scale have high validity, 

distinguish the sample in terms of the behavior desired to measure, and the items in the scales are 

items intended to measure the same behavior within the scale.  

According to the preliminary findings of the confirmatory factor analysis, which was 

conducted using the scale's original structure of 19 items and 5 dimensions, the fit indices were 

generally at acceptable levels; factor loadings and correlation between factors were found to be within 

acceptable range as it was shown in Table 2. 

Table 2. Critical Thinking Attitude Scale Confirmatory Factor Analysis Fit Indices  

Model Fit Indices   DFA Acceptable Good/Very Good 

X2/sd 1,58 0< X2/sd< 5 0< X2/sd< 3 

RMSEA 0,04 0,00≤RMSEA≤0,10 0,00≤RMSEA≤0,05 

SRMR 0,05 0,00≤SRMR≤0,08 0,00≤SRMR≤0,05 

GFI 0,93 0,90≤GFI≤1,0 0,95≤GFI≤1,0 

NFI 0,92 0,90≤NFI≤1,0 0,95≤NFI≤1,0 

NNFI 0,96 0,90≤NNFI≤1,0 0,95≤NNFI≤1,0 

CFI 0,97 0,90≤CFI≤1,0 0,95≤CFI≤1,0 

 

When the item fit in the model was examined, it was found that the fit indices of the scale 

consisting of 19 items and 5 dimensions were generally at acceptable levels, factor loads were over 

0.40, error variances were low, and t values were significant (Çokluk, Şekercioğlu, & Büyüköztürk, 

2010:271-272; Meydan and Şenen, 2011:37). Confirmatory factor analysis revealed that the scale had 

the optimal structure, consisting of five factors and 19 items. (Table 3).  

Table 3. Critical Thinking Attitude Scale Reliability and Validity Results  

Factor Item Std. β T R2 r 
α 

(0,89) 

Willingness 

1 0,69  0,47 0,53 

0,83 
2 0,82 11,99** 0,68 0,63 

3 0,79 11,67** 0,63 0,60 

4 0,68 10,23** 0,46 0,48 

Self Regulation 

5 0,59  0,35 0,44 

0,84 
6 0,74 9,61** 0,55 0,59 

7 0,72 9,43** 0,52 0,55 

8 0,76 9,71** 0,57 0,58 

9 0,77 9,83** 0,60 0,61 

Inference 

10 0,84  0,71 0,68 

0,83 11 0,85 16,22** 0,72 0,65 

12 0,68 12,28** 0,46 0,42 

Evidence based decision making and  

13 0,79  0,63 0,32 

0,79 14 0,85 12,46** 0,72 0,42 

15 0,62 10,05** 0,38 0,39 

Opennes to searching for a reason. 

16 0,75  0,56 0,51 

0,82 
17 0,80 12,67** 0,63 0,59 

18 0,76 12,23** 0,58 0,54 

19 0,62 9,99** 0,39 0,41 

* p<0,05 **p<0,01    r: Item total corelation α: Cronbach Alpha 

The Cronbach Alpha coefficient of the scale was 0.89 when the reliability analysis findings 

were analyzed, and the coefficients of the sub-dimensions were found to be 0.83- 0.84- 0.83- 0.79 and 

0.84. Item-total correlations for all items in the scale were found to be higher than 0.30 (range 0.32 to 
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0.68) (Table 3). When the reliability and validity analysis results are evaluated together, it can be 

interpreted that the validity of the 19 items in the scale is high, they distinguish the sample in terms of 

the behavior to be measured, and the items in the scales are items in the scale aimed at measuring the 

same behavior. 

Metacognitive Awareness of Reading Strategies Scale (MARSI): The Mokhtari and 

Reichard (2002) scale, translated to Turkish by Öztürk (2012), was used as a self-report tool to 

measure teenagers' metacognitive awareness and reported use of reading strategies when reading 

academic texts. The measurement tool consists of 30 items and 3 subscales. It is able to uncover 

students’ generalized use of reading strategies within the context of academic or school-related reading 

(Mokhtari, Dimitrow, & Reichard, 2018). The metacognitive awareness of reading strategies 

Inventory assessed three subscales of reading strategies: global reading strategies, problem-solving 

strategies, and support reading strategies (Mokhtari & Reichard, 2002). 

Reading Strategies Metacognitive Awareness Scale Exploratory and Confirmatory 

Factor Analysis Results 

In the exploratory factor analysis of the Reading Strategies Metacognitive Awareness Scale, 

KMO was 0.93; the significance threshold of Bartlett's sphericity test was p=0.01. It was found that 

exploratory factor analysis using data from the application and a sample of 294 participants was 

adequate. 

The fit indices were largely satisfactory, according to the preliminary findings of the 

confirmatory factor analysis performed with the 23 items and 3-dimensional structure of the scale. 

Since it was determined that the factor loadings and the correlation between the factors were in the 

acceptable range (Table 4), all fit indices were tried to be improved with the covariance connections in 

accordance with the modification suggestions as it was presented in Table 4. 

Table 4. Reading Strategies Metacognitive Awareness Scale Confirmatory Factor Analysis Fit 

Indices  

Model Fit Indices 1st DFA Last DFA Acceptable Good/Very Good 

X2/sd 1,99 1,77 0< X2/sd< 5 0< X2/sd< 3 

RMSEA 0,06 0,05 0,00≤RMSEA≤0,10 0,00≤RMSEA≤0,05 

SRMR 0,05 0,05 0,00≤SRMR≤0,08 0,00≤SRMR≤0,05 

GFI 0,87 0,90 0,90≤GFI≤1,0 0,95≤GFI≤1,0 

NFI 0,83 0,86 0,90≤NFI≤1,0 0,95≤NFI≤1,0 

NNFI 0,90 0,92 0,90≤NNFI≤1,0 0,95≤NNFI≤1,0 

CFI 0,91 0,93 0,90≤CFI≤1,0 0,95≤CFI≤1,0 

 

As a result of the covariance connections made in accordance with the modification 

suggestions, it was determined that the fit indexes of the 23 items and 3 dimensions reached 

acceptable levels in general, the factor loads were above 0.40, the error variances were low and the t 

values were significant at the 0.01 level (Çokluk, Şekercioğlu and Büyüköztürk, 2010:271-272; 

Meydan and Şeşen, 2011:37). With three factors and 23 items, the scale was found to have the best 

structure (Table 5).  

  



International Journal of Progressive Education, Volume 18 Number 2, 2022 

© 2022 INASED 

56 

Table 5. Reliability and Validity Results of Reading Strategies Metacognitive Awareness Scale  

Factors Items Std. β T R2 r 
α 

(0,92) 

Global reading strategies   

m5 0,48  0,24 0,38 

0,83 

m6 0,63 7,91** 0,40 0,53 

m9 0,62 7,01** 0,38 0,53 

m12 0,67 7,29** 0,45 0,58 

m20 0,67 7,28** 0,44 0,55 

m24 0,68 7,34** 0,46 0,51 

m28 0,71 7,48** 0,50 0,55 

Problem solving strategies 

m8 0,60  0,36 0,54 

0,85 

m13 0,59 8,38** 0,35 0,54 

m16 0,60 8,50** 0,36 0,51 

m18 0,72 9,61** 0,52 0,62 

m21 0,59 8,34** 0,35 0,53 

m26 0,67 9,17** 0,45 0,54 

m27 0,75 9,91** 0,56 0,62 

m30 0,68 9,21** 0,47 0,58 

Supporting reading strategies 

m2 0,58  0,33 0,53 

0,84 

m3 0,69 10,19** 0,48 0,64 

m7 0,69 8,79** 0,47 0,58 

m10 0,60 8,09** 0,36 0,54 

m17 0,59 7,89** 0,34 0,50 

m19 0,68 8,79** 0,46 0,58 

m22 0,60 7,92** 0,36 0,51 

m23 0,65 8,54** 0,43 0,56 

* p<0,05 **p<0,01    r: Item total corelations   α: Cronbach Alpha   

When the results of the reliability research were evaluated, the Cronbach Alpha coefficient of 

the scale was 0.92.The coefficients of the sub-dimensions were found to be 0.83- 0.85 and 0.84. Item-

total correlations for all items in the scale were found to be higher than 0.30 (range 0.38 to 0.64) 

(Table 5). For the suitability of the structure of the scale consisting of 30 items and 3 sub-dimensions, 

the difference between the load values in the factor to which the items belong, the load values in the 

other factors and the loads in more than one factor were examined. It was determined that 7 items in 

the scale (15,11,1,4,14,25,29) were not included in appropriate dimensions and had high load values in 

different sizes, and items that did not comply with the rules were eliminated gradually. When the 

reliability and validity analysis results are evaluated together, remaining 23 items in the scale can be 

regarded as having high validity, because they distinguish the sample in terms of the behavior to be 

investigated, and the items in the scales are items intended to measure the same behavior in the scale. 

It can be contented that according to obtained reliability and validity studies, the two data collecting 

tools were valid and reliable instruments for this sample group.  

Data Analysis  

A statistical package program for social science 16.0 and AMOS 21.0 programs were used in 

the analysis of the data. Exploratory factor analysis, confirmatory factor analysis, lower and upper 

27% t tests, item total correlation and Cronbach Alpha tests were applied within the scope of the 

reliability and validity studies of the scales. 

The Skewness coefficient was used to test the normality of the scale and sub-dimension 

scores. The fact that the skewness coefficient used in the normal distribution feature of the scores 

obtained from a continuous variable is within the limits of ±1 can be interpreted as the scores do not 

show a significant deviation from the normal distribution. Parametric tests can be used by providing 

the normal distribution of the scores with square root, logarithmic or inverse methods (Büyüköztürk, 

2011: 40). In the comparison of the variables according to gender and class variables, from two 

independent samples t-test; One-way analysis of variance (One Way ANOVA) test was used to 

compare the variables of age, mother's education level, father's education level and the book he read. 

When a significant difference was observed between the groups in the ANOVA test, the LSD post hoc 

test was used to determine between which two groups the difference was. Pearson correlation to 
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determine the relationship between scale scores. The influence of critical thinking attitude on reading 

strategies and metacognitive awareness was examined using regression analysis. The significance 

threshold in the analyses was maintained at 0.05 (p<0.05). 

FINDINGS 

Along with the sub-problems of the study, the findings of the Critical Thinking Attitude Scale 

Scores and Metacognition awareness of reading strategy scale scores based on variables (gender, class 

level, education level of mother and father) were given orderly in tables in this part.  

Findings along with the First Sub-Problem of the Study  

The first sub-problem of the study investigates whether whether the pre-service teachers’ 

critical thinking attitude scores differ significantly according to gender, age, class level, mother’s, and 

father’s education level. The results of the analysis were presented in Tables 6, 7, 8 & 9.  

The Pre-service Classroom Teachers’ Critical Thinking Attitude Levels by Gender  

Table 6. T-Test Results of Critical Thinking Attitude Scale Scores by Gender  

Sub-dimensions Gender N 𝑿 SS T P 

Information Acquisition Willingness 
Female 220 3,81 0,75 

2,47 0,014* 
Male 74 3,55 0,95 

Self-regulation 
Female 220 3,67 0,82 

1,36 0,175 
Male 74 3,52 0,91 

Inference 
Female 220 4,06 0,91 

2,18 0,030* 
Male 74 3,78 1,03 

Evidence Based Decision Making  
Female 220 3,33 0,94 

-0,97 0,334 
Male 74 3,46 1,00 

Reason seeking 
Female 220 4,03 0,82 

1,62 0,106 
Male 74 3,82 0,98 

CRITICAL THINKING ATTITUDE TOTAL 
Female 220 3,78 0,59 

1,87 0,062 
Male 74 3,63 0,71 

 

Based on the results shown in Table 6, Information acquisition willingness (t=2,47; p<0,05) 

and inference (t=2,18; p<0,05) sub-dimensions differed significantly according to gender. Female 

students’ information acquisition willingness (3.81 ± 0.75) and inference scores were significantly 

higher than male students' score (4.06 ± 0.91). On the other hand self regulation, evidence based 

decision making, reason seeking and critical thinking attitude scores of the students didn’t differ 

according to gender.  

Pre-service Classroom Teachers’ Critical Thinking Attitude Scale Scores By Class Level 

Table 7. T-Test Results Of Critical Thinking Attitudes According To Class Level  

Sub-dimensions Class N 𝑿 SS T P 

Information Acquisition Willingness 

 

1st class 151 3,84 0,78 
1,99 0,047* 

4th class 143 3,65 0,83 

Self regulation 

 

1st class 151 3,74 0,84 
2,18 0,030* 

4th class 143 3,52 0,84 

Inference 

 

1st class 151 4,10 0,93 
2,19 0,029* 

4th class 143 3,88 0,95 

Evidence Based Decision Making  

 

1st class 151 3,44 0,99 
1,31 0,193 

4th class 143 3,29 0,92 

Reason seeking 
1st class 151 4,07 0,86 

2,08 0,039* 
4th class 143 3,87 0,86 

CRITICAL THINKING ATTITUDE 
1st class 151 3,84 0,62 

2,71 0,007* 
4th class 143 3,64 0,62 

   *p<.005 
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As it’s seen in table 3, as for critical thinking scale significant differences were found between 

willingness to gather information (t = 1.99; p <0.05), self-regulation (t = 2.18; p <0.05), inference (t = 

2.19; p <0.05) except for evidence based decision making (p>.05) sub-dimension and class level. 1st 

grade students 'willingness to gather information (3.84 ± 0.78), self-regulation score (3.74 ± 0.84), 

'openness to search (4.07 ± 0.86) and also the critical thinking attitude score of the 1st grade students 

(3.84 ± 0.62) were significantly higher than 4th grade students' score.  

Pre-service Classroom Teachers’ Critical Thinking Attitude Scale Scores by Mother’s 

education level 

Table 8. ANOVA Test Results of Critical Thinking Attitude Scale Scores by Mother’s education 

level 

Sub-dimensions Mothers’ education  N 𝑿 SS F P 

Significant 

difference 

Information Acquisition 

Willingness 

A-Any graduation 33 3,61 0,95 

0,83 0,504 

 

B-Primary 129 3,84 0,67  

C-Secondary 58 3,73 0,91  

D-High school 46 3,67 0,76  

E-University 28 3,65 1,07  

Self regulation 

A-Any graduation 33 3,51 0,89 

0,86 0,488 

 

B-Primary 129 3,72 0,75  

C-Secondary 58 3,63 0,88  

D-High school 46 3,50 0,91  

E-University 28 3,58 1,00  

Inference 

A-Any graduation 33 3,85 1,13 

0,29 0,883 

 

B-Primary 129 4,06 0,87  

C-Secondary 58 3,98 0,98  

D-High school 46 3,95 0,92  

E-University 28 3,94 1,05  

Evidence Based Decision 

Making  

A-Any graduation 33 3,05 0,89 

2,92 0,022 

C,D>A,B 

B-Primary 129 3,25 0,95  

C-Secondary 58 3,63 0,88  

D-High school 46 3,54 0,89  

E-University 28 3,43 1,18  

Reason seeking 

A-Any graduation 33 3,72 0,91 

1,29 0,274 

 

B-Primary 129 4,02 0,89  

C-Secondary 58 4,09 0,81  

D-High school 46 3,95 0,79  

E-University 28 3,87 0,92  

CRITICAL THINKING 

ATTITUDE TOTAL 

A-Any graduation 33 3,55 0,65 

1,15 0,331 

 

B-Primary 129 3,78 0,58  

C-Secondary 58 3,81 0,65  

D-High school 46 3,72 0,58  

E-University 28 3,69 0,76  

*p<0.05 

As it’s shown in Table 8, it was determined that only evidence-based decision sub-dimension 

scores differed significantly from the level of mother's education (F = 2.92; p <0.05). Per the findings 

of  LSD post hoc test on which groups the difference is, the evidence-based sub-dimension scores of 

students whose mothers' education level was secondary school (3.63 ± 0.88) and high school (3.54 ± 

0.89) were significantly higher than the scores of students whose mother did not graduate a school 

(3.05 ± 0.89) and whose mother graduated from primary school level (3.25 ± 0.95). 

Pre-service Classroom Teachers’ Critical Thinking Attitude Scale Scores by Father’s 

education level  

  



International Journal of Progressive Education, Volume 18 Number 2, 2022 

© 2022 INASED 

59 

Table 9. ANOVA Test Results of Critical Thinking Attitude Scale Scores by Father’s education 

level  

Sub-dimensions Father’s education n 𝐗 SS F P 

Significant 

difference 

Information Acquisition 

Willingness 

A-Any graduation 22 3,50 1,12 

1,08 0,366 

 

B-Primary 93 3,76 0,63  

C-Secondary 57 3,83 0,87  

D-High school 62 3,83 0,79  

E-University 60 3,65 0,88  

Self regulation 

A-Any graduation 22 3,52 0,99 

1,00 0,407 

 

B-Primary 93 3,76 0,65  

C-Secondary 57 3,62 0,79  

D-High school 62 3,62 0,94  

E-University 60 3,50 0,98  

Inference 

A-Any graduation 22 3,88 1,26 

0,66 0,621 

 

B-Primary 93 4,08 0,83  

C-Secondary 57 4,06 0,69  

D-High school 62 3,98 1,08  

E-University 60 3,86 1,05  

Evidence Based Decision 

Making  

A-Any graduation 22 3,45 1,00 

2,48 0,044 

C,E>B 

B-Primary 93 3,12 0,87  

C-Secondary 57 3,53 0,97  

D-High school 62 3,41 1,01  

E-University 60 3,52 0,96  

Reason seeking 

A-Any graduation 22 3,99 0,94 

0,67 0,610 

 

B-Primary 93 3,90 0,95  

C-Secondary 57 3,96 0,95  

D-High school 62 4,13 0,71  

E-University 60 3,95 0,79  

CRITICAL THINKING 

ATTITUDE 

A-Any graduation 22 3,67 0,68 

0,41 0,798 

 

B-Primary 93 3,72 0,55  

C-Secondary 57 3,80 0,65  

D-High school 62 3,79 0,64  

E-University 60 3,69 0,68  

    *p<0.05 

As it’s seen in Table 9, it was found that evidence-based decision-making sub-dimension 

scores differed significantly according to the level of father's education (F = 2.48; p <0.05). Findings 

of LSD post hoc test on which groups cause the difference, revealed that the evidence-based sub-

dimension scores of students whose father's education level was secondary school (3,53 ± 0,97) and 

university (3,52 ± 0,96) were significantly higher than the students' scores whose father’s education 

level is primary school (3.12 ± 0.87). 

The Findings Of The Second Sub-Problem Of The Study 

The second sub-problem of the study investigates whether whether the pre-service teachers’ 

metacognitive awareness of reading strategy scores vary significantly according to gender, age, class 

level, mother’s, and father’s education level. The results of the analysis were presented in Tables 10, 

11, 12 & 13. 
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Table 10. T-Test Results of Metacognitive awareness of reading strategies scale by gender 

Strategy use  Gender N 𝑿 Sd T P 

Global reading strategy 
Female 220 3,65 0,71 

2,44 0,015* 
Male 74 3,41 0,75 

Problem solving strategy 
Female 220 3,87 0,66 

2,66 0,008* 
Male 74 3,63 0,70 

Supporting reading strategy 
Female 220 3,54 0,69 

2,56 0,011* 
Male 74 3,29 0,82 

MARSI Total “ 
Female 220 3,69 0,56 

3,02 0,003* 
Male 74 3,44 0,69 

 

Gender, and global reading strategy (t = 2.44; p <0.05), problem solving strategy (t = 2.66; p 

<0.05), supportive reading strategy (t = 2.56; p <0.05), and MARSI total (t = 3.02; p <0.05) were 

shown to have significant differences. Likewise female’s overall reading strategy score (3.65 ± 0.71) 

was significantly higher than male’s score (3.41 ± 0.75). Also female participants’problem solving 

strategy score (3.87 ± 0.66) was significantly higher than men’s score (3.63 ± 0.70). The score of 

female students supporting reading strategies (3.54 ± 0.69) was significantly higher than the score of 

male students (3.29 ± 0.82). And also total metacognitive awareness of reading strategies of female 

students were significantly higher than those (3.69 ± 0.56) from male students (3.44 ± 0.69). 

Pre-service Classroom Teachers’ Metacognitive Awareness Of Reading Strategies  Scale 

Scores By Class Level  

Table 11. T-Test results of metacognitive awareness of reading strategies scale scores by class 

Sub dimensions Class  N X SS T P 

Global reading strategy 

 

1st class  151 3,53 0,78 
-1,50 0,135 

4th class 143 3,65 0,66 

Problem solving strategy 

 

1st class  151 3,84 0,71 
0,59 0,556 

4th class 143 3,79 0,65 

Supporting reading strategy 

 

1st class  151 3,35 0,73 
-3,01 0,003* 

4th class 143 3,60 0,70 

MARSI  
1st class  151 3,57 0,62 

-1,58 0,116 
4th class 143 3,68 0,59 

 

In Table 11, it was found that only difference was found between the reading support scores 

and the class level (t =-3.01; p <0.05). 4th grade students’ support for reading strategies (3.60 ± 0.70) 

was significantly higher than 1st grade students (3.35 ± 0.73). 

Pre-service Classroom Teachers’ Metacognitive Awareness Of Reading Strategies  Scale 

Scores By Mother's Education Level 

Table 12. ANOVA Test Results of Metacognitive Awareness Reading Strategies Scale Scores by 

Mother's Education Level 

Sub-dimensions Mother’s education level N 𝑿 Sd F P 

Global reading strategy 

A-Not finished a school 33 3,67 0,63 

0,59 

 

0,669 

 

B-Primary school 129 3,60 0,75 

C-Secondary 58 3,64 0,76 

D-High school 46 3,46 0,77 

E-University 28 3,53 0,55 

Problem solving strategy 

A-Not finished a school 33 3,97 0,51 

0,93 

 

0,448 

 

B-Primary school 129 3,83 0,67 

C-Secondary 58 3,81 0,78 

D-High school 46 3,74 0,64 

E-University 28 3,67 0,72 
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Supporting reading 

strategy 

A-Not finished a school 33 3,59 0,72 

1,19 

 

0,315 

 

B-Primary school 129 3,46 0,72 

C-Secondary 58 3,56 0,79 

D-High school 46 3,46 0,62 

E-University 28 3,24 0,78 

MARSI Total  

A-Not finished a school 33 3,67 0,63 

0,99 0,414 

B-Primary school 129 3,60 0,75 

C-Secondary 58 3,64 0,76 

D-High school 46 3,46 0,77 

E-University 28 3,53 0,55 

 

The metacognitive awareness scale and subscale scores of reading strategies were seen to be 

unaffected by the mother's educational level (p> 0.05). 

Pre-service Classroom Teachers’ Metacognitive Awareness Of Reading Strategies Scale 

Scores By Father's Education Level 

Table 13. ANOVA Test Results Of Metacognitive Awareness Reading Strategies Scale Scores by 

Father's Education Level  

Sub dimensions Father’s education level  N 𝐗 Sd F p 

Global reading strategy 

 

A-Not finished a school 22 3,82 0,72 

0,65 

 

0,627 

 

B-Primary school 93 3,55 0,72 

C-Secondary 57 3,58 0,69 

D-High school 62 3,60 0,80 

E-University 60 3,56 0,69 

 

Problem solving strategy 

 

A-Not finished a school 22 3,94 0,69 

0,47 

 

0,755 

 

B-Primary school 93 3,78 0,72 

C-Secondary 57 3,84 0,62 

D-High school 62 3,86 0,69 

E-University 60 3,74 0,66 

Supporting reading 

strategy 

 

A-Not finished a school 22 3,68 0,88 

0,79 

 

0,533 

 

B-Primary school 93 3,43 0,64 

C-Secondary 57 3,47 0,72 

D-High school 62 3,54 0,81 

E-University 60 3,41 0,73 

MARSI Total  

 

A-Not finished a school 22 3,82 0,72 

0,82 0,512 
B-Primary school 93 3,55 0,72 

C-Secondary 57 3,58 0,69 

D-High school 62 3,60 0,80 

E-University 60 3,56 0,69 

 

The metacognitive awareness of reading strategies scale and subscale scores were shown to be 

unaffected by the father's educational level (p> 0.05). 

The Findings Of The Third Sub-Problem  

Related to the third sub-problem of the study, the relation between critical thinking attiude and 

metacognitive awareness of reading strategy scale was calculted by using pearson correlation analyisis 

as presented in Table 14. 

  



International Journal of Progressive Education, Volume 18 Number 2, 2022 

© 2022 INASED 

62 

Table 14. Pearson Correlation Analysis Results Between Variables 

   Variables 2 3 4 5 6 7 8 9 10 

1- Information Acquisition 

Willingness 
0,53** 0,50** 0,19** 0,43** 0,73** 0,15** 0,33** 0,23** 0,28** 

2- Self regulation  1 0,64** 0,16** 0,32** 0,74** 0,33** 0,13** 0,10* 0,22** 

3- Inference  1 0,15* 0,34** 0,74** 0,18** 0,08 0,02 0,09** 

4- Evidence Based Decision Making    1 0,53** 0,59** 0,26** 0,20** 0,09 0,21** 

5- Reason seeking    1 0,74** 0,18** 0,28** 0,15** 0,24** 

6-CRITICAL THINKING 

ATTITUDE total 
    1 0,31** 0,28** 0,14* 0,28** 

7-Global Reading Strategy      1 0,56** 0,53** 0,82** 

8-Problem Solving Strategy       1 0,65** 0,86** 

9-Supporting reading Strategy        1 0,86** 

10-MARSI total         1 

*: Since the points show distortion, normal distribution is achieved by making square root conversions. 

In table 10, global reading strategy with self-regulation attitude (r = 0.33; p <0.05), problem 

solving strategy (r = 0.13; p <0.05), supporting reading strategies (r = 0.10; p <0.05) and reading 

strategies were found to have a positive and significant relationship between metacognitive awareness 

(r = 0.22; p <0.05). The attitude of inference and the global reading strategy were shown to have a 

significantly positive relation (r = 0.18; p <0.05). No significant relation was found between the 

attitude of making inferences and the problem solving strategy, supporting reading strategies, and 

reading strategies metacognitive awareness (p> 0.05). 

Between evidence-based decision making attitude and global reading strategy (r = 0.26; p 

<0.05), problem solving strategy (r = 0.20; p <0.05) and reading strategies metacognitive awareness (r 

= 0, 21; p <0.05), a positive and significant relationships were found (p <0.05). No significant 

relationship was found between the evidence-based decision making attitude and supporting reading 

strategies (p> 0.05). Critical thinking attitude and global reading strategy (r = 0.31; p <0.05), problem 

solving strategy (r = 0.28; p <0.05), supporting reading strategies (r = 0.14; p <0.05) and reading 

strategies were found to have a positive and significant relationship with metacognitive awareness (r = 

0.28; p <0.05). 

The Findings Of The Fourth Sub-Problem  

In order to asses the effect of critical thinking attitude and its sub-dimensions on 

metacognitive reading strategies regression analysis were done as presented in Tables 15 and 16. 

Table 15. Multiple Regression Analysis Of The Impact Of Critical Thinking Sub-Dimensions On 

Reading Strategies Metacognitive Awareness 

Independent Variables  B SHB β t p 

Constant 2,101 0,502  4,185 0,000 

Information Acquisition Willingness  0,157 0,052 0,212 3,033 0,003 

Self regulation  0,124 0,054 0,174 2,301 0,022 

Inference  -0,326 0,143 -0,170 -2,284 0,023 

Evidence Based Decision Making  0,080 0,041 0,127 1,961 0,049 

Reason seeking  0,169 0,147 0,082 1,153 0,250 

R=0,359    R2=0,129   R2=0,114 

F(5; 288)=8,503      p=0,000 
   

 

The model showing the relationship between critical thinking sub-dimensions and reading 

strategies metacognitive awareness seems appropriate (F(5;288)=8,50; p<0,01). Critical thinking sub-

dimensions explain 11% of the change in reading strategies metacognitive awareness variable as it was 

presented in Table 11. 
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Willingness to gather information when the t test result related to the significance of the 

regression coefficient was examined (t = 3.03; p <0.01); self-regulation (t = 2.30; p <0.05), inference 

making (t = 2.28; p <0.05), evidence-based decision making (t = 1.96; p <0.05) attitudes it has a 

positive and significant effect on reading strategies. When the importance order of critical thinking 

sub-dimensions on reading strategies metacognitive awareness is examined, the most important factor 

is willingness to gather information (β = 0.21); Then, it was determined that it was ordered as self-

regulation (β = 0.17), inference (β = 0.17) and evidence-based decision making (β = 0.13). 

According to the results of the regression analysis, the mathematical model for predicting 

reading strategies by meta-cognitive awareness sub-dimensions of critical thinking is as follows (WGI: 

Willingness to gather information, SR: Self-regulation, IN: Inference, EBDM: Evidence-based 

decision making, RS: Reason for searching): 

MARSI = 2,10 + 0,21*WGI + 0,17*SR + 0,17*IN + 0,13*EBDM 

Table 16. Multiple Regression Analysis Of The Effect Of Critical Thinking Attitude On 

Metacognitive Awareness Reading Strategies  

Independent Variables B SHB Β T P 

Constant 2,601 0,206  12,619 0,000 

Critical thinking attitude 0,274 0,054 0,283 5,040 0,000 

R=0,283 R2=0,080   R2=0,077 

F(1; 151)=25,399      p=0,000 
   

 

The model illustrating the relation between critical thinking attitude and metacognitive 

knowledge of reading techniques appears to be acceptable (F (1;292) =25,40; p<0,01). Critical 

thinking attitude explains about 8% of the change in metacognitive awareness of reading strategies 

variable. When the significance of the regression coefficient is tested using the results of a t test, it is 

revealed that having a critical thinking attitude has a favorable influence on metacognitive awareness 

of reading strategies (β = 0.28; t = 5.04; p <0.01). 

According to the results of the regression analysis, the mathematical model for predicting the 

variable of reading strategies when the critical thinking attitude variable is as follows: Metacognitive 

awareness on Reading strategies = 2.60 + 0.28 * Critical thinking attitude. 

DISCUSSION AND CONCLUSION  

The current study sought to investigate the relationship between preservice classroom 

instructors' metacognitive understanding of reading methods and critical thinking attitudes. 

Furthermore, this study attempted to investigate pre-service classroom teachers' critical thinking 

attitude and metacognitive awareness of reading techniques in terms of gender, class level, age, 

mother's and father's education level.  

As for gender variable, significant relations were found in line with both critical thinking and 

metacognitive thinking awereness of undergraduates students. The sub-dimensions of "information 

acquisition willingness and inference" among the critical thinking attitude sub-dimensions were shown 

to be significantly different in favor of women. Similarly, The metacognition reading strategies, as 

well as the overall score, global reading strategy, problem solving strategy, supporting reading 

strategies sub-dimensions, and reading strategies higher cognitive awareness scale scores, were shown 

to be substantially different by gender. Another remarkable finding was that although they were not 

statistically significant in critical thinking attitude scores, they had a higher average in the evidence-

based thinking sub-dimension than women. It means that women show a critical thinking attitude only 

when they find evidence that is when they are sure about the event.  

In this study, women have higher critical thinking attitude more often than men to gather 

information and infer them. Also when looking at the metacognition awareness of reading strategies 
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with total score overall reading strategy, it was found that problem solving strategy, supporting 

reading strategies sub-dimensions and reading strategies showed a significant difference in favor of 

women. It can be said that women had both higher metacognitive awareness and critical thinking 

attitude than men. 

For gender differences, there have been different results in the literature. Similiar to the results 

of current study, Veloo, Arsaythamby & Rani, Mariam & Krishnasamy, Hariharan (2014) found out 

that female students use metacognitive awareness reading strategies more frequently compared to male 

students while reading academic materials. Also Kocaman & Beşkardeşler (2016) found out that in 

two stategies (global, and support reading strategy use) women had higher metacognitive awareness 

reading strategy scores than men whereas no difference could be found in problem-solving strategy. 

Dawaideh & Al-Saadi (2013), Yemenici & Ulu (2019) indicated that gender variable was statistically 

significant in favor of the female students on metacognitive awareness on reading strategies. Along 

with these results, conversely there was no gender influence on MA or CTS, according to Çakıcı 

(2018), and Gencel (2016). Also Sakar & Aybek (2016) found no statistically difference for critical 

attitudes by gender. Due to the differences in the results of the study, extensive studies are required to 

say something clear about the gender variable. 

The second variable to be investigated was class level of the preservice classroom teachers. As 

for critical thinking scores, inference sub-dimension and critical thinking attitude total scores 

significantly differed by age groups. Students' willingness to gather information, self-regulation, 

inference, openness to search were found to differ significantly in sub-dimensions. Willingness of 1st 

grade students to gather information, self-regulation, openness to searching was significantly higher 

than 4th grade students' score (3.65 ± 0.83). The critical thinking attitude score of the 1st grade students 

was significantly higher than the score of the 4th grade students. It may be resulted from hardwork of 

the students for the the university  entrance exam. Especially younger students’ having higher scores 

of inference dimension  could be a serve as an evidence for this situation. Also there are some studies 

(Akkaya, 2015; Akkaya, İşçi & Susar Kırmızı, 2018) that were found no statistically differences by 

age groups in critical thinking attitudes of the students.  

It was also determined that along with increasing age, there is a significant increase in the 

scores of supporting sub-dimension and total score of metacognitive awareness of reading strategies. It 

was also shown that there was a considerable difference in reading support scores, with 4th grade 

students showing much more support for reading strategies than 1st grade students. Kocaman & 

Beşkardeşler (2016) found that senior EFL students were reported to use reading strategies more than 

the other grades. Similiar to our study, 4th year students revealed substantial difference in the use of 

support reading strategies in comparison to the other grades. Çakıcı (2018) investigated that 4th grade 

students were discovered to have higher metacognitve awareness and critical thinking scores.  

As for the mother and father’s education level, significants differences were found between 

sub-dimensions. A remarkable finding was that the mother and father education level created 

significant differences in prospective teachers' critical thinking attitudes. While metacognitive reading 

awareness did not have a meaningful effect, critical thinking attitude had a significant increase in the 

scores of teacher candidates as the level of education increased similarly to the level of education 

based on evidence-based decision-making sub-dimension. With this finding, it was concluded that the 

education level of the parents affected the critical thinking attitudes of prospective teachers positively. 

At last, the relation between criting thinking attitude and metacognitive awareness of reading 

strategies of preservice classroom teachers were investigated. Critical thinking attitude was selected in 

the present study to be a predictor of metacognition awareness of reading strategies. All of the 

correlations among the factors of metacognition and critical thinking attitude showed significant 

values, the direction of the relationships are all positive where the use of metacognition awareness 

factor increases with the scores on the factors of critical thinking. The strengths of the coefficients 

were found as moderate. Additionally the model seemed appropriate for the effect of critical thinking 

attitude on metacognitive awareness of reading strategies. 
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Different instruments were used in different studies used to assess metacognition awereness 

and critical thinking as a skill. This may be resulted from critical thinking was taken into consideration 

as a skill or standart in many studies not as attitude used in this study. However, there are some related 

studies with this study but there were no direct studies investigating these two variables. These are 

discussed with the results of the present study. Magno (2010) investigated the influence of 

metacognition on critical thinking skills in the study and it was hypothesized that critical thinking 

occurs when individuals use their underlying metacognitive skills and techniques for increasing the 

likelihood of a good results. Specifically, developing students’ critical thinking skills is facilitated 

through metacognition. Karasakaloğlu, Saracaloğlu, and Özelçi (2012) performed a similar study with 

the goal of identifying Turkish language teacher candidates' metacognitive reading techniques, critical 

thinking attitudes, and motivating cognitive and metacognitive abilities using different instruments. 

That critical thinking attitude and metacognitive abilities scale had a strong positive correlation was 

explored. According to Başbay’s (2013) study results, it can be said that critical thinking assessment 

affects epistemological beliefs and metacognition awareness has a partial mediating effect in this 

relationship. In their study, Su, Ricci & Mnatsakanian (2016) examined at mathematical teaching 

strategies: routes to critical thinking and metacognition. Effective cognitive approaches may be 

utilized to apply, practice, and develop critical thinking abilities when teaching mathematics. It was 

defined that when teaching mathematics, critical thinking skills can be used, practiced and enhanced 

by effective cognitive methods. Çakıcı (2018) studied pre-service EFL teachers' Metacognitive 

Awareness and Critical Thinking Skills. Years of experience and MA and CTS of pre-service EFL 

instructors had a strong connection, according to the data. Seniors were shown to be more self-aware 

of metacognition and critical thinkers than their counterparts. Considering Arslan (2015) discovered a 

positive link between metacognition and critical thinking dimensions, it was concluded that 

metacognition was favorably predicted by critical thinking. Kural & Elitok Kesici (2017) discovered 

positive relation between critical thinking skills and reading strategies of metacognitive awareness of 

teacher candidates. Also there was a positive moderate relation was found between critical thinking 

standards and metacognitive thinking skills among teacher candidates (Karaoğlan- Yılmaz, Yılmaz, & 

Üstün Keser, 2019). Ulu (2019) found that preservice teachers’ metacognitive awareness of reading 

strategies has a significant and positive effect on the critical thinking tendency in her study.  From a 

different perspective Can (2021) indicated a positive correlation between critical thinking attitudes, 

and metacognitive listening learning strategies. Research findings were consistent with these 

researches.  

To summarize, As Maglo (2010) identied “The particularity of metacognition, as in the case of 

the current study, implies that people can recognize and utilize numerous metacognitive abilities when 

needed to think critically. The capacity to recognize explicit metacognitive skills that is anticipated to 

function admirably is a key component to arrive at critical thinking. This suggests that when higher 

order thinking skills are required, the individual begins to recognize different abilities to arrive at the 

objective. Having identified several skills provides a way to reach higher order thinking because the 

the individual uses a few meta-level assets that fills in as an extension to arrive at critical thinking.” 

Critical thinking attitude can be seen a key determinant for reaching high order/metacognitive thinking 

awareness as it was indicated in current study. Based on the findings some certain suggestions both for 

practioneers, and researchers could be made as follows. 

SUGGESTIONS 

In the 21st century, it is considered necessary to train all teacher candidates with critical 

thinking attitude to gain critical thinking skills, which is one of the basic skills that teachers should 

have. It is obvious that teachers who lack the necessary critical thinking attitudes would be unable to 

teach critical thinking abilities. 

Therefore, based on the results of this study, the reason of the reduction of critical thinking 

attitude with age can be supported by a qualitative study for deep understanding. By examining the 

program elements of teacher training programs in higher education (target-content-learning-teaching 

process-assessment &evaluation), it could be got to the root of the situation within the scope of needs 
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analysis. In this context what improvements in the classroom are required to promote critical thinking 

skills can be investigated during teacher training process as well as their metacognitive and 

metaaffective abilities in Educational Faculties. It could be started with improving critical thinking is 

to raise awareness among students as the first step in the curriculum basis activities in and outside the 

classroom activities such projects, deliberative approach practices, adding selective courses and giving 

seminars etc. Similarly, metacognitive awareness and motivation to use metacognitive reading 

strategies of the students could be impoved by practices in the lessons during university education.  

Based on the idea that the higher the awareness of prospective classroom teachers and 

classroom teachers about critical thinking along with metacognitive reading strategies, the more they 

can use them, the more beneficial they can be for the students they will train. As for the researches, the 

critical thinking attitudes of academics and the attitudes of prospective teachers can be examined 

comparatively. Experimental studies could be encouraged for developing the awareness of the skills as 

comprehensive projects in the country basis. 

Finally, in order to compete with other developed nations in international exams such as PISA, 

students' metacognitive reading habits should be encouraged with the appropriate strategies. In this 

study, the awareness of prospective classroom teachers' metacognitive reading strategies was 

investigated, their use of these skills and strategies in different studies and their reflections on 

performance can be investigated. In future studies, it will be beneficial to organize relationship studies 

with a big number of preservice teachers from diverse branches and some predictors such as critical 

thinking attitude, critical thinking abilities, and metacognitive listening or writing skills. 

REFERENCES 

Akkaya, N. (2015). Türkçe eğitimi bölümü öğrencilerinin eleştirel düşünme ve okuma stratejilerini 

kullanma düzeylerinin incelenmesi [Examining the level of using critical thinking and 

reading strategies of Turkish education students]. International Journal of Languages’ 

Education and Teaching, 2027-2069. https://doi. 341.10.18298/ijlet 

Akkaya, N, İşci, C., & Susar Kırmızı, F. (2018). Öğretmen adaylarının eleştirel düşünmeye ilişkin 

tutumlarının çeşitli değişkenlere göre incelenmesi [Examining prospective teachers' attitudes 

towards critical thinking according to various variables], Pamukkale Üniversitesi Eğitim 

Fakültesi Dergisi, 44(44), 47-63. https://dergipark.org.tr/tr/pub/pauefd/issue/37689/416905 

Akpunar, B. (2011). Biliş ve üstbiliş (metabiliş) kavramlarının zihin felsefesi açısından analizi 

[Analysis of the concepts of cognition and metacognition (metacognition) in terms of 

philosophy of mind]. Turkish Studies, 6(4), 353-365. 

http://dx.doi.org/10.7827/TurkishStudies.2241 

Arslan, S. (2018). Investigating predictive role of critical thinking on metacognition with structural 

equation modeling.  Malaysian Online Journal of Educational Sciences, 3(2), 1-10. 

https://ejournal.um.edu.my/index.php/MOJES/article/view/12690 

Azizoğlu, N. İ., & Okur, A. (2020). Üniversite öğrencilerinin okuma stratejileri üstbilişsel 

farkındalıklarının demografik değişkenler ve günlük ritim özellikleri ile ilişkisi incelenmesi 

[The relationship between university students' reading strategies and metacognitive 

awareness with demographic variables and daily rhythms]. Ana Dili Eğitimi Dergisi, 8(2), 

258 – 269. https:// doi.10,16916/aded.656103 

Başbay, M. (2013). Analysing the relationship of critical thinking and metacognition with 

epistemological beliefs through structural equation modeling.  Eğitim ve Bilim-Education 

and Science, 38(168), 249-262. https://www.proquest.com/scholarly-journals/analysing-

relationship-critical-thinking/docview/1428312134/se-2 



International Journal of Progressive Education, Volume 18 Number 2, 2022 

© 2022 INASED 

67 

Büyüköztürk, Ş. (2011). Sosyal bilimler için veri analizi el kitabı [Handbook of data analysis for the 

Social Sciences]. (14. Baskı). Ankara: Pegem Akademi. 

Can, F. (2021). Examining the relationship between turkish teacher candidates’ metacognitive learning 

strategies and critical listening attitudes. Shanlax International Journal of Education, 9(1), 

145–153. https://doi.org/10.34293/ education. v9iS1-May.4010 

Costa, L. A. (1984). Mediating the metacognitive. Educational Leadership, 42(3), 57-62. 

https://eric.ed.gov/?q=Costa%2C+Arthur+L.+Educational+Leadership%2C+v42+n3+p57-

62+Nov+1984 

Çakıcı, D.  (2018). Metacognitive awareness and critical thinking abilities of pre-service efl teachers, 

Journal of Education and Learning, 7(5), 116-119. https://doi.org/10.5539/jel.v7n5p116 

Çakıroğlu, A. (2007). Üstbiliş [Metacognition]. Türkiye Sosyal Araştırmalar Dergisi, 11(2), 21–27. 
https://dergipark.org.tr/tr/pub/tebd/issue/26110/275094 

Çelebi, M., & Kusucuran, B.N. (2018). Öğrencilerin bilişötesi farkındalık ve eleştirel düşünme 

düzeylerinin incelenmesi. International Journal of Innovative Research in Education, 5(4), 

129-144. https://doi.org/10.18844/ijire.v5i4.3975. 

Çokluk, Ö., Şekercioğlu, G., & Büyüköztürk, Ş. (2010). Sosyal bilimler için çok değişkenli istatistik 

[Multivariate Statistics for Social Sciences]. Ankara: Pegem Yayınları.  

Dawaideh, A.A- & Al-Saadi, İ.A (2013). Assessing metacognitive use for students from the faculty of 

education at the university of king abdulaziz, Mevlana International  Journal of Education 

(MIJE), 3(4), 223-235. https://doi.org/10.13054/MIJE.13.71.3.4 

Ennis, R. (2011). Sixth international conference on thinking at mıt, cambridge, ma, july, 1994. last 

revised May, 2011. https://education.illinois.edu/docs/default-source/faculty-

documents/robert-ennis/thenatureofcriticalthinking_51711_000.pdf        

Facione, P. (1995). Critical thinking: a statement of expert consensus for purposes of educational 

assessment and ınstruction. The Delphi Report: Research findings and recommendations 

prepared for the committee on pre-college philosophy. ERIC: ED 315-423. 

Fraenkel, J. R., Wallen, N. E., & Hyun, H. H. (2009). How to design and evaluate research in 

education. (7th ed.). New York: McGraw-Hill. 

Flavell, J. (1985). Cognitive development. United States of America: Prentice-Hall. 

Flavell, J. H. (1979). Metacognition and cognitive monitoring: a new era of cognitive-developmental 

inquiry. American Psychologist. 34, 906-911. https://doi.org/10.1037/0003-066X.34.10.906 

Gencel, İ. E. (2016). Üniversite öğrencilerinin eleştirel düşünme tutumları [The critical thinking 

attidudes of university students] Uluslararası Eğitim Bilimleri Dergisi / The Journal of 

International Education Science. 3(7), 232-239 

https://dergipark.org.tr/tr/pub/inesj/issue/40022/475865 

Halpern, D. F. (1998). Teaching critical thinking for transfer across domains: Disposition, skills, 

structure training, and metacognitive monitoring. American Psychologist, 53(4), 449–

455. https://doi.org/10.1037/0003-066X.53.4.449 

Karaoğlan-Yılmaz, F., Yılmaz, R., Üstün, A., &  Keser, H. (2019). Examination of critical thinking 

standards and academic self-efficacy of teacher candidates as a predictor of metacognitive 

https://doi.org/10.13054/MIJE.13.71.3.4


International Journal of Progressive Education, Volume 18 Number 2, 2022 

© 2022 INASED 

68 

thinking skills through structural equation modelling. Journal of Theoretical Educational 

Science, 12 (4), 1239-1256.  https://doi.org/10.30831/akukeg.467435 

Karasar, N. (2005). Bilimsel araştırma yöntemleri [Scientific research methods]. Ankara: Nobel 

yayıncılık.  

Karasar, N. (2006). Bilimsel araştırma yöntemleri [Scientific research methods]. Ankara: Nobel 

yayıncılık. 

Karasakaloğlu, N., Karacaloğlu, A. S., & Özelçi, S. Y. (2012). Türkçe öğretmeni adaylarının okuma 

stratejileri, eleştirel düşünme tutumları ve üst bilişsel yeterlilikleri. Ahi Evran Üniversitesi 

Kırşehir Eğitim Fakültesi Dergisi, 13(1), 207- 221. 

https://dergipark.org.tr/tr/pub/kefad/issue/59493/855102 

Karasakaloğlu, N, Saracaloğlu, A. S., & Yılmaz Özelçi, S. (2013). Sınıf öğretmeni adaylarının eleştirel 

okuma öz-yeterliklerine ilişkin algıları incelenmesi [Primary school teachers' critical reading 

self-effıcacy perceptions]. Mustafa Kemal Üniversitesi Sosyal Bilimler Enstitüsü Dergisi/ 

Mustafa Kemal University Journal of Social Sciences  Institute, 9(19), 405-422. 

https://dergipark.org.tr/tr/pub/mkusbed/issue/19551/208394 

Kiewra, K.A. (2002). How classroom teachers can help students learn and teach them how to learn. 

Theory into Practice, 41, 71-80. https://doi.org/10.1207/s15430421tip4102_3.  

Kocaman, O.,  & Beşkardeşler, S. (2016).  Metacognitive awareness of reading strategy use by english 

language teaching students in turkish context: Sakarya university sample. Sakarya University 

Journal of Education, 6(2), 254- 269. http://dx.doi.org/10.19126/suje.61107 

Kural, G., & Elitok, Kesici A. (October, 2017). Öğretmen adaylarının eleştirel düşünme becerileri ile 

okuma stratejileri arasındaki ilişkinin çeşitli değişkenler açısından incelenmesi [Investigating 

critical thinking skills and reading strategies according to some variables]. Presented as oral 

presentation at EYFOR 8 Congress in Ankara.  

Kutluca, A. Y., Yılmaz, A., & İbiş, E. (2018). Öğretmen adaylarının eleştirel düşünme tutumlarının 

çeşitli değişkenler açısından incelenmesi. Kastamonu Eğitim Dergisi ,26(6), 2045-2055. 

https://doi.org/10.24106/kefdergi.2309 

Magno, C. (2010).  The role of metacognitive skills in developing critical thinking. Metacognion and 

Learning, 5(2), 137-156.  https://doi.org/10.1007/s11409-010-9054-4 

Meydan, C. H., & Şeşen, H. (2011). Yapısal eşitlik modellemesi Amos uygulamaları. [Structural 

Equation Modeling AMOS Applications]. Detay Yayıncılık. Ankara. 

Mokhtari, K., Dimitrov, Dimiter M., & Reichard, C. A. (2018). Revising the metacognitive awareness 

of reading strategies ınventory (marsı) and testing for factorial ınvariance". Education 

Faculty Publications and Presentations, Paper 22. https://hdl.handle.net/10950/1177. 

Mokhtari, K., & Reichard, C.A. (2002). Assessing students’ metacognitive awareness of reading 

strategies. Journal of Educational Psychology. 94(2), 249–259. https://doi.org/10.1037/0022-

0663.94.2.249. 

Millman, A.B. (1988). Critical thinking attitudes: a framework for the ıssues. Informal Logic, 10 (1), 

45-50. https://doi.org/10.22329/il.v10i1.2637  

Özbay, M., & Bahar, M. A. (2012). İleri okur ve üstbiliş eğitimi [Advanced reading and metacognition 

training]. Uluslararası Türkçe Edebiyat Kültür Eğitim Dergisi, 1(1), 158-177.  
https://doi.org/10.7884/teke.26. 

https://www.researchgate.net/deref/http%3A%2F%2Fdx.doi.org%2F10.1007%2Fs11409-010-9054-4?_sg%5B0%5D=KuL6cK8O1736tIFZDDeaS4oYX8SJXAkqlhGV9ZXDPsfISQc8s7VDl0wXNucCPH3ESF4MZ1efOgp2aNyPFcp5hZ4QUg._Ixosk1W-RcKJE94SJ-z0xvxpDznEKSyWv8oah8cGwQGmACCArMxat83C0S9TtFMuj1J0Ye4q8jZWi7d_esz-w


International Journal of Progressive Education, Volume 18 Number 2, 2022 

© 2022 INASED 

69 

Özsoy, G. (2008). Metacognition. Türk Eğitim Bilimleri Dergisi, 6(4), 713-740. 

https://dergipark.org.tr/tr/pub/tebd/issue/26110/275094 

Öztürk, E. (2012). Okuma stratejileri üstbilişsel farkındalık envanteri'nin türkçe formunun geçerlik ve 

güvenirlik çalışması [Reading strategies validity and reliability of the Turkish form of 

metacognitive awareness inventory]. Education Online, 11(2), 292-305. 
https://dergipark.org.tr/tr/pub/ilkonline/issue/8589/106734 

Öztürk, A., & Açıl, F. B. (2020). Sosyal bilgiler öğretmen adaylarının üst bilişsel farkındalıklarının 

bazı değişkenlere göre incelenmesi. Journal of Innovative Research in Social Studies, 3(1), 

54-69. https://dergipark.org.tr/en/pub/jirss/issue/55333/731831 

Paul, R., & Elder, L. (2002). Critical thinking: tools for taking charge of your professional and 

personal life. Prentice Hall: Canada. 

Reeve, R.A., & Brown, A. L. (1985). Technical Report No. 328. Metacognition reconsidered: 

implications for intervention research. University of Illinois at Urbana-Champaign. Center 

for the Study of Reading technical reports. 

https://www.ideals.illinois.edu/bitstream/handle/2142/17676/ctrstreadtechrepv01984i00328_

opt.pdf?sequence=1. 

Safitri, D., Bachtiar, Irmawanty, S., & Rukman, W., Y. (2018).  Students’ cognitive achievement, 

critical thinking skills, and metacognitive awareness in problem based learning. European 

Journal of Education Studies, 5(4), 248-257. http://dx.doi.org/10.46827/ejes.v0i0.2067  

Saracaloğlu, A.S., & Yılmaz Özelçi, S. (2011). Öğretmen adaylarının eleştirel düşünme tutumları ile 

denetim odaklarının incelenmesi sınıf öğretmenliği bölümü öğrencileri üzerine bir araştırma 

[Examination of critical thinking attitudes and control foci of teacher candidates a research 

on students of the Department of classroom teaching]. İlköğretim online,10(2), 468-478. 

https://web.p.ebscohost.com/ehost/pdfviewer/pdfviewer?vid=0&sid=33cc7376-1e30-406d-

9ed3-4a5dac1dc292%40redis 

Sakar, N., & Aybek, B. (2016). Öğretmen adaylarının eleştirel düşünme tutumları ile algıladıkları 

mesleki etik ilkelerin incelenmesi [Examination of professional ethical principles perceived 

by teacher candidates with critical thinking attitudes]. Ç.Ü. Sosyal Bilimler Enstitüsü 

Dergisi, 25(1), 93-108. https://dergipark.org.tr/en/download/article-file/360223  

Su, H.F., Ricci, F.A., & Mnatsakanian, M. (2016). Mathematical teaching strategies: Pathways to 

critical thinking and metacognition. Journal of Research in Education and Science (IJRES), 

2 (1), 190-200. https://files.eric.ed.gov/fulltext/EJ1105157.pdf  

Şahinel, S. (2002). Eleştirel düşünme [Critical thinking].  Ankara: Pegem A Yayıncılık. 

Şahinel, S. (2007). Eleştirel düşünme [Critical thinking]. Ankara: Pegem A Yayıncılık. 

Semerci, Ç., & Elaldı, Ş. (2014). The roles of metacognitive beliefs in developing critical thinking 

skills. Bartın University Journal of Faculty of Education, 3(2), 317-333. https://doi.org/ 

10.14686/BUEFAD.201428187  

Shovkova, O. (2019). Better learning through metacognitive monitoring: developing students' critical 

thinking. Scientific Notes of Ostroh Academy National University: Psychology Series. 

https://doi.org/10.25264/2415-7384-2019-9-57-65 

Topkaya, Y., Şentürk, M., & Yılar, M. B. (2021). Sosyal bilgiler öğretmen adaylarının bilişötesi 

farkındalık düzeylerinin incelenmesi. Ahi Evran Üniversitesi Kırşehir Eğitim Fakültesi 

Dergisi, 22 (1), 1-25. https://dergipark.org.tr/en/pub/kefad/issue/60452/801393 



International Journal of Progressive Education, Volume 18 Number 2, 2022 

© 2022 INASED 

70 

Ulu, H. (2019). Examining the relationships between the attitudes towards reading and reading habits, 

metacognitive awarenesses of reading strategies, and critical thinking tendencies of pre-

service teachers. International Journal of Contemporary Educational Research, 6(1), 169-

182. https://doi.org/10.33200/ijcer.54931 

Üstbiliş. (Metacognition). Inside in Dictionary of education terms (1974). Accessed from www.  

sozluk.gov.tr (20.06.2020). 

Ülgen, G. (2004). Kavram geliştirme: Kuramlar ve uygulamalar [Concept development: theories and 

applications]. Ankara: Nobel Yayın Dağıtım. 

Veloo, A., Rani, M. & Krishnasamy, H. (2014). The role of gender in the use of metacognitive 

awareness reading strategies among biology students. Asian Social Science. 11, 67-

73.  https://doi.org/10.5539/ass.v11n1p67. 

Yazıcıoğlu, Y., & Erdoğan, S. (2004). Spss uygulamalı bilimsel araştırma yöntemleri [Research 

methods with SPSS]. Ankara: Detay Yayıncılık.  

Yemenici, A. İ., & Ulu, H. (2020). Öğretmen adaylarının okuma stratejileri bilişsel farkındalık 

düzeylerinin incelenmesi. Ana Dili Eğitimi Dergisi, 8(4), 1406-1420. 

http://www.anadiliegitimi.com/en/download/article-file/1286626 

Yılmaz Özelçi, S., & Saracaloglu, A. S. (2017). The development of critical thinking attitudes scale. 

European Journal of Education, 3(6), 691-701. https://dx.doi.org/10.46827/ejes.v0i0.792   

  



International Journal of Progressive Education, Volume 18 Number 2, 2022 

© 2022 INASED 

71 

Teaching Practicum During the Covid-19 Pandemic: A Comparison of the Practices in 

Different Countries 

 

Esra Tekel i 

Afyon Kocatepe University 

 

Özge Öztekin Bayır ii 

Eskişehir Osmangazi University 

 

Sabiha Dulay iii 

Bahçeşehir University 

 

Abstract 

Today, many countries ensure that student teachers get into the real classrooms, practice in there, 

spend more time and translate theoretical knowledge into practice in schools during Initial Teacher 

Education. So that they can receive stronger support in the practicum process, and they can develop 

themselves. However, schools have been closed in so many countries due to the Covid-19 pandemic 

preventions. Therefore, countries have rearranged the teaching practicum process. The aim of this 

study, which was carried out with a systematic review, is to comparatively examine the teaching 

practicum processes of different countries during the Covid-19 pandemic. With a systematic review 

made according to certain criteria, teaching practicum in the Covid-19 in the countries of Australia, 

Canada (Ontario State), England, Greece, Hong Kong, Malaysia, Portugal, South Africa, Turkey, the 

United States of America (New York State) and Zimbabwe were examined. According to the findings, 

it has been seen that some countries have removed or stretched the teaching practicum requirement 

during the Covid-19, while some countries have carried out online teaching practicum (i) in K-12 
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after a short closure.  
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INTRODUCTION 

In December 2019, a new type of virus (Covid-19) emerged in Wuhan, China, and shortly 

after, it turned into an epidemic that was effective all over the world by January 2020. The Covid-19 

epidemic has caused change and transformation in many areas (Kırmızıgül, 2020). One of these fields 

is education. It has become one of the priorities in the agenda of the countries how to continue the 

activities of educational institutions where people have a lot of contact due to the fact that the virus 

spreads through the respiratory transmission (Karadağ & Yücel, 2020). Closing schools has been the 

most important step taken to prevent the spread of Covid-19 (Abdulamir & Hafidh, 2020). The partial 

or full closure practices put forward by countries to reduce the risk of transmission of the virus 

necessitated the closure of universities (Flores & Swennen, 2020). 

Since the partial or full closure of the schools was not sustainable, it was required educational 

institutions to renew their learning processes (Naila & Sadida, 2020). In this vein, traditional education 

environments were abandoned in pre-school, primary, secondary, and higher education institutions, 

and the education-training process continued through the distance and digital education opportunities. 

This practice which was implemented in order to prevent the disruption of educational activities due to 

the current crisis conditions is called emergency remote teaching (Hodges et al., 2020). Distance 

education provides an alternative learning environment by providing the flexibility regarding the 

learning and teaching at any time and place, and emergency remote teaching is a kind of response to 

the Covid-19 pandemic which has become a necessity for both students and teachers (Bozkurt & 

Sharma, 2020; Mısırlı & Ergüleç, 2021).  

The implementation of the emergency remote teaching at educational institutions is the major 

effect of the Covid-19 pandemic on educational activities. Due to the transition from the face-to-face 

education to the emergency remote teaching, teachers and students needed to adapt it not to only 

theorical courses but also applied courses. Teaching practicum, which serves as a bridge between 

theory and practice and is taken by senior student teachers at the education faculties is also delivered 

through this method (Allen & Wright, 2013). Teaching practicum is regarded as one of the basics of 

teacher training (Vick, 2006). The version of teaching practicum that is delivered through online 

courses is called the pandemic practicum (Burns et al., 2020). 

The Teaching Practicum, which we can consider as a pre-service training opportunity aiming 

to improve the professional competencies of student teachers who will take part in the education 

system in future, plays an important role in the teacher training process (Eti & Karaduman, 2020; 

MoNE, 2017). On the other hand, teaching practicum, which is based on the partnership between the 

school, the practice teacher, the practice instructor, and the student teachers and based on the principle 

of learning by doing-experience through the activities carried out by the student teachers in the 

classroom (Paker, 2008) is considered an important stage in teacher education due to the opportunity 

for the student teachers to develop themselves in the way of being an effective teacher (Darling-

Hammond, 2017). It focuses on classroom activities and student teachers make practice of their 

theoretical knowledge which allow them to recognize their strengths and weaknesses and to have a 

different experience in the process of being a teacher. In addition, student teachers bring new ideas to 

life in this process which contribute to their learning by in-depth thinking about the quality of the 

teaching service they provide (Schulz, 2005). 

Teaching practicum, which we can consider as an important opportunity to bridge the gap 

between the teacher preparation process in education faculties and the realities of the classroom 

environment, offers student teachers many experiences to explore their teaching identities with 

dimensions such as field knowledge and pedagogical competence (Varela & Desiderio, 2021). With 

the transformative effect of the closure of schools and the transition to distance education on teaching 

practice with the Covid-19 pandemic, many countries have taken different decisions and managed this 

process, and different practices have been employed in teaching practicum.  



International Journal of Progressive Education, Volume 18 Number 2, 2022 

© 2022 INASED 

73 

In a short period of time, instructors had to redesign and arrange an online teaching schedule 

so that students could meet with the supervisors and also to teach children online, in order to meet 

practicum requirements (Kim, 2020).  In this sense, student teachers who used to perform their 

teaching practicum in an interactive environment in real classrooms had to fulfill different 

responsibilities and encounter different problems through the distance education process. Therefore, it 

is thought to be important to explore teaching practicum processes during the Covid 19 pandemic in 

different counties to gain understanding about educational practices and experiences of both the 

instructors and student teachers. At the same time, sharing and comparatively discussing good 

examples of online teaching practicum will be important in gaining an understanding of the practices 

and perspectives that will be used to contribute to teacher quality. In this context, the aim of this study 

is to comparatively examine the teaching practicum practices in different countries from different 

continents during the Covid-19 pandemic. In line with this general purpose, different practices for 

teaching practicum in eleven countries, namely Australia, Canada (Ontario State), England, Greece, 

Hong Kong, Malaysia, Portugal, South Africa, Turkey, the United States of America (New York 

State) and Zimbabwe, were examined and those with similar practices were divided into categories. 

METHOD  

This study is carried out with a systematic review. The systematic review is a study that 

examines a clearly stated subject using systematic and explicit procedures to find, select, and critically 

appraise relevant literature, as well as gather and analyze data from the studies included in the review 

(Moher et al., 2009). In other words a systematic review's main purpose is to gather and evaluate all 

relevant high-quality research in order to answer a specific research (Vrabel, 2015). The process 

consists of six stages: (i) review protocol development, (ii) inclusion and exclusion, (iii) relevant 

studies search, (iv) appraisal of the articles and quality assessment, (v) data extraction and (vi) 

synthesis of the findings (Yılmaz Yenioğlu et al., 2021). 

Review protocol development 

The review protocol covered the research questions, article search strategy, inclusion and 

exclusion criteria, quality assessment, data extraction and synthesis of the findings. A systematic 

review protocol is the key for several reasons: (i) it allows systematic reviewers to plan carefully and 

thus anticipate potential problems; (ii) it allows reviewers to explicitly document what is planned 

before they begin their review, allowing others to compare the protocol and the completed review, 

replicate review methods if desired, and judge the validity of planned methods; and (iii) it prevents 

arbitrary coding (Shamseer et al., 2015). The flow diagram of the literature review which shows the 

process from the identification is seen Figure 1. 
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Figure 1. The flow diagram of the literature review 

Inclusion and exclusion 

The following inclusion/exclusion process was used to select relevant sources: 

1. Search was limited with the dates 2020-2021 which focus on covid-19 pandemic 

2. Only articles and reviews were included. Other types of document such as book chapters, 

conference proceedings, book reviews, and etc. were excluded. 

3. Only full texts written in English were included in the content analysis.  

4. Only documents primarily focus on online teaching practicum in general were included. 
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Relevant studies search 

The relevant studies were searched in Scopus and ERIC research databases using the 

following keyword string.  

TITLE-ABS-KEY (online AND teaching  AND practicum) 

This search yielded 150 results in Scopus database and 223 results in ERIC database. When 

the search was limited with the dates 2020-2021, we excluded 104 results from Scopus and 183 results 

from ERIC database. After we limit the search with only articles and reviews, we excluded 7 other 

types of writing from Scopus, and 2 other types of writing from ERIC database.  In the next step 

articles in other language except from English were excluded. According to the results, 2 articles were 

excluded from Scopus and 2 of them were excluded from ERIC database because of the language. 

Finally, we focused on determining the eligibility of the 37 articles in Scopus, 36 articles in ERIC 

database. To retain all the articles and reviews relevant to the online teaching practicum in Covid-19, 

the authors carefully read the abstracts of the 73 documents. There was more than 95% agreement 

between three lists. Documents on which the authors disagreed were reassessed by the authors in order 

to reach a final decision. After this step, the data set was reduced to 12 articles in ERIC database, and 

6 articles in Scopus database which were eligible for content analysis. 

Appraisal of the articles and quality assessment 

To retain all the articles and reviews relevant to the online teaching practicum in Covid-19, the 

authors carefully read the abstracts of the 18 documents. There was more than 95% agreement 

between three lists. Documents on which the authors disagreed were reassessed by the authors in order 

to reach a final decision and 2 articles were excluded for content analysis. Because we could not reach 

the full paper version of the article which was conducted in Arap Emirates. The second article that we 

excluded from content anaysis was conducted in Trinidad and Tobago. However this article analysed 

only the one university’s teaching practicum process in Covid-19. Since it is thought that the inclusion 

of this article can be deceptive, the article was excluded from the content analysis. In addition, 3 

duplicates were excluded from tha analysis.  

Data extraction 

After the appraisal of the articles step, the data set was reduced to 10 articles in ERIC 

database, and 6 articles in Scopus database which were eligible for content analysis.  

Synthesis of the findings 

In this step, articles were grouped based on country. As a result, eleven countries from 

different continents, namely Australia, Canada (Ontario State), England, Greece, Hong Kong, 

Malaysia, Portugal, South Africa, Turkey, the United States of America (New York State), and 

Zimbabwe were examined in terms of teaching practicum process. By interpreting the data obtained 

from the articles which are about the way teaching practicum courses are taught, the difficulties 

encountered, different practices and the effects of these practices during Covid-19, inferences about 

the teaching practicum during Covid-19 are made and suggestions are offered in the context of good 

examples. The articles which were included for analyze can be seen in Table 1.  
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Table 1. Articles which were included in content analysis 

Databases Articles 

 

 

ERIC 

Assunção Flores, M., & Gago, M. (2020) 

Boivin, J. A., & Welby, K. (2021) 

Burns, A., Danyluk, P., Kapoyannis, T., & Kendrick, A. (2020) 

Hojeij, Z., & Baroudi, S. (2021) 

Kalloo, R. C., Mitchell, B., & Kamalodeen, V. J. (2020) 

Kidd, W., & Murray, J. (2020) 

La Velle, L., Newman, S., Montgomery, C., & Hyatt, D. (2020) 

Mohamad Nasri, N., Husnin, H., Mahmud, S. N. D., & Halim, L. (2020) 

Moyo, N. (2020) 

Quinn, L. F., & Paretti, L. (2021) 

Robinson, M., & Rusznyak, L. (2020) 

Van Nuland, S., Mandzuk, D., Tucker Petrick, K., & Cooper, T. (2020) 

SCOPUS Brinia, V., & Psoni, P. (2021) 

Ersin, P., & Atay, D. (2021) 

Tsui, A. B., Chan, C. K., Harfitt, G., & Leung, P. (2020) 

 

FINDINGS 

The teaching practicum practices of the countries in the Covid-19 process were examined, and 

similar practices were categorized which are presented in Table 2. As can be seen in Table 2, it is 

possible to categorize the ways of delivering teaching practicum during the Covid-19 pandemic as 

follows: (i) moving online teaching practicum, (ii) abolishing the teaching practicum requirements, 

and (iii) re-opening the schools after a short closure. The countries which offered online teaching 

practicum are divided into three categories: (i) online courses at the K-12 schools, (ii) online peer 

teaching, and (iii) using the virtual reality (VR) technology.  

Table 2. Ways of delivering the teaching practicum during the Covid-19 process 

 

 

 

 

Moving online teaching practicum  

Online courses at the K-12 schools 

Turkey 

England 

Portugal 

Hong Kong 

Online peer teaching 

Greece 

The USA 

Using the VR Technology  

Australia 

Abolishing the teaching practicum requirements Canada 

Malaysia 

Zimbabwe 

Re-opening the schools after a short closure  South Africa  

 

 Moving online teaching practicum 

Due to the Covid-19 pandemic, schools have been closed in many countries in the world, and 

this has brought the teaching practicum to the online platform. Such countries are divided into three 

categories: (i) online courses at the K-12 schools, (ii) online peer teaching and (iii) using the VR 

technology. 

Online courses at the K-12 schools 

The countries which used the online courses at the K-12 schools include Turkey, England, 

Portugal and Hong Kong. The first decision dated 13 March 2020, which came into force in the field 

of education after the first case report in Turkey, was to suspend education for a period of three weeks 

at all levels (primary education, secondary education and higher education institutions including pre-

school education institutions) as of 16 March 2020. The related decision was as follows: “Suspending 
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the education of two-year and undergraduate students who have internship and applied education in 

the fields of health-care, teaching, science and engineering programs, as well as all two-year and 

undergraduate students who continue their formal education programs.”, and there was no 

explanation about how the applied courses would be conducted (CoHE, 2020a). In the press release 

dated 26 March 2020, it was reported that there would be no face-to-face education in the spring term, 

and that the education-training process would continue only with distance education, open education 

and digital education opportunities (CoHE, 2020b). The statement concerning the teaching practicum 

was released on 7 April 2020 stating that “Considering that our students participate in practical 

teaching studies at schools between 5-6 weeks, limited to this difficult period and in coordination with 

the Ministry of National Education, we have decided to make up for the deficiencies in the teaching 

practice with homework and file preparation which was informed to all our universities.” (CoHE, 

2020c). With this decision, in the spring semester of the 2019-2020 academic year, student teachers 

graduated from the programs taking the teaching practicum which is a five-credit course delivered 

through two-hour theoretical courses and six-hour practice per week (CoHE, 1998; Göktaş & Şad, 

2014) in a theoretical way, not in real classroom environments.  

In the directive published by the Teacher Training and Development Directorate of the 

Ministry of National Education in Turkey on 14 October 2020, it was decided that the courses related 

to teaching practicum during the Covid-19 pandemic period should be carried out in digital, online live 

(synchronous) learning environments to be opened by teachers with the coordination of education 

faculties and provincial national education directorates (MoNE, 2020), and  a temporary article was 

added to the Directive on Teaching Practicum to be made by Practicing Students in Educational 

Institutions affiliated to the Ministry of National Education, dated 14.06.2018 and numbered 

11700767, published in the 2018 June Supplementary Notifications Journal.  

The situation in England is very similar to Turkey. The England declared an emergency e-

learning due to Covid-19 in March 2020 and all universities and schools were closed. Teaching and 

student assessments continued online (Murphy, 2020). The sending of student teachers to schools for 

practical teaching activities was also stopped abruptly as schools closed, and student teachers practiced 

at schools only for eight to nine weeks (40-45 of the expected 120 days) (la Velle et al., 2020). In 

England, pre-service teachers enroll in the one-year Post-Graduate Certificate of Education (PGCE) 

and must complete 36 weeks: 24 weeks at school and 12 weeks at university, to graduate from this 

program (Kidd & Murray, 2020). Although students stayed at home, the schools should remain open 

to provide a safe environment for the children of the key workers. It can be argued that the process of 

the teaching practice at schools was quite complicated.  At schools that continue face-to-face 

education, some student teachers were able to attend teaching practice on a voluntary basis and 

complete their teaching practicum in this way. Two-thirds of the initial teacher education cohorts 

reported that they included student teachers in the online courses offered by the schools. In addition, 

not to make student teachers disadvantaged universities adopted different tasks and assessments such 

as, trainees recording their teaching on a specific topic/concept and accepting peer feedback; 

microteaching via BlackBoard Collaborate, and writing schemes of work (la Velle et al., 2020). In 

short, it can be said that although different practices were adopted in order not to put pre-service 

teachers into a disadvantaged condition, the British institutions mostly cooperated with schools and 

had student teachers completed their online teaching practicum. 

Portugal is another country where teaching practicum was delivered through online methods. 

In Portugal, student teachers are required to teach 24 hours and develop an inquiry-based pedagogical 

intervention based on their field observations and experiences. However, in line with the Covid-19 

measures in Portugal, as in Turkey and England, they had to abruptly stop their face-to-face teaching 

practices at schools and continue to do so remotely. The teaching practicum continued with student 

teachers following the activities of the school counselor teachers online. However, just like England 

and Turkey, although the teaching practicum in Portugal is mostly adapted to online education at 

schools, it has been seen that very different practices were employed. In this process, the Institute of 

Education published a guide for teaching practice, and the faculty members and practice consultants at 

schools were expected to follow this guide. According to this guide, if student teachers’ research 
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designed for pedagogical intervention was not possible to implement, a more theoretical and flexible 

perspective should be adopted in practice (Flores & Gago, 2020).    

In order to achieve a professional teaching qualification in Hong Kong, teacher education 

programs typically need a minimum of 12 weeks of practical teaching in schools. The four-week 

suspension of instructional practice in schools began in late January 2020, but was prolonged many 

times until late May 2020. This period the suspension also occurred during major teaching practicum 

period, which lasts eight weeks. The School-University Partnership (SUP) Office reduced the 

practicum time from eight to five weeks. On the other hand, in the first school closure period, student 

teachers mainly supported the school mentors by creating teaching materials such as work sheets, 

preparing PowerPoint (PPT) presentations and online teaching tools and marking the work of students. 

When the shutdown was extended, some of the student taught online, frequently using the teaching 

materials they created for their mentors. During the pandemic process, student teachers received 

feedback from their mentors and had chance to reflect their own experiences. It can be said that this 

situation served as a solid foundation for rethinking the standard teaching practicum (Tsui et. al., 

2020). 

Online peer education 

Some countries, on the other hand, could not do teaching practicum at the K-12 schools due to 

the insufficient infrastructure. Instead, they conducted the teaching practicum online at universities. In 

this process, student teachers taught lessons to their classmates who acted like students, and after the 

lesson, they improved themselves in line with the feedback they received from them and the instructor. 

Greece is one of the countries that carried out teaching practicum in this way.  

In Greece, student teachers undergo 4-year training and do the teaching practicum at schools 

during the last two years. First, they observe the teaching activities in the classrooms with the practice 

teacher, then they start to teach independently. The duration of the teaching practicum, on the other 

hand, takes a few weeks, depending on conditions such as time, whether the course is required to 

continue, or credit (Sarakinioti & Tsatsaroni, 2015). However, with the Covid-19 pandemic, student 

teachers could not go to schools for the teaching practicum. Instead, they were divided into the groups 

and conducted the teaching practicum in online classes with their friends pretending to be students. As 

one of the articles reviewed in this study, Brinia and Psoni (2021) conducted a study with these student 

teachers, concluded that student teachers were satisfied with online peer education because they did 

not waste a semester since they could not practice at schools. 

Another country that carried out online peer learning and teaching practicum is the USA. In 

the USA, teacher certification requirements are determined by each state, and colleges and universities 

must develop the educational programs and related practices to comply with the state regulations. In 

short, there is no national obligation to train teachers in the USA (Çakıroğlu et al., 2005). However, in 

teacher education, it is obligatory to make teaching practice in the classroom for certain hours. For 

example, according to the New York Education Department (n.d.), it is required to have at least 100 

hours of classroom teaching practice in order to obtain a teaching certificate in many fields. With the 

Covid-19 pandemic, 50.000 schools in 22 states were completely closed, and teaching practicum was 

also affected by this situation. While education continues online at universities, it was recommended 

that student teachers should watch the videos of the training given in the classroom and present their 

lessons to their colleagues online (Kim, 2020).  

Using the VR technology 

Within the scope of Australian initial teacher education, pre-service teachers are required to 

teaching practice for a minimum of 80 days under the supervision of their school counselor. In 

addition, student teachers do internships in an educational environment created for them for an extra 

20 days (Bahr & Mellor, 2016). However, due to the Covid-19 pandemic, the Australian schools in 

each region and state had to be closed in different scopes and duration. For example, in Victorian state 
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at the beginning of May 2020, only 3% of students could attend school, compared to 79% in the 

Northern Territory. In Australia education at the K-12 schools is carried out in four ways in general: 

(i) traditional classroom-based education and learning, (ii) state distance learning services, (iii) 

independent home learning, and (iv) school-directed distance learning (Sacks et al., n.d.). The 

execution of teaching practicum was also closely affected by the closure of schools. In this process, 

Australian Technical and Further Education (TAFE), which offers vocational education and training, 

moved the practicum held in classrooms to an online platform. In addition, some other higher 

education institutions formulated various alternative ways. One of these ways was the VR technology. 

It requires that student teachers log into the system from his home or from any place he wants on the 

day and time of the lesson. There are 5 student avatars in the classroom which are controlled 

simultaneously by the simulation expert. This means that all interactions are simultaneous and real and 

reflect similar to the real experience of learning and teaching. Courses that last approximately 15 

minutes are recorded. The simulation specialist forwards the copy of the recording to the lecturer 

responsible for the course to discuss it with student teachers. The findings indicate that student 

teachers who carry out teaching practicum with the VR technology feel like they are in a real 

classroom and feel themselves more comfortable because there is no mentor teacher or instructor 

during the lesson (Sasaki et al., 2020). 

Abolishing teaching practicum requirements 

The method and duration of the teaching practicum in Canada are determined by Provincial 

Teacher Certification Requirements. For instance, in Western Canadian states and in Ontario teaching 

practicum should be done at two or three different schools, but in Quebec it should be done in four or 

more institutions (Van Nuland, 2011). The duration of teaching practicum also differs based on the 

states and the structure of the teacher training programs (simultaneous or sequential programs). For 

instance, in the West and East the duration of the teaching practicum varies between 13–20 weeks, but 

in Ontario it is between 8–12 weeks and in Quebec it is 21 weeks or more (Crocker & Dibbon, 2008). 

However, with the spread of the Covid-19 pandemic in the country, several provinces and territories 

decided to close schools, universities, colleges and childcare homes, although the durations of the 

closure differed from one location to another (Chouinard, 2020). This situation also affected student 

teachers’ completion of teaching practicum at schools. The universities switched to online education 

as of 13 March 2020, but considering that the term would end on 30 April, student teachers had about 

3 weeks of course time and 3 weeks of teaching practicum. However, the pre-service teachers had to 

complete their teaching practice in order to be registered and certified as teachers. In March 2020 

some Canadian teacher training programs managed to offer online courses, but the others were closed. 

For example, in Ontario, a large province, (1.076 million km2), 12% of the population did not have 

sufficient internet infrastructure as they live in rural, remote and northern areas. Because of this fact 

the Ontario College of Teachers that registers and certifies teachers in Ontario, announced that they 

are reorganizing their teacher qualifications. Accordingly, the obligation of teaching practicum would 

not be expected from the pre-service teachers who could not complete their teaching practice due to 

the closure of schools. In addition, the Canadian universities expected pre-service teachers to comply 

with the updated 80-day mandatory practice requirement (Van Nuland et al., 2020). 

A similar case is in Malaysia. In this country the pre-service teachers should involve in the 

teaching practicum for nearly two months at schools (Mohamad Nasri et al., 2020). Since Malaysia 

was the country that was worst affected by Covid-19 in Southeast Asia (New Straits Times, 2020), all 

public and private higher education institutions were closed nationwide. The Malaysia’s Ministry of 

Higher Education cancelled all learning and teaching activities on 17 March 2020 and stopped all 

forms of teaching and learning, including online courses as well as exams, student development and 

research activities during the restricted movement period (Crawford et al., 2020). In Malaysia due to 

the closure of schools 4.9 million K-12 students and 1.2 million undergraduate students are affected 

(Salleh et al., 2020). In this process, student teachers could not perform their teaching practicum either 

face-to-face in the classrooms or in online courses. It is thought that this situation may cause student 

teachers to have problems especially in classroom management in future (Mohamad Nasri et al., 

2020). 
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Another country that could not implement the teaching practice activities during the Covid-19 

process is Zimbabwe. Teacher training in Zimbabwe is provided at the 3-year Teachers’ Colleges or at 

the 4-year universities. Student teachers studying at the university are required to complete 18 class 

hours of teaching practicum at schools in the 3rd grade (Mukeredzi & Manwa, 2019). However, due to 

the Covid-19 in Zimbabwe schools were closed for 34 weeks which affected nearly 4 million students 

(UNESCO, n.d.). In this process, teaching practicum and activities were also interrupted. Because the 

teaching practicum is under the supervision of the Ministry of National Education, not the Higher 

Education Institute. The other undergraduate courses could continue online, but schools had to be open 

for the teaching practicum to continue. However, as Moyo (2020) emphasized that when the schools 

were closed, student teachers who started teaching practice but had not yet been visited by a faculty 

member caused a problem due to the evaluation requirements.  

 Re-opening the schools after a short closure 

In South Africa, student teachers in their initial teacher education spend between eight and 

twelve weeks a year in schools. During Covid-19, schools were closed, and teacher education 

continued online. After ten weeks closure, South Africa re-opened the schools under limited and strict 

conditions. Limited access to schools during the pandemic caused two important problems in terms of 

online teaching practicum in South Africa. First, how to provide opportunities to observe, prepare, and 

teach the lessons in authentic settings. Second, how to expose student teachers to various schooling 

contexts (Robinson & Rusznyak, 2020). To deal with these difficulties, educators in South Africa 

attempted to develop materials named “Teacher Choices in Action” including a set of online materials 

based on the choices and actions of teachers. This module uses a set of lessons recorded in different 

school contexts, including rural or urban, and highlights the pedagogical choices all teachers make 

around key questions in their lessons: how teachers organize knowledge, work with learners, and 

support learner engagement (Robinson & Rusznyak, 2020). With the help of this module student 

teachers could understand what they need for different schooling contexts and make links between 

educational practices and theoretical knowledge in their initial teacher training. The re-opening of 

school with new classroom arrangements based on social distancing encouraged the idea of adapting a 

new a philosophy based on the active and engaged teaching practices through technology and distance 

rather than a close interaction with students in classroom settings. Therefore, learning form practice 

that consists of case studies, video records or lesson observations has begun to gain importance in 

teacher education curriculum of South Africa with Covid-19. 

DISCUSSION 

The Covid-19 pandemic brought about changes in many areas, and one of the main areas 

affected in this process was education. In this context, how to conduct education and training activities 

against the rapidly spreading and respiratory virus has been one of the issues discussed by many 

countries. The pandemic, which brought about a transformation in the education-teaching processes, 

also caused the teaching practicum, which the education faculties conducted in coordination with the 

Ministry of National Education within the scope of faculty-school cooperation to take a different form. 

Since the teaching practicum is a course that enables pre-service teachers to make observations and 

practices in the classroom environment, it aims to improve the teaching skills of the pre-service 

teachers. At the same time, it contributes to the development of their professional competencies by 

providing a unique learning experience by presenting an opportunity to assume all the responsibilities 

of the teaching profession (CoHE, 1998). In this sense, student teachers who used to perform their 

teaching practicum in an interactive environment in real classroom environments had to fulfill 

different responsibilities through the distance education process. 

In this study, how the teaching practice courses are conducted during Covid-19 is discussed in 

a comparative manner with the examples of different countries. Based on the ways of delivering 

teaching practicum during the Covid-19 pandemic the countries were categorized as follows: (i) those 

countries which offered the online teaching practicum and (ii) those countries which abolished the 

teaching practicum requirement, (iii) the countries which re-opened the schools after a short closure. 
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The countries which offered online teaching practicum are divided into three categories: (i) online 

courses at the K-12 schools, (ii) online peer teaching, and (iii) using the virtual reality (VR) 

technology. While Turkey, England, Portugal and Hong Kong implemented online education at K-12 

schools, Greece and the USA continued education through the online peer learning. In this process, 

student teachers taught lessons to their classmates who acted like students, and after the lesson, they 

improved themselves in line with the feedback they received from them and the instructor. Among the 

countries that moved online teaching practicum Australia implemented a new implementation as the 

VR technology. There are 5 student avatars in the classroom which are controlled simultaneously by 

the simulation expert. This means that all interactions are simultaneous and real and reflect similar to 

the real experience of learning and teaching. On the other hand, Canada, Malaysia and Zimbabwe 

abolished the teaching practicum requirements. Lastly, South Africa re-opened the schools after a 

short closure (ten weeks) under limited and strict schooling conditions.  

As the findings conclude that although there are different implementations, the countries 

might also encounter common problems about how to manage teaching practicum during Covid-19. 

One of the common problems was the inadequacy of infrastructure. In order to carry out the teaching 

practicum with distance education, the first point that should be noted is the necessity of questioning 

the inadequacy of the infrastructure needed in the distance education practice. Countries that cannot 

continue teaching with distance education due to a lack of infrastructure include Canada, Malaysia and 

Zimbabwe. Due to the geographical features of Canada and the regions without internet infrastructure 

in Malaysia and Zimbabwe abolished the requirement to complete the teaching practicum with 

distance education. However, although Portugal has switched to distance education, it has emphasized 

that all students cannot receive education equally due to the lack of infrastructure (Flores & Gago, 

2020). The same is true for Turkey. For instance, in the study by Karadağ and Yücel (2020) on a 

sample of 17.939 undergraduate students their satisfaction regarding the distance education practices 

of universities in Turkey was examined. It is found that only 63% of them had internet connection at 

home. One third of the participants did not have computer or tablet. One fourth of the students 

participating in the study do not have access to their internet or computer/tablet etc. Therefore, they 

stated that they could not continue their education due to such negative conditions. In short, the 

inequality of opportunity in education, which has become more evident with online education, needs 

to be discussed again. 

Another point to be emphasized is professional competencies of student teachers. In another 

study, in which the views of student teachers regarding the teaching of the teaching practicum through 

the distance education were taken, it was concluded that the teaching of this course via the distance 

education negatively affected their professional competencies. At the same time, although it was stated 

in the study that the teaching practicum should be carried out in a face-to-face manner, it was also 

stated that the distance education process had some positive contributions to the professional 

competencies (Eti & Karaduman, 2020). Considering the unique opportunity that the teaching 

practicum offers to pre-service teachers in gaining professional competencies such as subject area and 

content knowledge, teaching-learning process and assessment, it can be considered as an unexpected 

result that student teachers feel themselves inexperienced and inadequate.  

Senior teacher training program students who take the teaching practicum can qualify as future 

teachers. When the findings of another study, which emphasizes that the health crisis caused by the 

Covid-19 pandemic as well as the changing educational status of future teachers, are examined, it can 

be seen that the practices they perform through virtual teaching, unlike the situation in which they 

participate by interacting with the students in the classroom environment, cause feelings of insecurity, 

uncertainty and melancholy. Consequently, it turns out that it may negatively affect their future 

professional practices (González-Calvo et al., 2020). According to the findings of the study conducted 

by Karatepe et al. (2020) student teachers have a negative attitude towards synchronous distance 

education courses and have the opinion that not every course is suitable for distance education. The 

fact that the negative effects of this process can be advantageous in possible future uncertainties 

should not be overlooked. It has been revealed in the studies that student teachers who continue their 

teaching practicum online during the pandemic period have improved themselves in the use of 



International Journal of Progressive Education, Volume 18 Number 2, 2022 

© 2022 INASED 

82 

technology and in keeping up with the differences (Brinia & Psoni, 2021; Kim, 2020). On the other 

hand, there are some studies that emphasize the implications for online teaching practicum during 

Covid-19. In their study based on the deficiencies of online teaching practicum and the implications 

for initial teacher training in South Africa, Robinson and Rusznyak (2020) emphasized that online 

teaching practicum and the re-opening of schools under limited conditions encouraged the idea of 

adapting a new philosophy. This philosophy should include active and engaged teaching practices with 

the help of technological arrangements such as case studies, video records or lesson observations 

rather than close interaction with students in physical class environments. Learning from practice has 

begun to gain more importance than learning in practice in initial teacher education. Therefore, it can 

be said that Covid-19 served as a solid foundation for rethinking the standard teaching practicum. 

In addition, many of the articles reviewed within this study emphasized that the obligations 

and responsibilities of instructors and pre-service teachers should be reviewed following the start of 

the Covid-19 pandemic. For example, in Portugal, student teachers had to adapt very quickly to the 

process and follow the guidelines and recommendations that were constantly being published. This has 

meant a near real-time adaptation process for them (Flores & Gago, 2020). Similarly, student teachers 

in Malaysia started to question the concept of success and stated that success has undergone a 

transformation (Nurfaradilla et al., 2020). It can also be said that in countries such as Australia and the 

USA, student teachers try to improve their skills related to the using technology (see Kim, 2020; 

Sasaki et. al., 2020). In addition to the changing responsibilities of student teachers, it was also 

apparent in many reseraches reviewed within this study that instructors had to gain extra 

responsibilities and skills in order to fulfill the requirement of their students on the path becoming 

teachers as well. In the uncertainty during the pandemic, the effort of a faculty member in the USA to 

conduct the teaching practicum in the best way can be given as an example. Although the state in 

which the school is located switched to peer learning, the faculty member met with the parents in the 

surrounding schools with his own effort, got their permission, and allowed the pre-service teachers, 

whom he supervised, to conduct the teaching practicum online with preschool students (see Kim, 

2020).   

As with any research, this study also has some limitations. First of all, the articles were used to 

examine the practices of the countries in question, and the data could not be obtained from the 

websites of the Ministries of Education of these countries. Therefore, only academic studies have 

formed the dataset of this study. Another limitation is related to the education systems of the countries. 

As a result of the decentralization of the Ministries of Education in some countries, there may be 

different practices in different states. In this study, practices in certain provinces of Canada and the 

USA were evaluated (For example, Ontario state of Canada and New York state of the USA were 

evaluated). 

It must be admitted that the Covid-19 pandemic has caused a transformation in educational 

paradigms, and teacher education has also taken its share from this change and transformation. In 

future studies, alternative solution proposals that will take the system forward should be put into 

practice in line with the views of pre-service teachers, lecturers and mentor teachers. In this context, 

comprehensive studies on their professional qualifications can be planned by collecting data from 

teachers who completed the teaching practicum with distance education and began teaching profession 

during the pandemic process. 
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Abstract 

This study aimed to examine the effectiveness of a career psychoeducation program developed based 

on the social cognitive career theory in career decision self-efficacy and educational outcome 

expectations of eleventh grade students. The study used a quasi-experimental model with a pretest-

posttest control group design. The experimental process of the study was designed according to a 2x3 

mixed (split-plot) design with a control group including pretest, posttest, and follow-up measurements. 

This process was carried out with 36 eleventh greleventh grade students, including 18 in experimental 

and 18 in control groups. The study data were collected using the Career Decision Self-Efficacy 

Scale–Short Form and the Educational Outcome Expectations Scale. During the experimental process, 

an eleven-week career psychoeducation program was carried out in the experimental group, and no 

intervention was conducted in the control group. As a result of the study, it was found that there was a 

significant difference in favor of the experimental group students in terms of the mean scores obtained 

from the career decision self-efficacy and educational outcome expectations and that this difference 

between the mean scores was also maintained in the follow-up measurements. The findings of the 

effectiveness of the career psychoeducation program on the career decision self-efficacy and 

educational outcome expectations of eleventh grade students were discussed in the light of the related 

literature. 
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INTRODUCTION 

Career development is a concept introduced to keep up with the changing nature of career and 

business behaviors that cover a significant part of the life span. This concept encompasses interests, 

skills, values, information about the business world, and other formal or informal experiences in the 

lifeline starting from childhood and continuing until retirement. Although career development is often 

used independently of each other, it is considered a concept that comprises career decisions and 

choices (Lent & Brown, 2013). 

One of the basic components of the career development and decision process is career 

decision self-efficacy, which is handled within the framework of social cognitive career theory 

(Hackett & Betz, 1981). Social cognitive career theory was developed by Lent, Brown, and Hackett 

(1994) based on the general social cognitive theory of Bandura (1986). Social cognitive career theory 

focuses on three cognitive variables, which it suggests are important in career development, and the 

interaction between these variables. These are self-efficacy (belief), outcome expectation, and personal 

goals (Lent, 2013).  

Social cognitive career theory identifies the role of perceived self-efficacy in career 

development and career decision-making and focuses on research on this topic (Hackett & Betz, 

1995). The concept of self-efficacy was first used in the field of career development with a study 

conducted by Hackett and Betz (1981). The concept of career decision self-efficacy has been widely 

used in the literature since the development of the career decision self-efficacy scale by Taylor and 

Betz (1983). 

Career decision self-efficiency is expressed as the belief or expectations of the individual 

about their own abilities in making career decisions (Taylor & Betz, 1983). High career decision-

making self-efficacy of individuals shows that they are more confident in their ability to better 

evaluate their skills, interests, and potential, to gain accurate information about the professions and 

qualifications required by the professions, and to set concrete and attainable goals and that it boosts 

the individual's motivation. On the contrary, low self-efficacy causes either postponement of career 

decision-making or difficulties in the career decision-making process (Lent et al., 1994). 

Low career decision self-efficacy may negatively affect search for career and decision-making 

behaviors, and it is assumed that this situation may emerge as an important predictor of career 

indecision. Therefore, it is stated that the process of making an effective career decision should include 

not only the development of skills but also the confidence in these skills. This situation motivates 

studies related to self-efficacy in the career decision-making process (Taylor & Betz, 1983). 

The literature on career decision self-efficacy has focused on scale adaptation studies (Chaney 

et al., 2007; Gaudron, 2011; Hampton, 2006; Işık, 2010; Miguel et al., 2013; Miller et l., 2009; Presti 

et al., 2013). On the other hand, career indecision (Büyükgöze-Kavas, 2011; Creed et al., 2006; Lam 

& Santos, 2018; Taylor & Betz, 1983; Xu & Tracey, 2014) seems to be one of the important variables 

studied in relation to career decision self-efficacy. Besides, concepts, such as selection of a career 

(Gianakos, 1999; Pulliam et al., 2017; Sisco, 2014), personality traits (Hou et al., 2014; Jin et al., 

2009; Page et al., 2008; Penn & Lent, 2019; Wang et al., 2006), and perceived support for a career 

(Alliman-Brisset et al., 2004; Garcia et al., 2012; Gushue & Whitson, 2006; Patel et al., 2006), have 

been among variables whose relationship with career decision self-efficacy has been examined. 

One of the cognitive variables dealt with in the career development process in social cognitive 

career theory is the concept of "outcome expectation". Outcome expectation refers to personal beliefs 

about the outcome of performing a particular behavior. Self-efficacy is related to a person's perception 

of what they can do, while outcome expectation is related to expectations for the consequences of a 

behavior to be exhibited. Although self-efficacy and outcome expectation are generally thought to be 

low or high in parallel with each other, there may be situations where one is higher or lower than the 

other (Lent, 2013). Bandura states that self-efficacy and outcome expectations should be handled 
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separately from each other. Outcome expectation is a person's prediction of the outcome of the 

behavior they put into practice. Self-efficacy, on the other hand, is the belief that the person can 

successfully perform the necessary behaviors to achieve the outcome. There are different outcome 

expectations including physical, social, and self-evaluation specific to the targeted behavioral areas 

(Bandura, 1986). 

The concept of outcome expectation is studied as one of the important components of career 

selection and performance goals within the framework of social cognitive career theory. In this 

context, outcome expectation is defined as the imagined outcome of performing certain career-related 

behaviors (Lent et al., 1994).  Betz and Voyten (1997) defined outcome expectations based on social 

cognitive career theory as an individual's beliefs about the results of certain educational or career 

decision-making behaviors by evaluating them under the heading of career outcome expectations. 

When the outcome expectations specific to the targeted behavioral areas are evaluated, one of the 

outcome expectation areas that is not taken into account is the educational outcome expectations. 

Educational outcome expectations express the expectations of the individual to achieve certain 

outcomes as a result of completing a certain educational level (Springer et al.,  2001). Outcome 

expectations have also been examined in the field of education in a manner specific to the behavioral 

areas. These areas may include areas of outcome expectations, such as mathematics or science, as well 

as academic subject areas specific to the targeted behavioral area. However, it is noteworthy that in 

studies on outcome expectations in the field of education, areas, such as career choice and career 

decision, are ignored (Tilley, 2005). 

Social cognitive career theory suggests that the goals people set for themselves are 

significantly influenced by their self-efficacy and outcome expectations, and that self-efficacy and 

outcome expectations have an important contribution to the development of career interests (Lent & 

Brown, 1996). In the literature, there are many correlational studies that discuss self-efficacy and 

outcome expectations variables together (Adachi, 2014; Ali et al., 2005; Bağlama & Uzunboylu, 2017; 

Conkel-Ziebell, 2010; Conklin et al., 2013; Domene, 2012; Feldt & Woelfel, 2009; Gushue, 2006; 

Gushue & Whitson, 2006; Metheny & Mcwhirter, 2013). On the other hand, there are a limited 

number of experimental studies (Bozgeyikli, 2005; Chartrand & Rose, 1996; Eşkisu et al., 2020; Işık, 

2010; Mcwhirter et al., 2000) which address these two concepts together. 

In the literature, it has been seen that experimental studies examining the effectiveness of 

career intervention programs on variables (career decision self-efficacy, outcome expectations) 

considered in the context of social cognitive career theory have mainly used university samples 

(Baldwin, 1998; Cox, 1996; Foltz & Lusso, 1998; Fouad et al., 2009; Gallo, 2017; Grier-Reed & 

Skaar, 2010; Guillen, 2007; Joslyn, 2015; Lam & Santos, 2018; Lip, 2014; Oreshnick, 1991; Reese & 

Miller, 2006; Sun, 2019). Considering the limited number of studies with high school students 

compared to studies with university samples, the career intervention programs developed within the 

scope of these studies are effective in the positive development of career decision self-efficacy and 

outcome expectations. For example, in their study conducted with Italian adolescents, Chiesa et al. 

(2016) aimed to improve the career decision-making process by increasing the career decision self-

efficacy of the participants with the career group intervention program prepared for adolescents in the 

transition to university or business life. The results of the study indicated that the career group 

intervention program was effective in increasing career decision-making self-efficacy. The findings of 

the study conducted by Mcwhirter et al. (2000), on the other hand, showed that a nine-week career 

education program had an effect on the career decision self-efficacy of high school students, as well as 

the self-efficacy and professional outcome expectations for vocational skills. In addition to various 

studies in the literature showing that career intervention programs have an impact on the career 

decision self-efficacy (Falco & Summers, 2019; Medina, 2010; Miles & Naidoo, 2017) and outcome 

expectations of high school students (Garcia, 2018), there are also studies (Dungan, 1992; Kraus, 

1997) showing no significant difference between the mean scores of the experimental and control 

groups in terms of the effectiveness of career intervention programs. 
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The number of experimental studies involving career intervention programs developed within 

the framework of social cognitive career theory in Turkey is quite limited, and these studies have 

generally been conducted on university students (Eşkisu et al., 2020; Işık, 2010; Kahraman, 2020; 

Öztürk, 2020; Uzun, 2019). On the other hand, it is seen that there are also experimental studies, 

which consisted of samples made up of middle school students and which utilized vocational group 

guidance programs (Bozgeyikli, 2005; Seçer et al., 2013). 

The effectiveness of career intervention programs prepared for career decision self-efficacy 

and outcome expectations within the framework of social cognitive career theory and the lack of 

career intervention programs developed in the context of social cognitive career theory for high school 

students in Turkey should be evaluated as a situation that needs considering. Considering that a career 

psychoeducation program that can contribute to the fulfillment of career development tasks of high 

school students can be useful, a career psychoeducation program based on social cognitive career 

theory was prepared for 11th-grade students within the scope of this study. The main purpose of this 

study is to test the effectiveness of the career psychoeducation program, which was prepared to 

increase the career decision self-efficacy and educational outcome expectations of 11th-grade students, 

who are in the process of making career decisions. Based on this general purpose, the following 

hypotheses were tested: 

• There will be a difference between the mean career decision self-efficacy posttest scores of 

experimental group students participating in the career psychoeducation program and the control 

group students not included in the program in favor of the experimental group. This difference in 

mean scores will persist in the follow-up measurements to be made after twelve weeks. 

• There will be a difference between the mean educational outcome expectations posttest 

scores of experimental group students participating in the career psychoeducation program and the 

control group students not included in the program in favor of the experimental group. This difference 

in mean scores will persist in the follow-up measurements to be made after twelve weeks. 

METHOD 

Research Model 

This study used a quasi-experimental model with a pretest-posttest control group design to 

investigate the effectiveness of the career psychoeducation program developed based on social 

cognitive career theory on the career decision self-efficacy and educational outcome expectation levels 

of 11th-grade students. The quasi-experimental model is an experimental model, where the 

participants are not determined randomly and full control of potential confounding (secondary) 

variables cannot be achieved (Johnson and Christensen, 2017). The experimental process of the study 

was designed according to a 2x3 mixed (split-plot) design with a control group including pretest, 

posttest, and follow-up measurements. One of the variables whose effect on the dependent variable is 

examined in mixed designs is defined as the different experimental procedure conditions carried out 

on the groups formed (experiment and control), and the other is the repeated measurements of the 

subjects at different times (pretest, posttest, and followup) (Büyüköztürk, 2014). 

Study group 

The study group was selected among the 11th-grade students at Atatürk Anatolian High 

School located in the central county of Niğde province. Accordingly, the career decision self-efficacy 

and educational outcome expectation scales were administered to 233 11th-grade students, and as a 

result of the analysis of the data obtained, 39 students whose scores were below a standard deviation 

were included in the experimental process. The students were informed about the purpose and scope of 

the study and told that participation in the study was voluntary. Three of the students stated that they 

were not willing to participate in the study, and the remaining 36 students were divided into two and 
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assigned to the experimental and control groups randomly. The experimental group consisted of 13 

female and 5 male students, and there were 12 female and 6 male in the control group.  

Data collection tools 

The Career Decision Self-efficacy Scale-Short Form (CDSES-SF) 

The Career Decision Self-efficacy Scale-Short Form (CDSES-SF), which was developed by 

Betz, Klein, and Taylor (1996) and adapted to Turkish by Işık (2010), is used to determine the 

perceived self-efficacy in university students for the tasks they need to fulfill during their career 

decision-making process. The scale consists of five sub-dimensions, namely, accurate self-appraisal, 

gathering occupational information, goal selection, planning, and problem solving, and a total of 25 

items. While responding to the items on the scale, the participants use a five-point Likert-type rating 

ranging between “no confidence (1)” and “complete confidence (5)” to indicate how confident they 

are in performing the tasks stated. A total score can be obtained from the scale. High scores indicate a 

high level of career decision-making self-efficacy. In the process of adapting the scale to the sample of 

Turkish university students, the internal consistency coefficient was calculated with Cronbach's alpha 

calculation method, and the stability coefficient was calculated with the test-retest method. Cronbach’s 

alpha coefficient was found to be .88, and the stability coefficient was found to be .81. 

As the study was conducted with 11th-grade students, the psychometric properties of the scale 

were examined in a sample of high school students within the scope of the doctoral thesis study 

conducted by Şeker (2020). To examine the psychometric properties of the scale, first, necessary 

permission for using the scale was obtained for this study, and then data were collected on a voluntary 

basis from 450 9-12th-grade high school students in schools located in the central county of Niğde. The 

findings obtained as a result of the confirmatory factor analysis revealed that the general model was 

explained by the five-factor structure as shown by the coefficients obtained (X2=559.05, Sd=265, 

X2/Sd=2.07, CFI=.91, TLI=.90, RMSEA (%90 GA)= .049 (.043-.054), SRMR= .05). For the reliability 

analysis of the scale in the high school sample, the internal consistency coefficient was calculated. As 

a result of the analysis, it was found that Cronbach’s alpha (α) internal consistency coefficient was .92. 

Findings regarding the construct validity and reliability analysis of the short form of the career 

decision self-efficacy scale in the Turkish high school students sample revealed that the 25-item five-

factor structure fitted the high school sample. 

The Educational Outcome Expectations Scale 

The Educational Outcome Expectation Scale reveals the expectations of high school students 

regarding the outcome of the education they have been receiving for their career development and 

occupational/academic goals (Şeker, 2020). A five-point Likert-type scaling ranging from “completely 

disagree” to “completely agree” was preferred for the educational outcome expectations scale. 

Explanatory (EFA) and Confirmatory Factor Analysis (CFA) techniques were employed to determine 

the construct validity of the scale. The data for both analyses were collected in two stages from 9th-

12th-grade students in secondary education institutions located in the central county of Niğde province. 

Data were collected from 545 students for EFA in the first stage and 324 students for CFA in the 

second stage. As a result of the analysis, a scale consisting of two sub-dimensions and 11 items was 

obtained. The sub-dimensions were named "career-oriented educational outcome expectations" and 

"academic-oriented educational outcome expectations". The reliability of the measurements obtained 

from the educational outcome expectation scale was calculated by the internal consistency reliability 

coefficient (Cronbach's alpha) and test-retest reliability methods. The internal consistency reliability 

coefficient was found to be .81 for the academic-oriented educational outcome expectation sub-

dimension of the scale, and .85 for the career-oriented educational outcome expectation sub-

dimension. The internal consistency reliability coefficient for the overall scale score was calculated as 

.87. The coefficients for the test-retest reliability analysis were .65 for the academic-oriented 

educational outcome expectations sub-dimension, .78 for the career-oriented educational outcome 

expectations sub-dimension, and .79 for the overall scale score. 
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The Career Psychoeducation Program 

During the preparation stage of the career psychoeducation program developed based on 

social cognitive career theory, first, a literature review was conducted, and studies conducted on both 

high school students (Alvarez, 2009; Chiesa, Massei, and Guglielmi, 2016; Garcia, 2018; Kraus, 1997; 

Mcwhirter et al, 2000; Medina, 2010; Miles and Nidoo, 2017) and university students (Baldwin, 1998; 

Cox, 1996; Oreshnick, 1991; Folt and Luzzo, 1998; Fouad, Cotter, and Kantamneni, 2009; Gallo, 

2017; Guillen, 2007; Işık, 2010; Joslyn, 2015; Lam and Santos, 2018; Reese and Miller, 2006; Sun, 

2019) were reviewed. Later, the school psychological counselors working in secondary education 

institutions were consulted on what kind of activities were needed to improve the career and 

occupational decision-making self-efficacy of students. 

The career psychoeducation program was structured under the titles of domains of self-

efficacy, themes, and session goals. While creating the domains of self-efficacy and session themes of 

the program, the domains of self-efficacy that make up the subscales of the career decision self-

efficacy scale developed by Betz et al. (1996) and used in this study were taken as a basis. These 

domains of self-efficacy were accurate self-appraisal, gathering occupational information, goal 

selection, planning, and problem solving, which were also referred to by Crites (1973) as necessary for 

career development. The informative sources of self-efficacy expectation were utilized in structuring 

the sessions and activities. In the first session of the psychoeducation program, students were informed 

about the purpose and content of the program, group rules were determined, concepts, such as career, 

job, and profession were discussed. The second and third sessions, which addressed the domain of 

accurate self-appraisal self-efficacy, included activities prepared by using tests, inventories, and forms 

to raise awareness of students about their interests, abilities, professional values, and professional 

personality types. The fourth and fifth sessions, which handled the domain of gathering occupational 

information self-efficacy, included activities on the system of transition to higher education, higher 

education programs, and familiarity with and searching for jobs. The sixth and seventh sessions, which 

addressed the domain of goal selection, involved determining the self-efficacy for academic and 

professional goal selection, the importance of goal setting and the advantages it provides, and making 

temporary job choices. The eighth and ninth sessions were about the domain of planning self-efficacy 

and included activities related to the importance of making educational and occupational plans, 

evaluation of the future of the jobs of interest, designing a career journey, giving informing about and 

planning for job opportunities outside university education. The tenth session, which targeted the 

domain of problem-solving self-efficacy, included activities in which students could express methods 

for gaining awareness about problems that may be encountered in the career or occupational decision-

making process and coping with these problems. In the last session, the career psychoeducation 

program was evaluated, and then the posttest was administered. There was no pilot study of the 

psychoeducation program. 

Data Analysis 

Explanatory and confirmatory factor analysis techniques were used to determine the factor 

structures of the scale in the scale adaptation and development processes conducted within the scope 

of the study. To test the effectiveness of the experimental process, the two-factor ANOVA in repeated 

measurements technique was employed. The point to be considered in the interpretation of the two-

factor ANOVA analysis in repeated measurements is that the group*measurement joint effect is 

significant. The significance of the joint effect shows that the variance in the mean scores of the 

subjects is due to the experimental process (Büyüköztürk, 2014). The effect sizes were also calculated 

together with the two-factor ANOVA analysis in repeated measurements, and in this calculation, eta 

squared (η2) was employed, and η2 values were also included in the analysis table. SPSS 24.0 

Statistics Software package was used for the analysis of the measurements of experimental and control 

groups and the explanatory factor analysis during the scale development process, while the AMOS 

Software package was used for the confirmatory factor analysis. 
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FINDINGS 

In this section, the findings obtained in line with the hypotheses of the research are presented. 

In the first stage, findings related to career decision self-efficacy are presented, while in the next stage, 

findings regarding educational outcome expectations are included. 

Table 1 shows the mean and standard deviation values of the pretest, posttest, and follow-up 

measurements regarding the career decision self-efficacy of the participants in the experimental and 

control groups. 

Table 1. Statistical results for the overall CDSES-SF scores 

CDSES-SF  

Overall score 
Pretest Posttest Follow-up 

Group N X̄ Ss X̄ Ss X̄ Ss 

Experimental 18 64.39 10.27 92.05 15.12 87.33 14.66 

Control 18 64.55 10.07 65.78 18.07 68.17 13.43 

 

The two-factor ANOVA analysis in repeated measurements was used to test the significance 

of the difference between the experimental and control groups in terms of mean career decision self-

efficacy scores (pre-post-follow-up). The data obtained are given in Table 2. 

Table 2. ANOVA results for the pretest, posttest, and follow-up measurements of CDSES-SF 

Source of the variance Sum of squares Sd Mean squares F p η2 

Inter-group 18319.435 35     

Group (D/K) 6150.231 1 6150.231 17.18 .000* .34 

Error 12169.204 34 357.918    

Intra-group 15498.667 72     

Measurement 

(Pretest, posttest, follow-up) 
4635.630 2 2317.815 21.04 .000* .38 

Group*Measurement 3370.963 2 1685.481 15.30 .000* .31 

Error 7492.074 68 110.178    

      *p<.05 

The analysis results of the repeated measurements of career decision self-efficacy scores 

indicated that there was a significant difference between the mean scores of the experimental and 

control groups when only the groups were taken into account, regardless of the measurements made 

(F1-34 = 17.18, p <.05). When only the measurements were taken into account for the total scale 

score, regardless of the group variable, it was found that there was a significant difference between the 

mean scores obtained from the pretest, posttest, and follow-up measurement of the experimental and 

control groups (F2-68 = 21.04, p <.05). The most important finding regarding the analysis in Table 2 

was that the joint effect of being in different process groups and measurement factors (pre-post-

follow-up) on career decision self-efficacy scores was significant (F2-68 = 15.30, p <.05). Finally, the 

eta squared (η2) value, which is used to determine to what extent the variance seen in the total scale 

scores is explained by the experimental procedure, was examined. Accordingly, the findings obtained 

revealed that 31% of the variance observed in the total scale scores during the measurements could be 

explained by the experimental process (η2 = .31). These results revealed that the variance observed in 

the career decision self-efficacy levels of the students in the experimental group included in the 

psychoeducation program showed a significant difference compared to the students in the control 

group who were not included in the program, and this difference was maintained in the follow-up 

study. The variance graph of the pretest, posttest, and follow-up measurements regarding the total 

scale score is given in Figure 1. 
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Figure 1. Graph for the measurements of the career decision self-efficacy scores 

In the second stage, the findings related to the educational outcome expectations scores were 

discussed. The mean and standard deviation values of the pretest, posttest, and follow-up 

measurements regarding the educational outcome expectations of the participants in the experimental 

and control groups are given in Table 3. 

Table 3. Statistical results of the total scores obtained from the educational outcome expectations 

scale  

Total scores from the EOES Pretest Posttest Follow-up 

Group N X̄ Ss X̄ Ss X̄ Ss 

Experimental 18 29.05 6.51 40.67 8.13 39 5.80 

Control 18 29.61 6.87 29.94 8.08 30.67 7.33 

 

The results of the two-factor ANOVA analysis in repeated measurements regarding the 

significance of the difference between the mean educational outcome expectations scale scores of the 

experimental and control groups and the mean scores obtained from the measurements (pretest-

posttest-follow-up) are given in Table 4. 

Table 4. ANOVA results for pretest, posttest, and follow-up measurements of the educational 

outcome expectation scale 

Source of the variance Sum of squares Sd Mean squares F p η2 

Inter-group 4491.657 35     

Group (D/K) 1026.750 1 1026.750 10.07 .003* .23 

Error 3464.907 34 101.909    

Intra-group 3212.666 72     

Measurement 

(Pretest, posttest, follow-up) 
793.685 2 396.843 15.13 .000* .31 

Group*Measurement 635.722 2 317.861 12.12 .000* .26 

Error 1783.259 68 26.224    

       *p<.05 

The results of the analysis for repeated measures of educational outcome expectations scores 

indicated that there was a significant difference between the mean scores of the experimental and 

control groups when only the groups were considered, regardless of the measurements (F1-34 = 10.07, 
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p <.05). It was also found that there was a significant difference between the mean scores obtained 

from the pretest, posttest, and follow-up measurements of the total score of the educational outcome 

expectations of the experimental and control groups when only the measurements were taken into 

account, regardless of the group variable (F2-68 = 15.13, p <.05). According to another important 

finding regarding the analysis result, which should be considered in line with the hypotheses put 

forward, the joint effect of being in different treatment groups and measurement factors (pre-post-

follow-up) on educational outcome expectation total scores was significant (F2-68 = 12.12, p <.05). In 

the last stage, the eta squared (η2) value, which is used to determine to what extent the educational 

outcome expectations of the experimental procedure implemented explained the variance observed in 

the total scale scores, was examined. The data obtained showed that 26% of the variance in the 

educational outcome expectation scores along the measurements could be explained by the 

experimental procedure (η2 = .26). These results revealed that there was a significant difference 

between the educational outcome expectation levels of the students in the experimental group 

participating in the psychoeducation program and those in the control group who were not included in 

the program in favor of the experimental group and that this difference continued in the follow-up 

study. The variance graph of the measurements is given in Figure 2. 

 

Figure 2. Graph for the measurements of the educational outcome expectations scores 

DISCUSSION, CONCLUSION, AND RECOMMENDATIONS 

Two hypotheses were put forward within the scope of the study. The first of these hypotheses 

was that there would be a difference between the mean career decision self-efficacy posttest scores of 

experimental group students participating in the career psychoeducation program and the control 

group students not included in the program in favor of the experimental group and that this difference 

in mean scores would persist in the follow-up measurements to be made after twelve weeks. The 

findings obtained from the study indicated that there was a significant increase in the mean posttest 

scores of the experimental group students obtained from the career decision self-efficacy scale 

compared to those of the control group students. It was observed that this difference between the mean 

scores of the experimental and control group students continued in the follow-up measurements. 

When the related literature was examined, it was found that there were experimental studies 

based on social cognitive career theory that supported the findings of the present study. In a study 

conducted with high school students, Mcwhirter et al. (2000) obtained findings similar to those of this 

study. In this study, it was concluded that the career education program was effective in increasing the 
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career decision self-efficacy of students. In another study conducted with high school students, 

Alvarez (2009) revealed that the career education intervention program they developed was effective 

in the planning sub-dimension of career decision self-efficacy. In their study with high school 

students, Medina (2010) concluded that career group intervention was effective in increasing career 

decision-making self-efficacy. In the study conducted by Chiesa et al. (2016), it was found that career 

group intervention was effective in increasing career decision self-efficacy. Another study that 

revealed career group intervention had an impact on career decision self-efficacy was the study 

conducted by Falco and Summers (2019) in a high school sample. 

In the literature, results obtained from experimental studies on samples consisting of 

university (Baldwin, 1998; Foltz and Luzzo, 1998; Fouad et al., 2009; Gallo, 2017; Işık, 2010; Lam 

and Santos, 2018; Reese and Miller, 2006) and secondary school students (Bozgeyikli, 2005; 

McComb-Beverage, 2012; Seçer, Gülbahçe, and Ateş, 2013), apart from the high school samples, 

were similar to the results obtained from the present study. In these studies, too, it was found that 

career group intervention affected career decision self-efficacy. 

Contrary to the findings obtained from this study, there are also studies in the literature that 

concluded career intervention programs conducted with both high school students (Dungan, 1992; 

Kraus and Hughey, 1999) and university students (Joslyn, 2015) were not effective in increasing 

career decision self-efficacy. 

The second hypothesis of the study was that there would be a difference between the mean 

educational outcome expectations posttest scores of experimental group students participating in the 

career psychoeducation program and the control group students not included in the program in favor 

of the experimental group and that his difference in mean scores would persist in the follow-up 

measurements to be made after twelve weeks. Findings regarding educational outcome expectation 

also revealed that there was a significant difference in favor of the experimental group regarding the 

mean posttest scores. In addition, it was found that this difference between the mean scores of the 

experimental and control groups continued in the follow-up measurements. 

The findings of the experimental study conducted by Mcwhirter et al. (2000) regarding 

outcome expectations supported the findings of the present study. In the study conducted by these 

researchers, it was revealed that the nine-week career training program was effective in increasing the 

outcome expectation scores regarding the career process. In another study, which supported the 

findings of the present study, Garcia (2018) examined the effectiveness of the career intervention 

program, which they called the Career Information System (CIS) Program, and pointed out the 

occupational outcome expectations as one of the variables that were used to test the effect of the 

program. The results of the study showed that the career information system program was effective in 

increasing the occupational outcome expectations. The results obtained in studies conducted by Işık 

(2010) and Eşkisu, Haspolat, and Ağırkan (2020) in university samples also supported the findings 

regarding outcome expectations obtained in the present study. The results of the study conducted by 

Guillen (2007) indicated that, contrary to the findings obtained in this study, there was no significant 

difference between the experimental and control group scores in terms of the effectiveness of the 

outcome expectation intervention. 

When the results of this study were evaluated in general, it was revealed that the career 

psychoeducation program developed based on social cognitive career theory had an effect on career 

decision self-efficacy and educational outcome expectations of 11th-grade students. The study has 

some limitations besides its contributions to the related literature and the field. One of these limitations 

was that the career psychoeducation program developed was conducted only with 11th-grade students. 

Experts and researchers working in the field can be recommended to test the career psychoeducation 

program developed within the scope of this study on high school students at different grade levels. 

Considering that studies conducted in high school samples based on social cognitive career 

theory in Turkey are quite limited, we recommend researchers should conduct experimental studies to 
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test career intervention programs to be developed for different grade levels. Besides, considering the 

importance of self-efficacy and outcome expectations in the career development process, it is thought 

that experimental or mixed-method studies on this topic will provide significant contributions to the 

field and the literature. 

Another limitation of the study was that the follow-up measurements were made only twelve 

weeks after the administration of the posttest. Longer-term effects of the program can be revealed by 

making more follow-up measurements in studies to be conducted with similar or different samples. 

However, the effects of the career psychoeducation program, which was designed based on social 

cognitive career theory within the scope of the study, on different class levels or different variables 

(career indecision, occupational maturity, etc.) can be tested by researchers in future studies. 

The career psychoeducation program designed within the scope of the study is considered to 

be functional in terms of including subjects and interactive applications, which students may be 

interested in, and a study booklet on the implementation process. Especially school psychological 

counselors working in secondary education institutions can benefit from this program to increase the 

self-efficacy of students in the career decision-making process, and they can practice with student 

groups of 15-20 by identifying students who have problems in the career decision-making process.  
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Abstract 

The transition to kindergarten is one of the significant transition steps for children in early childhood. 

The family, being the closest circle of the child, supports the development of the child in the transition 

and affects the transition process with its resources and needs. In this regard, this study examined the 

experiences and participation of families of children with and without special needs in the transition to 

kindergarten. This study is a survey research in which family experiences and involvement in the 

transition to kindergarten are determined.  The Family Experiences and Involvement in Transition 

questionnaire was used to assess family involvement in transition preparation activities and transition 

concerns during kindergarten entry. A total of 232 parents participated in the study. Research results 

show that both family groups are most concerned with are similar. The research identifies the situation 

that families are most concerned about as getting used to a new school. Whether they have a child with 

disabilities or not, the types of information that both family groups prefer were similar. In the 

transition process, families especially favoured meetings and visits as the types of family involvement. 

Upon discussing the findings in line with the relevant literature, this study makes suggestions for 

further research and applications. 

Keywords: Transition to Kindergarten, Transition, Parent Involvement, Family Experiences, Family 

Concerns, Preschool 
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INTRODUCTION 

The transition to kindergarten is a crucial life process for children wherein they can feel both 

excited and slightly sad, and is presented as a new setting in which families also experience similar 

feelings (Kielty, Passe & Mayle, 2013). Griebel & Niesel (2009) described the transition to school as a 

critical process particularly for the child, teacher and family in which the social environment, roles and 

identities of individuals change. Similarly, Rimm-Kaufman and Pianta (2000) described early 

childhood transitions as a ‘delicate process’ for further academic success. Therefore, the studies in the 

transition to the new educational environment will support the successful adaptation of the child and 

his/her family as soon as possible (Janus et al., 2007). 

Studies suggest that the comfortable and successful transition brings about long-lasting 

positive results in the development of the child, affects the child's school performance and lets the 

child adapt to school more quickly; whereas a difficult and negative transition, by complicating the 

child's adaptation to school, affects the education process of children who are in the risk group of 

having disabilities or diagnosed with disabilities, especially in academic and social fields (McIntyre, 

Blacher & Baker, 2006; Stormont et al., 2005; Yeboah, 2002). In the transition to an educational 

environment with inclusive practices, the transition is considered to be a more stressful process for 

children with special needs (CSN), their families and professionals, as the expectations of the 

receiving school for CSN and their families increase, and the transition process includes many changes 

(Chadwick & Kemp, 2002; Rosenkoetter, Hains & Dogaru, 2007). It is stated that children and 

families may experience high stress due to the discontinuities between the previous educational 

environment and kindergarten (DeCaro & Worthman, 2011; Gill, Winters & Friedman, 2006; 

McGettigan & Gray, 2012). Families, particularly with children with disabilities, are more anxious in 

terms of behaviour, communication and general readiness in the transition to kindergarten than 

families with typically developing children (CTD) (McIntyre et al., 2010). Therefore, it is stated that 

the transition process should not be considered as a change only for the child; it is a change that 

includes the situations, structures and individuals surrounding the children that will affect them 

directly or indirectly (McIntyre et al., 2007; Rimm-Kaufman & Pianta, 2000). In the transition 

process, the family, in particular, plays an important role in providing information to the teacher about 

the areas where the child is adequate and inadequate (Kang, Horn & Palmer, 2017). Cooperation of 

families as having the role of informant, with school and school teachers will support the child’s 

transition to kindergarten.  

 Kochhar-Bryant (2008) stated that different reactions in the transition to kindergarten may be 

experienced, and this process can become more difficult and complex especially for children with 

disabilities and their families. A more successful transition of the child and family should be supported 

with practices that encourage family participation.  It has been revealed that the positive relationship 

between the child's general adjustment, academic outcomes and practices in the transition process is 

mediated by the active involvement of families (Schulting, Malone & Dodge, 2005). For this reason, it 

is seen that family involvement practices that will support communication and cooperation between 

home and school are important in the transition process. 

Transition and family involvement 

Family involvement is a process in which mothers, fathers and other family members 

participate in the relevant education programme in order to contribute to the education and 

development of children in early childhood (Morrison, 2013). Family involvement is essential for 

supporting the academic and social–emotional development of children in early childhood (Clarkin-

Phillips & Carr, 2012; Kluczniok et al., 2013; Wilder, 2014). Families are not only teachers of 

children but also partners of educators. Parents’ understanding of their children is valuable for teachers 

when planning their learning experience. Similarly, teachers can contribute to parents in getting to 

know their children since they get to know the children in a different environment. Therefore, these 

roles of parents and teachers will enable the child to benefit from the education offered at the highest 

level (Danielson, 2002; Keçeli-Kaysılı, 2008). Research findings show that when parents and teachers 
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work collaboratively to support the children, the children are more prepared to start school and 

experience a more successful school transition (Pianta et al., 1999; Puccioni, Froiland & Moeyaert, 

2020; Schulting, Malone & Dodge, 2005). 

Family involvement is an important social resource for children in coping with stress during 

the transition to school, and it is a strong and reliable determinant of adjustment to school. Family 

involvement improves the family–child relationship and the learning environment at home and 

positively affects the developmental areas and basic academic skills of the child, thus facilitating a 

smooth school transition (Lau, 2014). During the transition period, the adaptation of the child and 

family to the new educational environment is the most obvious effect of transition success. Fulfilling 

the responsibilities of the environment in which the child is present and the communication and 

behavioural skills displayed are the indicators of child adaptation, and the active involvement of the 

family in the services, planning, decisions, communication and cooperation are indicators of family 

adaptation (Rous et al., 2007). In terms of CSN, family involvement that includes the quality and 

interaction between family and professionals plays a role in the children gaining a strong and effective 

educational experience (Dockett & Perry, 2004; Stoner et al., 2007), and it helps the child to adapt to 

school better (Giallo et al., 2008). With regard to children with disabilities, families contribute 

significantly to the transition process as they provide the teacher with information about the child, 

support the teaching of the skills necessary for the inclusion environment and defend the child’s rights 

(Chadwick & Kemp, 2002). Family also experience adaptation process to a new environment, and 

change in roles and responsibilities as well as children with or without special need (Lau, 2014; 

Yeboah, 2002). Studies should be organised to prepare both the family and the child for the new 

educational environment during the transition period to minimise the problems caused by these 

changes (Lau, 2014; Yeboah, 2002). To have sufficient and well-equipped knowledge about the child 

in the transition period, it is necessary to establish a connection with the family and the family to know 

about the new environment for the child and themselves. It is important for the family to take part in 

transition activities to prepare the child for school, and it is necessary to work with an expert on 

activities that will contribute to the child’s learning, especially in the home environment. For a healthy 

transition, it is vital that families attend the transition meetings regularly and state their problems and 

needs (Rous, Myers & Striclin, 2007). 

When the researches regarding transition studies are examined, sending written records that 

will cover all kinds of information about the child to the receiving programme, the teacher in the 

receiving programme meeting with the family and the child before the school starts, meeting with the 

family before and after the school starts, home visits and sending letters, the child visiting the 

receiving programme, the receiving programme’s teacher visiting the sending programme, organising 

frequent meetings, activities to strengthen family participation, activities for the preparation of the 

child and the receiving and sending programmes sharing information are the most frequently used 

transition activities (Ahtola et al., 2011; Broström, 2002; Daley, Munk & Carlson, 2011; La Paro, 

Pianta & Cox, 2000; LoCasale-Crouch et al., 2008; McIntyre et al., 2010; Rous et al., 2010). 

The transition in Turkey during the early childhood period 

Transition studies in Turkey are quite a new issue. Transition recently started to be discussed 

in the field of special education and the field of early childhood education, mostly under the name of 

school adjustment. There is no implementation and legal regulation for transition and transition 

services in the country (Bakkaloğlu, 2013; Yıldırım Hacıibrahimoğlu, 2017); but in the Ministry of 

National Education (MoNE) Special Education Services Regulation (2018) provides arrangements for 

children with special needs. In the Special Education Services Regulation (2018), the educational 

evaluation, diagnosis and monitoring process section regarding transition is in Article 9 under the 

heading of ‘Transition between levels’. It is stated that in cooperation with the school guidance service 

in line with the planning of the Guidance Research Centre, the necessary measures are taken regarding 

the student’s adaptation to the school and access to education, and the practice is followed (MoNE, 

2018). In the 11th Article of the regulation, it is stated that preschool education is compulsory for 

children with special education needs who have completed 36 months, and the education period can be 
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extended in the preschool period, taking into account the development and characteristics of the 

children (MoNE, 2018). 

As of the 2006–2007 academic year in Turkey one week before the schools start, an 

implementation of adjustment programmes is organised for kindergarten and the primary school first 

grade students to clear their concerns, to popularise the school environment, to familiarise them with 

the educational environment, the teachers and friends through games, drama and sports activities. 

MoNE regulated the school adaptation program as two days as of 2019-2020.  In the scope of this 

program, MoNE presented to teachers an sample of this program and indicated significant points. 

Within the scope of this programme, children's meeting activities, meeting activities for families, 

introducing learning centres/departments of the school, introducing classroom rules, and getting to 

know the school and its employees were presented as sample activities to the adjustment programme. 

In the framework of this programme, it is envisaged that teachers should do their own unique 

activities; the school’s facilities and conditions and student characteristics should be taken into 

account for the implementation of the adjustment programme (MoNE, 2020). 

Current study 

As can be seen, there is no specifically planned implementation in the legal regulations 

regarding the transition for children, whether they have disabilities or not. Since the implementation or 

regulation articles do not include an effective transition team, calendar, planned education for the 

child, transition activities, family participation, inter-institutional cooperation and communication, it 

does not have the feature of a systematic transition practice; therefore, they cannot be considered as 

effective transition practices. As Bakkaloğlu (2013) stated, the transition to school, especially for 

CSN, is carried out with the individual efforts of families.  

MoNE (2021) statistical data reveals that there is a total of 673,313 students at the 

kindergarten level and the number of inclusive students in preschool education were 549. (MoNE, 

2020). As indicated in the MoNE (2021) report, although the number of students in preschool 

education has decreased compared to previous years, due to the optionality of pre-school education 

and the Covid-19 outbreak, this number partially reflects the number of students who will transition to 

primary school. These data are thought to be important in establishing a planned transition program. It 

can be considered as a preliminary study in the individualization of transition programs to be created 

in relevant schools, especially according to student characteristics. At the same time, when we 

consider the families of these children based on the number of students, it is seen that a large group 

will take part in the transition to school. Therefore, there is a need for activities and practices that will 

facilitate the adaptation of families to the new educational environment. 

Since there is no systematic transition practice and legal process covering the implementation 

and effectiveness directly related to the transition in Turkey, there is a deficiency for information on 

the experience of families in transition, their requirements and what kind of involvement they desire. 

As a result of this information, it is believed that through the organisation of necessary practices and 

studies, the transition to school and the adaptation process will be more successful for all children, 

families and teachers. It is thought that determining the transition practices and participation types 

preferred by families will contribute to the field of early childhood education and early childhood 

special education. It is expected to be a guide for future transition policies and practices. Therefore, the 

purpose of this study is to examine the experiences and involvement of families of children with and 

without disabilities in transition to kindergarten. For this purpose, a) what are the concerns of families 

in transition to kindergarten? b) what are the needs of families and the types of family involvement 

they want in the transition to kindergarten? 
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METHOD 

This study is a survey research in which family experiences and involvement in the transition 

to kindergarten are determined. Survey research describes the views towards and characteristics of a 

subject and determines the situation (Büyüköztürk et al., 2008). 

Participants 

The research was conducted with 27 kindergartens in eight primary schools, which were 

determined through convenience sampling from kindergartens affiliated to the MoNE. Early childhood 

education in Turkey is implemented in independent kindergartens, kindergartens incorporated into 

elementary schools, and practice classes. All of these are connected to the MoNE. Children aged 57–

68 months are enrolled as of the end of the enrolment month of September in kindergarten classes 

within the primary school. Kindergartens within the primary school consist of children who will start 

primary school in the next academic year. Children who complete 69 months of age at the end of 

September of the enrolment year are enrolled in the first grade of primary schools. School directorates 

direct the 69, 70 and 71-month-old children who are eligible to enrol in primary school to kindergarten 

education or postpone their enrolment to primary school for one year, upon the written request from 

their parents (MoNE, 2014). 

 After the schools were selected, the following conditions were taken into account for the 

parents during the formation of the study group: a) Having a child aged 57–68 months, b) having their 

child attend an early childhood education programme in the previous year and c) volunteering to 

participate in the research. Within the scope of the research, forms were sent to 390 families. In 18 

surveys, only the demographics and a few other items were answered, and those surveys were 

therefore excluded. The study included 232 parents, 204 mothers (87.9%) and 28 fathers (12.1%) (see 

Table 1). When the demographic characteristics of the children were examined, forms were filled out 

for 123 (53%) girls and 109 (47%) boys. The average age of the children is 61.83 months. A total of 

54 (23.3%) children, including 21 girls and 33 boys, were found to have a disability diagnosis. The 

diagnoses that children have were determined as—intellectual disabilities (n = 15), autism spectrum 

disorder (n = 9), language and speech disorder (n = 9), learning disability (n = 9), attention deficit and 

hyperactivity disorder (n = 7), chronic disease (asthma, epilepsy) (n = 3), cerebral palsy (n = 2) and 

developmental delay (n = 2). Four parents with CSN stated that their child did not receive any specific 

educational support. 

Table 1. Parent demographic characteristics (n= 232) 

Variable CSN CTD Total N (%) 

Respondent  Mother  47 ( 87) 204 (87.9) 157 (88.2) 

Father  7 (13) 28 (12.1) 21 (11.8) 

Employment status Yes  17 (31.5) 123 (53) 90 (50.6) 

No 37 (68.5) 109 (47) 88 (49.4) 

Educational degree 

status 

High school  27 (50) 66 (28.4) 39 (21.9 

Associate’s degree  11 (20.4) 54 (23.3) 43 (24.2) 

Bachelor’s degree  15 (27.8) 108 (46.6) 93 (52.2) 

Post bachelor’s (M. A.)  1 (1.9) 4 (1.7) 3 (1.7) 

 

Data collection tool 

The research used The Family Experiences and Involvement in Transition (FEIT; McIntyre et 

al., 2007) questionnaire to determine the experiences and involvement of families in the transition to 

kindergarten. The FEIT assesses parents’ concerns in the transition to kindergarten and family 

involvement in transition preparation. The questionnaire consists of 72 items, within five domains: a) 

child educational history (14 items), b) parent concerns regarding the transition to kindergarten (11 

items; e.g. academic, behavioural), c) identified needs during the transition to kindergarten (14 items), 

d) family involvement with the school around kindergarten transition practices (14 items) and e) 
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family demographic information (19 items). In the section for family involvement in kindergarten 

transition practices, there were three answer options, consisting of whether they ‘have’, ‘want’ or 

‘don't have or want’. In this section, the items that families state they ‘had’ reflect their participation in 

transition practices. The section of family concerns was evaluated with a four-point scale (1: no 

concerns, 2: a few, 3: some, 4: many concerns). The ‘Total Family Transition Concerns’ score that 

families receive from this section varies between 11 and 44 points. Since FEIT is a data collection tool 

with the feature of a questionnaire, its adaptation to Turkish was handled comprehensively. For this 

purpose, the English form of the questionnaire was translated into Turkish by two Turkish language 

experts who are fluent in both languages. For the notable differences between the expert translations, 

opinions were taken again, and the questionnaire translated into Turkish by the language experts was 

converted into a single form. The Turkish form was given to two English language experts and 

translated back into the original language. In the examination, it was observed that the items in the 

Turkish and English form of the questionnaire had language equivalence. Afterwards, an expert 

evaluation form was prepared, and the English and Turkish forms of the questionnaire were sent to 

two academicians who are experts in the field of assessment and evaluation in education and three 

academicians who are experts in the field of early childhood education. Expert opinion was taken on 

whether the questionnaire items were suitable for Turkish semantically/conceptually. In line with the 

opinions and suggestions received from the experts, some changes were made in the questionnaire 

form, and the questionnaire was finalised. Some questions such as the race of the child and the family, 

the language spoken at home and the types of education programmes were removed from the survey or 

changed. For example, since there was no Head Start application it was removed from the form. After 

all these steps, the ‘Pilot Turkish Form’ of the FEIT questionnaire was obtained. This approved and 

finalised form was applied to eight parents who have a good command of English and Turkish and 

also meet the participant criteria of the study. After the pre-application, the obtained information was 

examined by the assessment-evaluation specialist and the form was found to be appropriate. Thus, the 

Turkish form of the FEIT questionnaire was ready. 

Data collection process and analysis 

The data collection process started in the second week of September for the 2018–2019 

academic year and completed in October. To accord with the approval received from the relevant 

units, the schools selected as the study groups were approached, and the purpose of the study was 

explained. The preschool educational institutions that agreed to support the study were visited; the 

researcher was introduced to the teacher of the class where administration was going to be conducted. 

First of all, children matching the age range in the classroom were identified together with the 

teachers. After the children were identified, the participation form and questionnaire were sent to the 

families. After each family who wanted to participate in the study signed the participation form, the 

survey was carried out on a voluntary basis on a day. Participants were given the opportunity to 

withdraw from the study at any time. Forms coming from families were assigned numbers such as the 

participant codes of P1, P2. The study used descriptive statistical analysis and a chi-square test 

regarding families having CSN. 

In the study, to examine the relationship between variables, the normality of distributions was 

examined using the Kolmogrov–Smirnov (KS) test for groups greater than 50 people and the Shapiro–

Wilks (SW) test for groups less than 50 people. In the dimension of information that will help families 

in the transition to kindergarten, the significance values of the items in families with CSN are between 

SW = 0.218 and SW = 0.530 and are not normally distributed (p = 0.000). In the families of CTD, the 

significance values of the items vary between KW = 0.453 and KW = 0.535 and do not show a normal 

distribution (p = 0.000). Considering the family involvement types, the significance values obtained 

for the items in the families of the CTD vary between KW = 0.540 and KW = 0.373 points and are not 

normally distributed (p = 0.000). Significance values for items in families of CSN vary between SW = 

0.188 and SW = 0.624 and do not show a normal distribution (p = 0.000). The analysis of the research 

data was completed by using inductive analysis (Yıldırım & Şimşek, 2018) for the analysis of the 

open-ended question in the questionnaire. Sample statements of the participants who gave their 

opinions on each determined theme were included. 
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RESULTS 

This study discussed the experiences and involvement of the families of children with and 

without disabilities in the transition to kindergarten. For this purpose, it first examined the concerns of 

families in transition to kindergarten. The total mean score of families with CSN regarding the 

concerns about the transition to kindergarten was 19.42, and the standard deviation was 6.50. For 

families with children with typical development (CTD), the total mean score was 16.83, and the 

standard deviation was 4.75. The Cronbach α internal consistency reliability of the scores obtained in 

the family concerns section in the transition to kindergarten was calculated as 0.816 for all items. This 

value shows that the score obtained is highly reliable (Özdamar, 2004). Views on the concerns of 

families with and without CSN are presented in Table 2. 

Table 2. Concerns of families with and without CSN 

 

 

Concern 

No concern 

(1) 

A Few 

(2) 

Some 

(3) 

Many 

concerns  

(4) 

 

M 

 

SD 

n % n % n % n % 

Academics CTD 113 63.5 41 23.0 22 12.4 2 1.1 1.51 0.75 

CSN 21 38.9 17 31.5 9 16.7 7 13.0 2.03 1.04 

Behavior problems CTD 111 62.4 40 22.5 23 12.9 4 2.2 1.55 0.80 

CSN 27 50.0 12 22.2 9 16.7 6 11.1 1.88 1.05 

Following directions CTD 119 66.9 41 23.0 16 9.0 2 1.1 1.44 0.70 

CSN 24 44.4 18 33.3 8 14.8 4 7.4 1.85 0.93 

Getting along with other children CTD 99 55.6 41 23.0 34 19.1 4 2.2 1.67 0.85 

CSN 25 46.3 15 27.8 10 18.5 4 7.4 1.87 0.97 

Getting along with teacher CTD 93 52.2 49 27.5 29 16.3 7 3.9 1.71 0.87 

CSN 23 42.6 16 29.6 12 22.2 3 5.6 1.90 0.93 

Getting used to a new school CTD 71 39.9 57 32.0 43 24.2 7 3.9 1.92 0.89 

CSN 20 37.0 15 27.8 16 29.6 3 5.6 2.03 0.95 

Child being ready for kindergarten CTD 97 54.5 48 27.0 28 15.7 5 2.8 1.66 0.84 

CSN 20 37.0 18 33.3 10 18.5 6 11.1 2.03 1.00 

Separating from family CTD 104 58.4 37 20.8 26 14.6 11 6.2 1.68 0.93 

CSN 26 48.1 16 29.6 8 14.8 4 7.4 1.81 0.95 

Toilet training CTD 141 79.2 22 12.4 13 7.3 2 1.1 1.30 0.65 

CSN 43 79.6 5 9.3 4 7.4 2 3.7 1.35 0.78 

Ability to communicate needs CTD 131 73.6 36 20.2 9 5.1 2 1.1 1.33 0.62 

CSN 29 53.7 10 18.5 10 18.5 5 9.3 1.83 1.04 

Other concerns CTD 173 97.2 2 1.1 3 1.7 - - 1.04 0.27 

CSN 50 92.6 1 1.9 3 5.6 - - 1.12 0.47 

 

When the concerns of families with CSN are addressed with the answers ‘a few, some and 

many’, getting used to a new school (63%), the child being ready for kindergarten (62.9%), academics 

(61.2%), getting along with the teacher (57.4%), following directions (55.5%) and getting along with 

other children (53.7%) were identified as the first six items that families are concerned about (see 

Table 2). In the other concern category, the majority of families did not express their opinions, but 

three parents were found to have some concerns about the child being distracted, being too active and 

not being able to communicate. When the views of families with CTD are examined, getting used to a 

new school (63.2%), getting along with the teacher (47.7%), the child being ready for kindergarten 

(45.5%), getting along with other children (46.6%) and separating from family (41.6%) were 

identified as the first five items that families are concerned about (see Table 2). In the other concerns 

category, the majority of families did not express their opinions, but it was found that three parents 

had some concerns about nutrition, the child not being able to protect themselves and the child being 

too stubborn. 

The second finding of the study is to determine the needs that will help families in the 

transition to kindergarten. In general, families stated that types of information in the transition 

planning process will help in the transition. When the views of families with CSN are examined, ‘what 
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caregiver can do to prepare for transition’ (92.6%), ‘child’s skill’ (90.7%), ‘child’s future/new teacher’ 

(88.9%) and ‘how kindergarten is preparing for the transition’ (88.9%) items were identified as the 

most requested types of information. For the families with CTD, the items of ‘child’s future/new 

teacher’ (91.6%), ‘what caregiver can do to prepare for transition child’s skills’ (89.9%) and ‘how 

kindergarten is preparing for transition’ (87.6%) were the most requested types of information (see 

Table 3). There was no significant relationship between the families’ views on the types of 

information in transition planning and having or not having CSN (p > .05). 

Table 3. Families indicating they want more information regarding their child’s transition to 

kindergarten 

 

Type of information desired 

CSN CTD  

n (%) n (%) x2 

Preschool program 44 (81.5) 145 (81.5) 0.00 

Kindergarten program 47 (87) 151 (84.8) 0.03 

Child’s skills   49 (90.7) 159 (89.3) 0.00 

Child’s future/new teacher 48 (88.9) 163 (91.6) 0.11 

Child’s future/new school 45 (83.3) 153 (86) 0.06 

Academic expectations in kindergarten   42 (77.8) 147 (82.6) 0.35 

Behavioral expectations in kindergarten 44 (81.5) 154 (86.5) 0.48 

How preschool prepared for transition 47(87) 154 (86.5) 0.00 

How kindergarten is preparing for transition 48 (88.9) 156 (87.6) 0.00 

What caregiver can do to prepare for transition 50 (92.6) 160 (89.9) 0.10 

Emotional support/encouragement from school 46 (85.2) 128 (71.9) 3.21 

Emotional support/encouragement from family 41 (75.9) 137 (77) 0.00 

 

Another question of the study is to determine the type of family involvement families want in 

the transition to kindergarten. The items ‘visit kindergarten class/elementary school’ (97.2%), 

‘monthly contact with preschool teacher’ (94.9%) and ‘attend a kindergarten open house’ (93.3%) 

were the most desired family involvement types in the transition by families with CTD. When the 

opinions of families with CSN are examined, the items, ‘attend a kindergarten open house’ (96.3%), 

‘visit kindergarten class/elementary school’ (94.4%), ‘monthly contact with preschool teacher’ 

(92.6%) and ‘attend a kindergarten orientation session’ (92.6%) were the family involvement types 

that families wanted most in the transition process (see Table 4). There was no significant relationship 

between the families’ having or not having CSN and their views on the types of family involvement in 

the transition (p > .05). 

Table 4. The types of family involvement families want in the transition process 

 

Type of information desired 

CSN CTD  

n (%) n (%) x2 

Monthly contact with preschool teacher  50 (92.6) 169 (94.9) 0.10 

Annual meetings with preschool staff  47 (87) 152 (85.4) 0.06 

Attend a transition planning meeting with preschool staff  34 (63) 139 (78.1) 4.23 

Attend a transition planning meeting with kindergarten staff 42 (77.8) 147 (82.6) 0.35 

Visit kindergarten class/elementary school  51 (94.4) 173 (97.2) 0.29 

Member of transition planning team at preschool  32 (59.3) 100 (56.2) 0.05 

Attend a transition information meeting at preschool or kindergarten  45 (83.3) 164 (92.1) 2.67 

Phone call from kindergarten teacher  43 (79.6) 141 (79.2) 0.00 

Home visit from kindergarten teacher  34 (63) 101 (56.7) 0.42 

Attend a kindergarten orientation session  50 (92.6) 154 (86.5) 0.92 

Receive written communication regarding transition from preschool  38 (70.4) 147 (82.6) 3.10 

Receive written communication regarding transition from kindergarten 45 (83.3) 152 (85.4) 0.02 

Attend kindergarten registration 46 (85.2) 165 (92.7) 0.37 

Attend a kindergarten open house 52 (96.3) 166 (93.3) 0.24 

 

Participants’ opinions regarding the open-ended question, ‘What are/were the primary issues 

for your child as he/she transitioned to kindergarten?’ were examined. The families’ answers to this 

question were grouped under six themes: adaptation, behavioural problems, self-expression, 
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distraction, being active and self-care. It was determined that the emphasis on school, friend and 

teacher harmony came to the fore in the responses of the participants regarding the theme of 

adaptation. For example, statements such as, P10, ‘Will he/she get used to the school, will he/she like 

the teacher? I’m worried’ and ‘Frankly, the process of him/her getting used to his/her school and 

his/her friends makes me think, whether he/she will adapt or what kind of a process is waiting for us. 

He/She cannot easily get used to his/her friends, and mothers sometimes come to me with complaints’. 

P91 supports this situation. Under the theme of behavioural problems, parents mentioned some of their 

children’s behavioural issues. Participant P161 stated, ‘“He/she is a little aggressive child, and he/she 

reacts immediately. I think he/she will have problems in his/her new school because of this situation’ 

as their opinion. P115 and P193, on the other hand, stated that their children had problems with 

obeying the rules and P115 stated ‘We have difficulties in obeying the rules, therefore there is a 

problem. Now, the same process can start again in the new class, he/she does not accept rules easily’. 

Within the scope of the self-expression theme, families stated that their children cannot express 

themselves. In this theme, a difference was found between the views of families with and without 

CSN. Parents of CTD said their children cannot express themselves due to their temperament. The 

statement, ‘He/she is a very introverted, timid child, it is difficult for him/her to adjust. In this process, 

he/she cannot explain or express himself/herself’ of P108 is an example of this situation. Families with 

CSN associated the inability to express themselves with the child’s disability. P51 said, ‘He/she has 

problems with speech and perception. Therefore, he/she cannot express himself/herself to his/her 

friends and teachers in the classroom; in turn, he makes himself/herself more passive’, and P39 said, 

‘Due to his/her asthma disease, he/she did not stay in stuffy, dusty, crowded environments, so he/she 

remains very shy in groups of friends; he/she may have trouble expressing himself/herself in the 

classroom environment’. 

Another theme derived from the participants’ views was distraction. Families explained that 

there may be problems related to distraction, whether the children are diagnosed or not. P12’s ‘While 

doing homework and activities we have difficulties. He/she gets bored very quickly, and is indifferent’, 

and P173’s ‘He/she cannot pay attention to anything for a long time, him/her being distracted worries 

me. His/her interest passes very quickly. He/she avoids taking responsibility’ views are examples of 

this situation. Under the theme of being active, as seen in P198’s statement, ‘I have some hesitations 

about him/her adapting to other friends because he/she is so active’, families explained that their 

children may have problems due to being active. Under the self-care theme, problems with nutrition 

and toilet requirements were identified. Some families stated that they had problems with nutrition, 

and P171 stated ‘He/she has food allergies, we may have problems with nutrition at school’, 

explaining that the child may have nutritional problems due to allergies. Some families stated that their 

children could not meet their toilet needs in different environments outside the home. P145’s 

statement, ‘He/she has a toilet problem. When we go somewhere, he/she does not go to the toilet and 

he/she constantly cries’ is an example of this situation. 

DISCUSSION 

This study examined the experiences and involvement of families of children with and without 

disabilities in the transition to kindergarten. In line with this purpose, firstly, the study addressed the 

concerns of families in the transition to kindergarten. The study found that both family groups are 

most concerned with are similar. The situation that both families with CSN and families with CTD are 

most worried about was the item ‘getting used to a new school’. McIntyre et al. (2007) also found this 

as the most worried about item in their study. At the same time, it overlaps with the adaptation theme 

findings obtained from the open-ended question in the research. McIntyre, Blacher, and Baker (2006) 

stated that CSN experience more adaptation problems in the transition to kindergarten than children 

with typical development. Bakkaloğlu (2013) examined the lives of families of CSN who switched 

from early intervention to preschool education in a qualitative study. In the study, families stated that 

they faced the problem of their children being unable to adapt to the new environment or group and 

being rejected by their peers. The research findings reveal the importance of what awaits the child and 

family in the new school, the importance of preliminary information about the new educational 

environment and the necessary skills for the child in this environment. The absence of transition 
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planning practices for the new educational environment makes it inevitable to experience problems in 

adaptation. Therefore, it is thought that supporting families and children with transition practices for 

the next educational environment will reduce their concerns about adaptation to school in general. 

In the study, the items ‘Child being ready for kindergarten’, ‘getting along with teacher’ and 

‘getting along with other children’ were among the three other common items that families worry 

about the most. It was found that families with CSN have concerns about academic skills and 

following instructions, whereas families with CTD indicate the separation from the family. The 

literature supports the research results (McIntyre et al., 2007; McIntyre et al. 2010; Rimm-Kaufman, 

Pianta & Cox, 2000; Welchons & McIntyre, 2015). McIntyre et al. (2010) identified following the 

instructions and academic skills as areas of concern for families with CSN. Academic skills support 

the success of the student by facilitating adaptation to the classroom (Dockett & Perry, 2007; Harper, 

2005), but for CSN, social skills as well as academic skills (Chadwick & Kemp, 2002; Johnson et al. 

al., 2000; Harper, 2005; Kemp & Carter, 2005) and having communication competence (Johnson et 

al., 2000; Kemp & Carter, 2005) are significant in-class and life skills in the transition process. The 

families’ answers to the open-ended question support this situation. Therefore, these concerns of 

families are significant. Similar to the findings of the research, Welchons and McIntyre (2015) stated 

that families with CSN have more anxiety in all items other than separation from the family than 

families with CTD.  

Another finding obtained from the research is that both family groups have the opinion that 

they require certain needs in the transition process and that these needs will help them in transitioning. 

Whether they have a child with disabilities or not, the types of knowledge preferred by both family 

groups are similar. When the opinions of the families were examined, the item ‘what caregiver can do 

to prepare for transition’ was determined as the most requested information type by families with 

children with special disabilities. This item is also the second most requested information type for the 

other family group. The communication, relationship and mutual information support of families with 

specialists and other families are defined as indicators of the adaptation of the child and the family to 

the new environment (Malone & Gallagher, 2009; Rous et al., 2007). It is emphasised that the family 

should be guided and supported through the consideration of the needs of the family in the transition 

process, including family training and ensuring family involvement in the educational setting support 

the preparation of the family for the transition (Rosenkoetter, Hains, & Fowler, 1994; Stoner et al., 

2007). Chadwick and Kemp (2002) stated that families with CSN are anxious, stressed, angry and 

disappointed due to the lack of knowledge, the suitability of the placement, lack of sufficient support 

and loneliness during the transition process, and the support and participation offered to the family are 

very important for the family to support the child. In the study, information about the child's new 

teacher is the item most preferred by families with CTD. This type of information is also seen as 

significant for families of CSN. In their study, McIntyre et al. (2007) found information on the child’s 

new teacher as the second most preferred type of information by families. The concerns and needs 

expressed by the families reveal that they need to be prepared and informed for the transition process. 

Practices carried out within the scope of the adaptation program in Turkey are not included in the 

scope of transition planning and transition activities. These adaptation programs carried out a few days 

prior to the starts of schools and it is mostly for children. Also these programs are planned as 

children’s familiarization to school, to teachers and children and children’s socialization with them. 

There are no practices covering a certain transition period for the families to know their roles and 

responsibilities, learn how to support their children, and obtain information about the teachers in this 

new environment. Therefore, these views of families are considered as a necessary requirement. 

Planned transition practices that will be held at regular intervals during the transition to kindergarten 

or primary school will meet these needs of families. 

In the study, the views of both family groups on family involvement types were generally 

similar. It was determined that the majority of families want family involvement practices in the 

transition period. However, in the study, the item ‘visit kindergarten class/elementary school’ was 

determined as the most requested family involvement type by families with CTD and ‘attend a 

kindergarten open house’ by families with CSN for the transition to kindergarten. This finding is 
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thought to be related to the need for families with CSN to get to know the school more closely, to meet 

families and to share information through such activities. The finding regarding the type of family 

involvement that families prefer the most in this study differs from other studies (McIntyre et al., 

2007; McIntyre et al. 2010; Quintero & McIntyre, 2011; Welchons & McIntyre, 2015). Turkey not yet 

having a systematic transition policy and application can explain this situation. Families are not 

involved in a team, planning and activities in the transition process. Therefore, they do not have the 

experience of being a member of the transition team or taking part in transition meetings. Pianta et al. 

(1999) stated that child- and family-oriented transition practices such as school visits and meetings 

may be more beneficial than other written methods (e.g. fliers, letter). 

CONCLUSION AND IMPLICATIONS 

This study, which examined family experiences and involvement in the transition to 

kindergarten, concluded that, the areas that all families worry about are similar. Both family groups 

find information and family involvement useful in the transition process. It has been determined that 

families with CSN, especially the person responsible for the child’s care, need more information about 

what to do in the transition. Families specifically preferred the family involvement types of meetings 

and visits. The findings obtained from the study show that all families, whether they have a child with 

disabilities or not, want practices related to the transition. It is thought that the practices and 

participation types preferred by families will have a significant impact on future transition plans. In 

addition, it is thought that with these legal and planned transition policies and practices, the concerns 

of families can be eliminated. 

The families involved in this study represent a certain region. Different regions in the country 

can be determined, and research can be applied to a wider family group. Another limitation of the 

study is that only parents’ views were taken. With quantitative and qualitative research involving 

teachers and school administrators, together with families, the information in the field can be enriched. 

Individualised transition programmes can be prepared by considering the experiences of families, the 

transition practices they mentioned and family involvement types, and the effectiveness of these 

programmes can be investigated through experimental studies. 
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Abstract 

STEM education is an educational approach whose popularity has increased in recent years. Although 

numerous efforts have been made to make STEM education more effective, educators face great 

difficulties in finding appropriate teaching methods and strategies. Within this framework, the aim of 

this research is to examine the results of studies that investigate the effect of STEM education 

integrated into teaching-learning approaches (SEITLA) on learning outcomes and to evaluate the 

results obtained from these studies. For this purpose, the meta-analysis method was used in this study. 

In line with the aim of the study, 33 experimental studies made between the years 2015-2021 were 

included in the meta-analysis, and the effect sizes of these studies were calculated. It was found that 

the effect of these activities on individuals’ learning outcomes had an effect size ranging between 0.13 

and 2.09. As a result of the meta-analysis, it was determined that among the studies examined in the 

research, the effect of STEM education carried out with a mastery learning approach on students’ 

learning outcomes was considerably large. Another interesting result determined in the study was that 

the effect of a technology-supported STEM approach on learning outcomes was very small. In 

conclusion, STEM education integrated into teaching-learning approaches such as mastery learning, 

evidence-based education, and blended learning can be more effective on students’ learning outcomes. 

At the end of the study, discussions related to the findings are also included. 
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INTRODUCTION 

More effective STEM? Why shouldn’t there be? 

STEM (formed from the words Science, Technology, Engineering and Mathematics) 

education is an educational approach whose popularity has increased in recent years. STEM education 

is student-centred, encourages the designing of products, and guides the development of research and 

inquiry skills (Büyükdede, 2018). While Moore (2009) specified the aim of STEM education as the 

training of individuals who are equipped to meet the workforce needs of the 21st century, Bybee 

(2010) expressed it as developing in-depth understanding related to STEM areas and achieving 

development towards technology. STEM can be taught in four different ways, as independent subjects, 

by emphasising one or two subjects, by integrating one STEM discipline into the other three, or by 

mingling the four disciplines with each other (Dugger, 2010). Moreover, it is not always necessary to 

involve all four disciplines at the same time (Stohlmann, Moore & Roehrig, 2012).  

STEM education is discussed under two headings, namely Traditional STEM Education and 

Integrated STEM Education (Guzey, Harwell & Moore, 2014; Sanders, 2009; Thomas & Williams, 

2009). While Traditional STEM Education is an approach which recommends that the STEM 

disciplines should be dealt with separately and gives prominence mostly to science and mathematics 

(Bybee, 2010; Hoachlander & Yanofsky, 2011; Sanders, 2009), Integrated STEM Education places 

emphasis on teaching science, mathematics, technology and engineering practices by integrating them 

with each other (Burrows, Lockwood, Borowczak, Janak & Barber, 2018). In the literature related to 

STEM education, some researchers lay stress on the combination of two or more disciplines (Kelley & 

Knowles, 2016; Nadelson & Seifert, 2017), while others stress that learning should be carried out by 

combining all four disciplines (Burrows, Lockwood, Borowczak, Janak & Barber, 2018). Since 

instruction by means of integrated programmes, in which all the science, technology, engineering and 

mathematics disciplines of STEM education are emphasised, is not possible due to the structure of 

schools and curricula, this education is carried out by including technology and engineering in the 

subjects of science and mathematics that are included in these curricula (Bybee, 2010). According to 

Çorlu, Capraro and Capraro (2014), STEM is defined as integrating special knowledge and skills 

belonging to one discipline, which is taken as the basis, with at least one other STEM discipline, in 

line with students’ interests. STEM education, which aims to foster knowledge, skills, literacy and 

examination of problems from an interdisciplinary perspective in individuals, and to enable students to 

prepare for 21st century developments and to acquire 21st century skills, provides students at all levels 

with opportunities to master the disciplines of science, technology, engineering and mathematics 

Meyrick, 2011), enables students to better prepare for STEM careers (Brown, Brown, Reardon & 

Merrill, 2011), and leads to an increase in students’ academic achievement (Bybee, 2010; Çevik & 

Abdioğlu, 2018; Guzey, Moore, Harwell & Moreno, 2016). The fact that STEM education gives 

students one of the best opportunities to experience learning in a real-world situation can be given as a 

reason for this (Wang, 2012). 

Integration of STEM into teaching-learning approaches (SEITLA) 

To ensure that the learning outcomes in STEM education are at the desired level, a great deal 

of responsibility falls upon the educators who have the role of STEM implementers. It is not sufficient 

for the educators who are to conduct STEM education to possess only subject matter knowledge 

(Çorlu, Capraro & Capraro, 2014). Besides subject matter knowledge, teachers need to possess 

teaching knowledge and skills. Despite a number of efforts to make STEM education more effective, 

educators are faced with great difficulties in finding appropriate teaching methods and strategies. 

There is not only a lack of knowledge in many educators; at the same time, they are not aware of 

effective teaching strategies, either. Yet educators can integrate STEM education into different 

teaching-learning approaches. The teaching-learning approaches that are frequently used in STEM 

studies emerge as the project-based approach (Craig, & Marshall, 2019; Çevik, 2018), the design-

based approach (Dedetürk, Saylan Kırmızıgül & Kaya, 2019; Savran Gencer, Doğan & Bilen, 2020), 

the 5E instructional model (Büyükdede & Tanel, 2019), computer-based learning (Dasgupta, Magana 
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& Vieira, 2019), and problem-based learning (Duran & Şendağ, 2012; Ergün & Balçın, 2019). Besides 

these, flipped learning (Eichler & Peeples, 2015), blended learning, technology-enhanced learning 

(Chien, 2016), the 7E instructional model (Güven, Selvi & Benzer, 2018), Toulmin’s argument model 

(Bahşi, Açıkgül & Fırat, 2020; Gülen & Yaman, 2019), web-based learning (Ayaz, Gülen & Gök, 

2020), mastery learning (Groen et al., 2015; Chang & Chen, 2020), hands-on learning (Cloutier, 

Dwyer & Sherrod, 2016), evidence-based learning (Levin & Tsybulsky, 2017; Miller et al., 2017; 

Milner-Bolotin, 2017; Milner-Bolotin, 2018; Stains et al., 2018), and game-based learning (Vu & 

Feinstein, 2017) are also teaching-learning approaches used in STEM education. A review of the 

literature reveals that there are many studies reporting that SEITLA practices are effective on students’ 

learning outcomes (Bender, 2016; Çevik, 2020; Han, Capraro & Capraro, 2014; Roberts, 2013; Smith, 

Douglas, & Cox, 2009, Sutaphan & Yuengyong, 2018; Williams, 2019). On the other hand, there are 

also studies in the field which have reached the exact opposite conclusion (Geiger et al., 2008; 

Hansen, 2014; Judson, 2014; Wiswall, Stiefel, Schwartz & Boccardo, 2014). In this context, this study 

is important in terms of revealing that while the use of STEM education with some teaching-learning 

approaches encourages learning in individuals, there may be no effect of using STEM education 

together with other approaches. 

Goals of the current meta-analysis 

Although there are meta-analysis studies related to STEM education, there is no meta-analysis 

study related to the general effect of SEITLA on learning outcomes. It is hoped that the holistic 

evaluation of the results of studies related to the effect of SEITLA on learning outcomes in this study 

will contribute to the literature. The sub-problems determined in line with this aim are as follows: 

• What are the effect sizes of experimental studies investigating the effect of SEITLA on 

learning outcomes?  

• What are the effect sizes of experimental studies investigating the effect of SEITLA on 

learning outcomes according to the teaching-learning approach that is used? 

METHODS 

Data sources and search strategy 

In the study, the reference-searching procedure suggested by Cooper (2010) for collecting 

references related to the IASE was observed. In this research, in order to access comprehensive and 

adequate literature of the IASE, published journal articles and unpublished conference papers for the 

period 2015-2021 were screened. This period was selected because it is seen in the literature that since 

2015, teaching-learning approaches and STEM have started to be used together, and that research on 

this subject has been increasing rapidly during the last 6 years. To access the related literature, 

electronic searches, manual searches and a manual reference list check were carried out. Due to the 

authors’ limited linguistic competence, only material written in English was chosen. The databases 

used for electronic searches were the Web of Science (WoS), Education Resources Information Center 

(ERIC/EBSCO), SCOPUS (A&I), Elsevier, Google Scholar, ULAKBIM (Turkish Journal Database), 

Wiley Online Library Full Collection, Taylor & Francis Online, Science Direct and Springer Link 

databases. Previous meta-analysis studies related to STEM were also examined (e.g., Batdi, Talan & 

Semerci, 2019; Becker & Park, 2011; Khoiri, 2019; Li, Wang, Xiaoand & Froyd, 2020; Mustafa, 

Ismail, Tasir, Said & Haruzuan, 2016). Based on the basic concepts and keywords of STEM, the two 

keyword groups given below, and combinations of these, were used to carry out the searches: (1) 

STEM, STEM approach, STEM education, integrated STEM, integrative, implementation; (2) 

Teaching and learning approaches in STEM, effect learning in STEM, effect teaching in STEM, 

academic achievement, learning outcome, subject. The two keyword groups were integrated with 

Boolean operators (Cooper, 2010) especially by using the “or” operator within sets and the “and” 

operator between sets.  

https://www.frontiersin.org/articles/10.3389/feduc.2018.00092/full#B39
https://www.frontiersin.org/articles/10.3389/feduc.2018.00092/full#B47
https://www.frontiersin.org/articles/10.3389/feduc.2018.00092/full#B72
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After all the relevant literature had been collected, in order to try to find studies that had been 

missed but were relevant, a further type of research was made by using the reference lists found in the 

literature. In the second type of research, which was made by the two researchers, great care was taken 

not to miss any publication.  

Search results 

The initial screening stage 

In the literature screening, 68 journal articles related to the IASE (ULAKBİM=2 ERIC-

EBSCO=20, Elsevier=1, Google Scholar=24, SCOPUS=5, Web of Science=15, and Wiley=1) 

published between the years 2015-2021 were identified. The two authors read the abstracts of each 

article, and then decided whether the article was related to the effect of SEITLA on students’ learning 

outcomes or not; as a result, in this first screening process, 24 articles were selected. 

Screening for experimental and quasi-experimental studies in the context of learning 

outcomes 

At the second stage, studies included in the first stage were further screened according to the 

research method used. Only experimental studies using designs involving pretest-posttest equivalent 

groups, posttest-only equivalent groups, randomly paired subjects and posttest-only control groups, 

and pretest-posttest non-equivalent groups and counterbalanced designs (Ary, Jacobs & Razavieh, 

2002) were included. Conceptual analysis of research investigations, case studies and qualitative 

research, questionnaire research and pre-experimental studies were excluded at this stage. Following 

this second-stage screening, 17 further articles were identified, and both authors concurred that 9 of 

these were suitable for the meta-analysis. 

Screening for inclusion in/exclusion from the meta-analysis 

Within the scope of the research, to determine whether a study was to be included in the meta-

analysis, the following three criteria were used: 

1. SEITLA practices formed the main variable of the study. In experimental groups, the effects 

of SEITLA on learning outcomes in individuals were compared with control groups using traditional 

learning (paper-based or with desktop computers). Experimental studies with control groups purely 

using a STEM approach other than SEITLA were excluded. 

2. In the studies, it was seen that means, standard deviations, t or F values, variance and 

number of people in each group were sufficient to calculate effect sizes. Studies in which sample sizes 

of each group were not provided according to Lipsey and Wilson (2001), in which there were no 

inferential statistical results, or in which there were insufficient inferential statistical results to 

calculate effect size were excluded.     

3. The experimental results are presented according to the learning performance category; this 

category is learning achievement measured with standardised tests or tests created by the researchers. 

Selection and coding of variables 

Three main elements were also taken into account in the coding. The research name, the 

practices in the research (SEITLA) and the research results are the dependent variables. 

Research name 

This section states the name of the first author and the publication year and article title. 
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Treatments 

The treatment of the examined articles was in the direction of the teaching-learning 

approaches and experimental study used in the articles in the “context” component. 

For this study, the researchers coded 33 articles according to this framework. Missing values 

were coded as 0, the coding process was based on the procedure suggested by Cooper (2010), and the 

two researchers (coders) reached a consensus on the definitions of the entries and the variables related 

to these by first choosing and discussing two example articles. Secondly, the coders coded 5 articles 

independently, discussed the differences in the coding results and negotiated for a consensus. Finally, 

in line with the common concept achieved, the coders coded all the remaining articles, discussed the 

differences in the codes, and negotiated until a consensus had been reached on all codes. For the 

coding, Comprehensive Meta-Analysis (CMA) (Borenstein, Hedges, Higgins & Rothstein, 2005) 

software was used. 

Data analysis 

Calculating effect sizes 

The following steps of meta-analysis suggested by Borenstein, Hedges, Higgins and Rothstein 

(2009) were used: (a) determine the effect sizes of each article, (b) calculate the weighted mean effect 

sizes between the articles, (c) calculate the confidence interval for the mean effect size, and (d) 

determine whether or not the effect size of any specific group is affected with a moderating variable 

based on heterogeneity analysis (using the test statistic QB). Two formulae were used to calculate the 

effect sizes of the study results. For random assignment experimental studies and experimental studies 

without pretests, Cohen’s d was used to determine effect sizes (Lipsey & Wilson, 2001, p. 48). For 

experimental or quasi-experimental studies with pretests, it is recommended that the pretest rather than 

the posttest is taken into consideration in order to reduce potential selection bias (Furtak, Seidel, 

Iverson & Briggs, 2012). Therefore, the formula used by Furtak et al. (2012, p. 311) was used to 

obtain the effect sizes for studies with pre- and posttests. Both types of effect size were adjusted using 

sample weights to calculate Hedge’s g (Lipsey & Wilson, 2001, p. 49). 

Statistical Model Selection  

In meta-analysis, if the samples are the same size, a fixed effects model is selected, whereas if 

the samples are different sizes, a random effects model is chosen. For the selection of the statistical 

model, the decision is made according to the p and Q values obtained as a result of the heterogeneity 

test. The size of the p value is examined according to 0.05, or the size of the Q value is examined 

according to the df value in the chi-square table. If p>0.05 or Q<df, then it can be said that the studies 

that form the meta-analysis do not have a similar structure and are heterogeneous. In this case, it is 

concluded that the selection of the statistical model in the analysis should be based on a random 

effects model. In line with the information obtained, according to the analyses made in this study, it 

was considered appropriate to base the selection of statistical model on a random effects model.  

 Reliability and Validity of the Study 

In order to reveal that the conducted meta-analysis study was reliable and valid, and to 

determine the publication bias, Rosenthal’s fail-safe N method and Orwin’s fail-safe N method were 

used. The data obtained from Rosenthal’s fail-safe number, which is a test performed to determine 

study bias, are presented in Table 1. 
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Table 1. Rosenthal’s fail-safe number data 

Z value for examined studies  23.86 

p value for examined studies 0.000* 

Alpha  0.050 

Direction  2 

Z value for alpha  1.95996 

Number of studies examined  33 

Fail-safe number (FSN)  4858 

  

*p<.05 

As shown in Table 1, for Rosenthal’s fail-safe number data, the Z value for the examined 

studies is 23.86, the p value for the examined studies is 0.000*, the alpha is 0.050, the direction is 2, 

the Z value for the alpha is 1.95996, the number of studies examined is 33, and the fail-safe number is 

4858. For *p<0.05, in other words, for the significance of the meta-analysis result to disappear, 4858 

studies having an effect size value of 0 need to be made. In other words, for the findings of this meta-

analysis consisting of the data of 33 studies to be invalid, there need to be at least 4858 studies in the 

literature with opposite values to the findings in hand. Similarly, Orwin’s method was also used to 

determine publication bias in the study, and similar findings were made to Rosenthal’s fail-safe 

analysis. These findings are given in Table 2. 

Table 2. Orwin’s fail-safe number analysis 

Hedge’s g in examined studies  0.596 

Criterion for a “trivial” Hedge’s g  0.000 

Mean Hedge’s g for missing studies  0.000 

Number of missing studies required to take Hedge’s g value below 0.1   118 

 

According to Orwin’s method, the mean effect size obtained as a result of this meta-analysis 

was found to be 0.596, while the number of studies required to be included in the meta-analysis was 

found to be 118. For the 0.596 mean effect size found in the meta-analysis to decrease to a value of 

0.000, and for the general effect size values to be evaluated as trivial, 118 studies with an effect size 

value of zero need to be made. However, the 33 studies included in the meta-analysis constitute the 

total of the studies which were able to meet the inclusion criteria from all the studies (qualitative, 

quantitative, theoretical, etc.) conducted in Turkey related to this research question. In this case, it can 

be stated that there is no publication bias resulting from the meta-analysis. To sum up, when the fail-

safe numbers obtained with both methods are examined, it can be said that this meta-analysis study is 

reliable. 

Evaluating publication bias 

Rosenthal’s (1979) fail-safe N (that is, the classic fail-safe N) was used to estimate how many 

trivial effect sizes (unpublished data) would be required to reduce the general effect size to a trivial 

level. The comparison criterion was 5n + 10 (here, n is the number of studies included in the meta-

analysis). If the fail-safe N is greater than 5n + 10, it is not possible for the estimated effect size of the 

unpublished studies to affect the effect size of the meta-analysis. Moreover, to estimate the number of 

missing null studies required to bring the size of effect of the theme to a trivial level, Orwin’s fail-safe 

N (1983) was also adopted.  
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RESULTS AND DISCUSSION 

Descriptive information 

Table 3. Categories of 33 articles published between 2015-2021 

Learning and teaching 

approach/model 

Number of studies Number of effect sizes Percentage of studies (%) 

Project-based Learning 11 1931 33.33 

Design-based Learning 4 432 12.12 

5E Instructional Model 3 119 9.09 

Computer-based Learning 3 342 9.09 

Problem-based Learning 2 79 6.06 

Flipped Learning 1 37 3.03 

Blended Learning 1 129 3.03 

Technology-enhanced Learning 1 30 3.03 

7E Instructional Model 1 30 3.03 

Toulmin’s Argument Model 1 40 3.03 

Web-based Learning 1 169 3.03 

Mastery Learning 1 58 3.03 

Hands-on Learning  1 50 3.03 

Evidence-based Learning 1 44 3.03 

Game-based Learning 1 332 3.03 

Total 33 3822 100 

 

Table 3 shows the distribution of the approaches/models included in SEITLA and the 

percentages equivalent to these. There are 3822 participants in a total of 33 articles. Among the 

teaching-learning approaches, the most studies in which the STEM approach was included were 

conducted with a project-based learning approach (33.3%), followed by studies conducted with a 

design-based learning approach (12.12%). Next come the 5E instructional model (9.09%), computer-

based learning (9.09%), and problem-based learning (6.06%), respectively.   

 

Fig. 1. Histogram of the effect sizes for the 33 articles included in this meta-analysis. 
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Table 4. Effect Sizes and Heterogeneity Test 

Model n Mean 

Effect 

Size 

Z Standard 

Error 

95% Confidence 

Interval 

sd Q p I2 Variance 

Lower 

Limit 

Upper 

Limit 

Fixed 

Effects 

Model 

33 0.60 21.24 0.02 0.54 0.65  

 

32 

 

 

424.61 

 

 

.000 

 

 

92.46 

 

 

0.02 

       

Random 

Effects 

Model 

33 0.88 8.05 0.11 0.66 1.09 

 

Tests for heterogeneity: 

Q statistic: since the threshold value according to the chi-square table with a degree of 

freedom of 32 is 46.194 and the value calculated by CMA is 424.61, then we can say there is 

heterogeneity, since 424.61>46.194. Moreover, the fact that the I2 value (92.46) is over 75 reveals that 

there is a high level of heterogeneity.  

Since the mean effect size is 0.88, it is seen that this value shows a large effect according to 

Cohen.  

Table 5. Analysis of sub-groups in Random Effects Model 

Variable N Effect 

Size (g) 

S.E. V 95% Confidence 

Interval 

Q Z p 

 

 

     Lower 

Limit 

Upper 

Limit 

   

 

 

 

 

 

 

 

Teaching-

Learning 

Approaches 

5 E Instruction  3 0.73 0.14 0.02 0.45 1.01 2.10 5.13 .00** 

7 E Instruction 1 0.22 0.36 0.13 -0.49 0.93 0.00 0.60 .49 

Argumentation-

based Learning 

1 0.72 0.32 0.10 0.08 1.36 0.00 2.20 .02* 

Blended 

Learning 

1 1.48 0.19 0.04 1.09 1.87 0.00 7.47 .00** 

Computer-

based Learning 

3 1.46 0.11 0.01 1.24 1.68 13.07 12.81 .00** 

Design-based 

Learning 

4 1.27 0.10 0.01 1.07 1.47 108.6

4 

12.46 .00** 

Evidence-based 

Learning 

1 1.94 0.45 0.20 1.06 2.83 0.00 4.31 .00** 

Flipped 

Learning 

1 0.15 0.34 0.11 -0.51 0.83 0.00 0.45 .64 

Game-based 

Learning 

1 0.88 0.11 0.01 0.65 1.11 0.00 7.68 .00** 

Hands-on 

Learning 

1 0.30 0.14 0.02 0.01 0.58 0.00 2.08 .03* 

Mastery 

Learning 

1 2.09 0.36 0.13 1.39 2.80 0.00 5.82 .00** 

Problem-based 

Learning 

2 0.27 0.17 0.03 -0.06 0.62 1.21 1.58 .11 

Project-based 

Learning 

11 0.44 0.04 0.00 0.36 0.52 94.01 11.00 .00** 

Technology-

enhanced 

learning 

1 0.13 0.18 0.03 -0.22 0.49 0.00 0.74 .45 

Web-based 

Learning 

1 0.24 0.07 0.00 0.08 0.39 0.00 3.09 .00** 

*p < 0.05; **p < 0.01 
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The effect sizes on learning achievement in students was examined in different studies in 

which SEITLA was used. According to Table 5, it was determined that the study in which STEM was 

used together with a mastery learning approach had the largest effect size on learning achievement (g 

¼ 2.09, p <0.01), followed by evidence-based learning (g ¼ 1.94, p <0.01), blended learning (g ¼ 

1.48, p <0.01), and computer-based learning (g ¼ 1.46, p <0.01), respectively. The effect size on 

learning achievement of studies in which STEM education was carried out with 7E instruction, flipped 

learning, problem-based learning and technology-enhanced learning was not significant. 

CONCLUSION 

Despite numerous efforts to make STEM education more effective, educators face great 

difficulties in finding suitable teaching strategies. Many educators not only lack knowledge, but they 

are also unaware of effective teaching strategies. In the light of this, the meta-analysis study that we 

have carried out is concerned with studies in which SEITLA and its effects on individuals’ learning 

outcomes were tested. In this context, it provides concrete evidence as a study that will guide future 

research on SEITLA. Accordingly, in 33 experimental studies made between the years 2015-2021, 

these activities had effect sizes ranging between 0.13 and 2.09 on individuals’ learning outcomes. The 

fact that the mean effect size of the study is 0.88 is evidence that this value shows a large effect 

according to Cohen. When the literature is reviewed, it is seen that there are numerous studies 

reporting that studies in which SEITLA is used are very effective on students’ learning outcomes 

(Bender, 2016; Çevik, 2020; Han, Capraro & Capraro, 2014; Roberts, 2013; Smith, Douglas, & Cox, 

2009, Sutaphan & Yuengyong, 2018; Williams, 2019). This study is important in terms of revealing 

that while the use of STEM education with some teaching-learning approaches encourages learning in 

individuals, the use of STEM education with other approaches may not be effective. 

Among the studies examined in the research, it was determined that STEM education 

conducted with a mastery approach had a very large effect on students’ learning outcomes (g=2.09). 

The fact that in the studies by Groen et al. (2015), Yıldırım (2017), and Chang and Chen (2020), in 

which STEM education was used together with mastery learning, it was emphasised that individuals’ 

learning was greater and more effective, corresponds with the findings of this study. It was determined 

that in the 33 experimental articles that were identified, approaches such as project-based learning, 

design-based learning, the 5E instructional model, and problem-based learning were mostly used with 

the STEM approach. This finding corresponds with a number of studies in the literature (Çevik, 2020; 

Mustafa, Ismail, Tasir, Said & Haruzuan, 2016; National Academy of Sciences, 2014; Williams, 

2019). The mastery learning theory is grounded on the belief that all children can learn when suitable 

conditions for learning are provided. Teaching strategies related to mastery learning are designed to 

put this belief into practice in modern classrooms (Guskey & Gates, 1986). Current implementations 

of mastery learning are generally based on Bloom’s (1968) mastery learning model. We can say that 

certain fine points affecting students’ achievement in STEM correspond exactly to the three main 

variables of this model, namely a) the degree to which the required prerequisite learning/acquisition 

has been realised for the targeted skills=student characteristics; b) the degree of devotion to and 

participation in instruction=instruction; c) the degree of compatibility with the instructional need in 

practice=learning products (Bloom, 1995). STEM is student-centred, encourages the designing of 

products, and guides the development of research and inquiry skills (Büyükdede 2018). It would be 

appropriate to mention three stages while implementing STEM education in the mastery model. In the 

first stage, deficiencies in preliminary learning are determined prior to concept instruction related to 

the first discipline at hand. Then, the deficient knowledge is remedied. After this, the new concept is 

taught. After the topic has been taught, an assessment test is implemented. Following the assessment 

test, once the student’s success is at the desired level, at the second stage, teaching of the next 

discipline is begun. A similar procedure is followed in the second discipline. At the third stage, a 

problem situation from daily life is given, a product is produced by carrying out engineering design 

processes, and the lesson is ended (Yıldırım, 2020). In this context, it can be said that STEM education 

integrated into an instruction process carried out in a mastery learning model will have a large impact 

on students’ achievement. Another effective teaching-learning approach into which STEM education 

is integrated is the evidence-based learning approach. In the literature, the appeal of the evidence-
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based learning approach was welcomed by a number of STEM educators (Levin & Tsybulsky, 

2017; Miller et al., 2017; Milner-Bolotin, 2017; Milner-Bolotin, 2018; Stains et al., 2018 ). The 

importance of the use of the evidence-based learning approach in enabling students to learn from past 

experiences and influence the future is stressed especially in training STEM teachers or preservice 

teachers. 

Another interesting finding revealed in the study was that a technology-supported STEM 

approach had a very small effect on learning outcomes (g= 0.13). It is expected that technology 

learning activities used in a STEM approach that has engineering design at its centre will be beneficial 

for implementing STEM education. Yet in studies related to technology-supported engineering design 

-such as STEM- the cognitive structures of expert practitioners in engineering design (Atman et. al., 

2007) and the characterisation of the engineering design process (Hannah, Joshi & Summers, 2012) 

are important. If educators are to implement a technology-supported STEM education, their own 

cognitive structures related to engineering design are also of great importance (Lin, Wu Hsu et al., 

2020). Mayo (2009) reported that in technology-supported STEM activities such as video games, the 

quality of the games affected the quality of instruction. Yet D’Angelo et al. (2013) argued that 

although technology-supported STEM education generally had positive effects, there was still much to 

be learnt about the educational benefits of computer simulations in STEM areas. To make STEM 

education more productive, the use of education technologies such as online interactive learning 

environments, digital games, augmented reality (AR) and robots must be one of the important issues 

for researchers in the field of STEM education and education technology. Yet the fact that some 

teaching-learning approaches are inadequate in fostering the use of engineering design skills that lie at 

the heart of STEM may also cause them to lack a significant effect on learning outcomes. For 

example, it can be said that STEM education integrated into design-based learning, which was 

accessed within the scope of the study, has a high effect value because it is a type of project-based 

learning that deals with significant real-world problems and facilitates content learning by giving 

students an opportunity (Becker & Park, 2011; English & King, 2015).  

Using a STEM activity together with an effective teaching-learning approach in class or out of 

class can have an impact on students’ learning outcomes. A STEM activity integrated especially with 

teaching-learning approaches like mastery learning, evidence-based learning and blended learning can 

be more effective. Moreover, STEM education with project-based, problem-based or 5E learning 

approaches can be effective on learning outcomes. In STEM activities in which the intensive use of 

technology is planned, teacher competencies and readiness of infrastructure are of great importance. It 

can be recommended that STEM education, in which learning by doing and experiencing is taken as 

the basis, should be used together with teaching-learning approaches in which students can use all 

their senses and are more at the centre, and in which the teacher can serve strictly as a guide and direct 

the students. Again, while selecting the teaching-learning approaches into which STEM education is to 

be integrated, selection by also giving consideration to the curriculum, the students’ readiness levels, 

the school administration and parents’ situations will change the productivity of education in a positive 

direction. 

Limitations 

The study has certain limitations. The research findings are limited to 33 studies that meet the 

inclusion criterion. Another limitation of the research is the fact that the data for the integrated STEM 

education and learning outcomes in the examined studies were collected with self-reported 

measurement tools. The studies included in the research are built on an experimental model, and 

include STEM education integrated into a teaching-learning approach. In the studies included in the 

research, a standard for the study groups was not sought. 
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Abstract 

This study examines the relationships between resilience level and perceived parental relationship, 

cognitive emotion regulation, and personality traits in emerging adulthood. The sample of the research 

consists of undergraduate students whose age range is 18-25. The study was conducted with 609 

people, 317 (52%) female and 292 (48%) male students. Resilience Scale (RS), The Barrett-Lennard 

Relationship Inventory (BLRI), Cognitive Emotion Regulation Questionnaire (CERQ), Big Five 

Inventory (BFI) and Demographic Information Form were applied to the participants. One-way 

ANOVA analysis, Pearson's Correlation Coefficient Analysis and Hierarchical Linear Regression 

analysis were used to analyse the data. In the study, resilience mean scores of female students were 

found to be higher than male students. A positive relationship was found between the resilience scores 

of university students and their perceived parental relationship scores. A significant negative 

relationship was found with self-blame, which is the sub-dimension of cognitive emotion regulation. A 

positive and significant relationship was found with the other sub-dimensions of cognitive emotion 

regulation, respectively; acceptance, rumination, positive refocusing, re-focus on the plan, positive 

reappraisal, putting into perspective, other-blame and catastrophising. At the same time, a significant 

positive correlation was found between resilience scores and personality traits dimensions. According 

to the hierarchical regression analysis findings, it was concluded that perceived parental relationship, 

especially perceived father relationship, the catastrophising sub-dimension of cognitive emotion 

regulation, and personality traits predicted resilience. The study findings were discussed according to 

the relevant field, and recommendations were presented. 
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INTRODUCTION 

Emerging adulthood is a period in which the person tries to explore him/herself, the search for 

identity continues, many opportunities and options in love, education, work and world views are 

compared and evaluated (Arnett, 2004).The emerging adulthood period is defined as a period in which 

positive and negative effects occur in terms of providing the opportunity to shape certain aspects of 

life, and it may provide a more durable life or may end up with destructive results for the person 

(Werner, 2005). Many changes and stresses of the emerging adulthood period suggest a level of 

endurance, which is thought to be related to the concept of the resilience of individuals. Today, the 

concept of resilience and resilient personality trait appears as an issue emphasised and started to be 

discussed more frequently in many areas, from traumatic events to daily stressful events. Resilience 

corresponds to the definitions of self-recovery, ability to overcome difficulties, having endurance and 

quick recovery (Bezmez, Blakney, & Brown, 1999). Resilience is defined as the ability to shape the 

capacity of change and adaptation in healthy and constructive ways when faced with stressful 

situations (Catalano, Berglund, Ryan, Lonczak, & Hawkins, 2002). The concept of resilience, which is 

a process product rather than a specific prototype and can be shaped by daily decisions, is considered 

the ability to overcome the situation instead of being vulnerable to stress (Masten, 2001). In situations 

considered as personality traits, it is seen that resilience is considered as one of the factors that make 

up the personality structure in some studies. In some studies, it is examined independently from 

personality. Although resilience has been addressed in different studies according to many factors, it is 

noteworthy that the variables affecting the resilience process are relatively less discussed. (Werner & 

Smith, 2001; Gizir, 2004; Gooding, Hurst, Johnson, &Tarrier., 2012; Lee et al., 2013; Erarslan, 2014; 

Tozer et al., 2015). The present study aims to address the level of resilience in the context of the 

development process, perceived parental relationships, emotion regulation strategies and personality 

traits. In tendencies that treat resilience as a process rather than a specific character trait, resilience; 

described as a complex concept consisting of risk and protective factors at the individual, family, and 

society level. Resilience is evaluated based on a secure base, good self-esteem and self-efficacy 

(Fiona, 2011). While some people may adapt well in the face of difficulties, some people may have 

trouble adapting. Examining individual differences gives an idea about the risk, and protective factors 

are (Garmezy, 1983). Gürgan (2006), the risk factors considered within the scope of resilience; In the 

context of individual factors, negative experiences, illnesses, familial factors, physical diseases or 

psychopathologies of the parents, separation of parents, early loss of one or both parents, negligent 

parental attitudes. Environmental risk factors include factors such as homelessness, unemployment, 

substance use and academic failure. Conditions and processes that try to regulate the negative effects 

of risk factors are defined as protective factors. Protective factors help reduce risks, mitigate the 

effects of risk factors, and expand coping skills (Carbonell et al., 2002). Protective factor groups are 

divided into three groups as individual (internal), family and environmental (situational) (Brooks, 

1994). Family and school are among the most important protective factors affecting resilience. The 

supportive parent and school environment, the care provided to the child, commitment, openness, 

being a positive role model, and the absence of risk factors are critical (Trufino, 2010). In a study by 

Zakeri, Jowkar and Razmjoee (2010), the relationships between parenting styles and resilience were 

examined. According to the results, a positive and significant relationship was found between 

accepting and participatory parenting style and resilience. In another study conducted by Yalım 

(2007), with students in their first year of undergraduate education, the relationship between coping 

styles, resilience, optimism and gender was investigated. It was found that high scores from resilience 

and optimism predicted the ability to adapt to the university. Transitioning from high school to 

university years may involve many stressful situations, both due to their transition to a different stage 

as a developmental period and being exposed to new life events different from their everyday lives 

(Yorke, 2000). For some, living in a dormitory or a house on their own corresponds to a life event that 

they have not encountered before. Considering emotional stress factors such as school change, 

separation from friends and social environment, and family breakup, it points to the existence of a 

challenging process as both an age period and a new life event. 
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Perceived Parental Relationship 

The perceived parental relationship is another variable examined in the scope of the study. The 

family is accepted as the most critical structure in the child's life, and the relationship between the 

child and the family affects the child's emotional health (Mahalihali, 2006). A good parent-child 

relationship has the potential to strengthen the child's healthy social relationships and at the same time 

prevent the negative effects of events including risks and problems (Masten & Powell, 2003). 

According to Fergusson and Horwood (2003), the child's resilience is placed on a tighter foundation 

thanks to a warm, nurturing, supportive relationship with the parent. According to Rohner (2000), 

parents' empathic approach and effective communication are used to raise resilient children who can 

cope with difficulties; it is expected that parents adopt a style that guides children in issues including 

taking decisions and responsibilities, and that parents set realistic expectations and goals and have 

problem-solving approach rather than being demanding parents. A positive home environment and 

warm family relationships are considered as dimensions associated with resilience (Bowes, Maughan, 

Caspi, Moffitt, & Arseneault, 2010). Parents' positive and supportive attitudes are among the crucial 

factors that shape the child's emotions and emotional development (Eisenberg et al., 2005). Baumrind 

(1996) determined three typologies regarding parental attitude are grouped as democratic style, 

authoritarian style, and permissive style. In a democratic family environment, it is stated that 

individuals can develop ideas as opposed to their parents and adopt different types from them; 

however, their ties with their families are not damaged. Parents with authoritarian attitudes can often 

have a strict and disciplined attitude towards their children. The permissive parenting style is 

considered a parental structure in which the expectations demanded from children is low (Maccoby & 

Martin, 1983). In a study conducted by Farrant et al. (2012) with 72 children, it was stated that the 

empathy level of mothers was associated with directing their children to be open to the perspective of 

others, and empathic parenting predicted higher social behaviours for the advanced ages of children. In 

a study conducted by Jaffe et al. (2009), the relationships between temperament and perceived parental 

behaviours and emotion regulation strategies were examined in 293 children. Research findings 

revealed the importance of the family environment in which there is nurturing and supportive care in 

creating harmonious emotion regulation strategies regardless of temperament type. In the study 

conducted by Gürcan (2015), the relationships between perceived parental relationship, ego 

differences, personality structures and psychological well-being were examined. According to the 

study's findings, a significant relationship was found between perceived parental relationship, ego 

differences, personality structures and psychological well-being. In addition, it was concluded that 

personality structures play a mediator role in self-differences and psychological well-being. 

Cognitive Emotion Regulation 

Cognitive emotion regulation is another variable investigated within the scope of the research. 

The ability to flex or delay a person's reactions in situations they encounter is called emotion 

regulation (Cole, Michel, & Teti, 1994). Emotion regulation includes controlling and regulating 

behavioural, internal and external components (Zeman, Cassano, Perry-Parrish, & Stegall, 2006). The 

cognitive strategies of emotion regulation consist of nine categories: self-blame, acceptance, 

rumination, positive refocusing, positive reappraisal, putting into perspective, catastrophising, and 

other-blame (Garnefski, Kraaij, & Spinhoven, 2001). Parents participate in their children's emotional 

regulation during the emotional development process by trying various ways, such as being directly 

involved with selective reinforcement or being a model. In this process, the values and beliefs of the 

parents give the children an idea about the acceptable feelings or the feelings that should be ignored. 

Thus, the emotional culture of the child begins to form (Gordon, 1989). Parents who are open to their 

children's emotional reactions/expressions and accept their emotions play a role in supporting the 

child's emotional awareness and emotion regulation strategies (Schultz, Izard, Ackerman, & 

Youngstrom, 2001). If children feel parental support when they express their negative emotions, they 

can use more effective strategies in coping with similar difficulties (McDowell & Parke, 2000). 

Otherwise, emotional arousal may increase, and avoidance of emotions may occur in children whose 

negative emotions are punished (Eisenberg, Cumberland, & Spinrad, 1998). It is suggested that in the 

early period, the emotional climate, the quality of parent and child relationship affects children 
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positively, and children who grow up in a positive emotional home environment prefer constructive 

emotion regulation strategies more than children who grow up in environments with anger and 

hostility (Halberstadt & Eaton, 2003). When children of overprotective and controlling families 

express their negative emotions, parents can direct their children to negative emotion regulation 

strategies (Bell & Calkins, 2000; Fox & Calkins, 2003). When children who grow up in families with 

supportive family attitudes express their negative emotions, parents can verbally direct their children 

to emotion regulation strategies that support, encourage, distract and encourage problem-solving 

(Calkins & Johnson, 1998). In the study conducted by Aldao, Nolen-Hoeksema, and Schweizer 

(2010), the relationships between emotion regulation strategies (acceptance, avoidance, problem-

solving, refocusing, rumination and suppression) and psychopathology (depression, anxiety, eating 

disorders) were examined. Avoidance and rumination were positively associated with 

psychopathological symptoms; On the other hand, acceptance and problem-solving strategies were 

found to be negatively related. Another study by Duartea, Matosb, and Marquesc (2015) examined the 

relationship between cognitive emotion regulation strategies and depressive symptoms in adolescents. 

It was found that female participants tend to prefer rumination and self-blame strategies among 

emotion regulation strategies when experiencing negative life events. It was found that getting high 

scores from the positive reappraisal dimension of cognitive emotion regulation strategies was 

associated with positive mood. In another study by Akyunus-İnce (2012), the effects of personality 

traits, cognitive emotion regulation, and interpersonal problems on the cognitive dimension in 

personality disorders were examined. The research findings showed that personality traits, openness to 

experience, and neuroticism were related to cognitive emotion regulation. Openness to experience was 

found to be associated with positive cognitive emotion regulation and neuroticism with negative 

cognitive emotion regulation. In a study by Birtek (2019), the relationships between social anxiety 

symptoms and personality traits, coping styles, and cognitive emotion regulation strategies were 

examined. According to the research findings, among the predictors of social anxiety, the helpless 

approach and submissive approach, which are among the styles of coping with stress were found; on 

the other hand, self-blame and reducing the value of the event were found to be among the cognitive 

emotion regulation strategies. 

Personality Traits 

Personality traits are another variable examined within the scope of the research. Personality is 

defined as a person's responses that differ from someone else in cognitive, emotional and physical 

areas, and these responses represent consistent behavioural patterns at a certain level (Burger, 2006). 

In this context, the commonly used Five-Factor Model tries to understand the sources of individual 

differences (McCrae & John, 1992). Five factors and features are thought to be; extraversion, 

agreeableness, conscientiousness, neuroticism, and openness to experience. In the study conducted by 

Gresham and Gullone (2012), the relationships between the five-factor personality model, parent 

attachment styles and emotion regulation strategies were examined. The study concluded that male 

participants used emotion suppression strategy more than female participants, and getting higher 

scores on the dimensions of extraversion and openness to experience predicted the use of cognitive 

positive reappraisal emotion strategy. The relationship between emotion regulation and parental 

attachment concluded that getting lower scores in attachment to parent dimensions than 

communication dimension and higher scores in avoidance dimension was related to emotion 

suppression strategy. In another study by Çetin, Yeloğlu, and Basım (2015), it was found that the 

participants with high levels of extraversion, conscientiousness, openness to experience and 

agreeableness personality traits, had high levels of resilience; however, the neuroticism dimension was 

found to be related in the opposite direction. 

In the literature, resilience is discussed from many different perspectives. In the present study, 

resilience will be considered together with a development period. Although the studies conducted so 

far have revealed different variables related to resilience, there are very few studies examining the 

parental relationship, cognitive emotion regulation strategies and personality traits in terms of 

resilience. In this context, the study's primary purpose is to explore how the level of resilience is 
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related to; the perceived parental relationship, the agreeableness degree, empathy, cognitive emotion 

regulation strategies, and personality traits. 

The questions formed in line with the general purpose of the research are listed below. 

1. Do the resilience scores of the university students differ significantly according to the 

students' demographic variables? 

2. Is the resilience level of university students related to the perceived parental relationship, 

cognitive emotion regulation and personality traits? 

3. Does the parental relationship of university students predict their level of resilience? 

4. Do university students' emotion regulation scores predict resilience levels significantly? 

5. Do the five-factor personality traits of university students predict their level of resilience 

significantly? 

METHOD 

Research Design 

The relational screening model, which aims to determine the existence and degree of change 

between two or more variables, was used as the research design (Karasar, 2018). 

Participants 

The working group consists of 609 university students who continue their preparatory and 

undergraduate education at Dicle University in the 2019-2020 academic year. There are 317 (52%) 

female and 292 (48%) male students in the sample. The age range of the participants in the sample is 

18-25, and the average age is 21.6. Half of the sample is attending the preparatory and first year, while 

the other half is in the 2nd, 3rd and 4th year. 26% of the participants started university in their first 

year. Half of the sample has spent most of his life in Istanbul, Ankara, Izmir or the big city. 

Demographic Information Form 

In the form prepared by the researcher in order to learn the demographic information of the 

participants, the participants were asked about their age, gender, department, study year, whether they 

were placed in the university in the first year, educational status of their parents, whether they received 

psychological help before or not etc.  

Resilience Scale (RS) 

The resilience scale was developed by Gürgan (2006). There are 50 items on the scale, and the 

items have a Likert-type scale ranging from 1 to 5. High scores from the scale can range from 50 to 

250 and the scores obtained indicate the resilience level of university students. In the conducted 

studies, the Cronbach Alpha coefficient is respectively 78 and.87. The Cronbach alpha coefficients of 

the scale according to 8 factors are as follow; personal power.89, initiative.82, positive outlook.80, 

relationships.77, foresighted.75, purpose in life.72, leadership.68, investigative.66. The Cronbach's 

Alpha coefficients of the current study were found aspersonal power .94, initiative .89, positive 

outlook .74, relationships .69, foresighted .59, purpose in life .68, leadership 64, investigative .58. 

Barret-Lennard Relationship Inventory (BLRI) 

Barrett-Lennard Relationship Inventory (BLRI) is a tool initially developed by Barrett-

Lennard (1964) to measure the quality of the therapist-client relationship based on the Rogerian 
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Psychotherapy approach. The scale was used to understand the relationship between the therapist-

client and adapted to examine interpersonal relationships, including romantic partner, parent, friend, 

and teacher relationships. The Barrett-Lennard Relationship Inventory consists of 64 items with four 

factors: five postulated factors of advice-giving, empathy, unconditionality of regard, and congruence 

(Barrett-Lennard, 2015). The adaptation study of BLRI to Turkish was done by Gürcan (2015). The 

internal consistency coefficients of the scale were calculated separately for the mother and father 

forms. For the mother form, the Cronbach Alpha coefficients for advice-giving, empathy, 

unconditionality of regard and congruence were respectively; .93, .90, .77 and .88. For the general 

form, the Cronbach Alpha coefficient of BLRI is .96 for both mother and father forms. In the present 

study for the mother form, the Cronbach Alpha coefficients for advice-giving, empathy, 

unconditionality of regard and congruence were respectively; .88, .80, .52 and .75. For the father form, 

the Cronbach Alpha coefficients for advice-giving, empathy, unconditionality of regard and 

congruency were respectively; .90, .81, .49 and .77. For the general form, the Cronbach Alpha 

coefficient of BLRI is .91 for the mother form and .92 for the father form. 

Cognitive Emotion Regulation Questionnaire (CERQ) 

The Cognitive Emotion Regulation Scale (CERQ) is a tool developed by Garnefski, Kraaij 

and Spinhoven (2002) that measures the cognitive emotion regulation strategies used by the person in 

the event of a stressful and threatening event. The scale has 36 items and nine sub-dimensions. The 

sub-dimensions are self-blame, acceptance, rumination, positive refocusing, re-focus on the plan, 

positive reappraisal, putting into perspective, catastrophising, and other-blame (Garnefski, Kraaij, & 

Spinho-ven, 2002). The adaptation study of CERQ to Turkish was done by Onat and Otrar (2010). As 

a result of the analysis for the internal consistency reliability of the Cognitive Emotion Regulation 

Scale, the Cronbach Alpha coefficient was found to be .78. Cronbach Alpha coefficients of the sub-

dimensions of the scale; self-blame 56, acceptance 56, rumination .62, positive refocusing .42, re-

focus on the plan .68, positive reappraisal .66, putting into perspective .51, catastrophizing .71, and 

other-blame .71. In the present study, the Cronbach Alpha coefficient of the Cognitive Emotion 

Regulation Scale was found to be. 84. The Cronbach alpha coefficients of the sub-dimensions were as 

follows; self-blame .47, acceptance .48, rumination .62, and positive refocusing.77, refocus on the 

plan .77, positive reappraisal .73, putting into perspective .59, catastrophizing .69, and other-blame 

.62. 

Big Five Inventory 

The Big Five Inventory Scale (BFI), developed by Benet-Marinez and John (1998), is a tool 

that measures the basic characteristics of the five-factor personality structure. The scale consists of 44 

items with Five sub-dimensions; extraversion, agreeableness, conscientiousness, neuroticism, and 

openness to experience. The adaptation process of BFI to Turkish was made by Sümer and Sümer 

(2005). In the adaptation study of the scale, Cronbach Alpha coefficients vary between .64 and .77. In 

the present study, the Cronbach's Alpha coefficients were found as .85 for the general form; and for 

the sub-dimensions of extraversion, agreeableness, conscientiousness, neuroticism, and openness to 

experience were found, respectively.53, .62, .72, .73, and .57. 

Data Analysis 

Before analyzing the data in the study, the arithmetic means, standard deviation, skewness and 

kurtosis values of the variables were examined. It can be said that the data show a normal distribution 

since the skewness kurtosis values given for the variables of resilience level, perceived parental 

relationship, cognitive emotion regulation, and personality traits variables presented in Table 1 are 

between - 1.5 and + 1.5 (Tabachnich & Fidel, 2013).Since the data show a normal distribution, the 

Pearson Correlation Coefficient method was used to examine whether there is a relationship between 

demographic variables and essential variables such as resilience level, perceived parental relationship, 

cognitive emotion regulation and personality traits. Independent sample t-test analysis was conducted 

to examine whether the resilience levels of the participants differed in terms of gender. Analysis of 
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variance (ANOVA) was used to reveal whether the level of resilience varies according to parents' 

education level. VIF (Variance Increase Factors) values were examined to determine whether there 

was a multiple linear connection problem between the independent variables, which is one of the basic 

assumptions of the multiple regression analysis among the independent variables. It was found that the 

VIF values for the independent variables were below 10, and it was found that the data without a 

multiple linear connection problem were suitable for the multiple regression assumptions (Paulson, 

2007). A hierarchical regression analysis was used to examine the prediction of resilience in terms of 

demographic variables, perceived parental relationship, sub-dimensions of cognitive emotion 

regulation, and personality traits. Before hierarchical regression analysis, Mahalanobis distance was 

calculated to examine multivariate normality .9 participants outside the range of (-36.12, +36.12) were 

excluded from the sample and the analysis continued with 600 participants. Since all Cook values of 

the variables are less than 1 and their leverage values are in the range of 0-1, it has been decided that 

the sample meets the multivariate normality assumption. According to the assumption of correlation of 

variables, there should not be a higher level of correlation than 70 between predictor and predicted 

variables (Meyers, Gamst, & Guarino, 2013). The analysis of the data was done with IBM SPSS 21.00 

package program. 

FINDINGS 

Table 1. Information on Mean, Standard Deviation, Skewness, Kurtosis Values of the Variables 

 n Mean S Skewness Kurtosis Cronbach Alfa 

Resilience 504 184 31 -0,455 -0,17 .94 

Perceived Parent Relationship Mother 193 56 50 -0,777 0,477 .91 

Perceived Parent Relationship Father 157 45 52 -0,395 -0,470 .92 

Extraversion 567 28 5 -0,457 -0,020 .53 

Agreeableness 598 34 5 -0,558 1,047 .62 

Conscientiousness 586 32 6 -0,348 0,217 .72 

Neuroticism 592 25 6 -0,184 -0,392 .73 

Openness to experience 589 36 5 -0,402 0,221 .57 

Cognitive emotion regulation 461 116 15 -0,176 0,953 .84 

 

Table 2. T-Test Results on Comparison of Resilience Average of Women and Men 

 Gender n mean. S. t(502) p 

Female 392 186 32.4 1.920 >.05 

Male 297 181 29.7   

 

To evaluate the level of resilience according to gender, a t-test analysis was performed for 

independent samples. According to the analysis results, the average resilience of women (Mean = 186, 

S = 32.4) was found to be statistically significantly higher than the average resilience of men (Mean = 

181, S = 29.7) (t (502) = 1,920, p = .05) 
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Table 3. Variance Analysis Results Regarding the Comparison of Resilience Mean According to 

Mother Education Level 

 Mother education level n mean S. F(5.497) p 

Illiterate 187 182 31 2.569 .03 

Literate 45 190 26   

Primary school graduate 126 185 32   

Middle school graduate 54 180 28   

High school graduate 60 190 24   

University and postgraduate 31 169 34   

 

One-way analysis of variance was conducted to evaluate the level of resilience according to 

the mother's education level. A statistically significant difference was found in the level of resilience 

compared to mother education (F (5, 497) = 2.569, p = .03). According to the Bonferroni test 

conducted to examine the source of the difference, the resilience level of the participants whose 

mother's education level was at the high school level was found to be statistically higher than the 

participants whose mother's education level was university and postgraduate (p = .03) (see Table 3). 

Table 4. Relationships of Perceived Parent Relationship, Cognitive Emotion Regulation, 

Personality Traits and Resilience Variables  

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

1.Resilience                  

2.Perceived parental 

relationship mother 
.35***                 

3.Perceived parental 

relationship father 
.38*** .82***                

4.Extraversion  .56*** .07 .17*               

5.Agreeableness  .32*** .28*** 
.33*

** 

.30**

* 
             

6.Conscientiousness  .54*** .31*** 
.42*

** 

.39**

* 

.38*

** 
            

7.Neuroticism  .54*** .25*** 
.31*

** 

.35**

* 

.35*

** 

.52*

** 
           

8.Openness to 

experience 
.59*** .23*** 

.29*

** 

.53**

* 

.30*

** 

.42*

** 

.30**

* 
          

9.Self-blame -.26*** -.11 -.07 

-

.17**

* 

-.006 

-

.14*

* 

-

.28**

* 

-.05          

10.Acceptance .81*** .25*** 
.33*

** 

.40**

* 

.22*

** 

.48*

** 

.41**

* 

.46*

** 
-.12**         

11.Rumination .78*** .24*** 
.30*

** 

.38**

* 

.21*

** 

.46*

** 

.38**

* 

.52*

** 

-

.16*** 
.68***        

12.Positive refocusing .78*** .22*** .18* 
.57**

* 

.25*

** 

.41*

** 

.38**

* 

.56*

** 
-.12** .60*** 

.61*

** 
      

13.Re-focus on the 

plan 
.81*** .33*** 

.40*

** 

.48**

* 

.24*

** 

.46*

** 

.49**

* 

.48*

** 

-

.26*** 
.61*** 

.53*

** 

.60*

** 
     

14.Positive reappraisal .78*** .13 .13 
.51**

* 

.16*

** 

.38*

** 

.34**

* 

.48*

** 

-

.16*** 
.62*** 

.65*

** 

.64*

** 

.57*

** 
    

15.Putting into 

perspective  
.78*** .27*** 

.27*

* 

.43**

* 

.16*

** 

.43*

** 

.43**

* 

.49*

** 

-

.15*** 
.69*** 

.68*

** 

.60*

** 

.57*

** 

.65*

** 
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16.Catastrophizing .69*** .32*** 
.31*

** 

.49**

* 

.30*

** 

.33*

** 

.33**

* 

.40*

** 

-

.21*** 
.47*** 

.43*

** 

.58*

** 

.57*

** 

.51*

** 

.43*

** 
  

17.Other-blame .82*** .29*** 
.30*

** 

.43**

* 

.31*

** 

.45*

** 

.49**

* 

.41*

** 

-

.19*** 
.64*** 

.58*

** 

.56*

** 

.64*

** 

.58*

** 

.59*

** 

.55*

** 
 

*p<.05, ** p<.01, ***p<.001 

The relationship between resilience and perceived mother-father relationship, sub-dimensions 

of cognitive emotion regulation, and sub-dimensions of the five-factor personality inventory was 

investigated by Pearson correlation analysis. According to the analysis results, there was a low 

positive correlation between resilience and the perceived mother relationship (r = .35p <.001) and the 

perceived father-parent relationship (r = .38 p <.001). When personality traits were evaluated, 

extraversion (r = .56p <.001), conscientiousness (r = .54p <.001), neuroticism (r = .54p <.001), 

openness to experience (r = .59 p <.001) it is found that there was a moderate positive correlation 

between the variables and resilience, while there was a low-level positive correlation between 

agreeableness and resilience (r = .32 p <.001). Among resilience and the sub-dimensions of cognitive 

emotion regulation: a low level of negative relationship was found with self-blame (r = -.26 p < .001); 

with acceptance (r = .81 p <.001), rumination (r = .78 p <.001), positive refocusing (r = .78 p <.001), 

re-focus on the plan (r = .81 p < .001), positive reappraisal (r = .78 p <.001), putting into perspective (r 

= .78 p <.001), and other-blame (r = .82 p <.001) a high level; with catastrophizing (r = .69 p <.001) a 

moderate level positive correlation was found. (see Table 4)  

Table 5. Hierarchical Regression Models for Predicting Resilience Level 

Blok R2  b SH-b Beta Pearson r sr2 

1 .01 Constant 212.224 19.275    

  University entrance year -4.443 6.698 -0.069 -.045 .03 

  year -2.038 2.339 -0.090 -.067 .006 

  Family income -3.364 3.627 -0.094 -.08 .0007 

2 .20 Constant 146.598 23.342    

  
Perceived parent relationship 

mother 
-0.110 0.108 -0.190 .33 .01 

  Perceived parent relationship father 0.303 0.095 0.587 .42 .09 

3 .47 Constant 146.598 23.342    

  Self-blame -1.411 0.810 -0.141 -.27 .03 

  catastrophizing 4.794 0.796 0.504 .62 .28 

4 .69 Constant 32.328 24.473    

  Extraversion  1.431 0.558 0.229 .65 .06 

  Agreeableness  -0.585 0.389 -0.108 .27 .02 

  Conscientiousness  0.961 0.345 0.211 .56 .08 

  Neuroticism  0.807 0.318 0.185 .46 .07 

  Openness to experience  1.483 0.477 0.240 .57 .10 

 

In the first block, university entrance year, year, family income was evaluated as the middle 

variable (covariate). The model was not found to be significant (F (3, 97) = 0.559, p> .05). The second 



International Journal of Progressive Education, Volume 18 Number 2, 2022 

© 2022 INASED 

145 

block includes the variables of perceived mother-parent relationship and perceived father-parent 

relationship. Model was found to be significant (F (5, 95) = 4.806, p = .001). The model explains 16% 

of the resilience variance (R2 = 0.20). Perceived father-parent relationship is a significant predictor (p 

= .002). The perceived father-parent relationship explains 9% of the resilience variance. The perceived 

mother-parent relationship is not a statistically significant predictor. In the third block, self-blame and 

catastrophising sub-dimensions of cognitive emotion regulation were evaluated. The model was found 

to be significant (F (7, 93) = 11.573, p <.001). The model explains 42% of the resilience (R2 = 0.47). 

The disruption sub-dimension of cognitive emotion regulation is a significant predictor (p <.001). The 

destruction sub-dimension of cognitive emotion regulation explains 28% of resilience. Self-blame is 

not a significant predictor. In the fourth and last block, the sub-dimensions of the big five inventory: 

extraversion, agreeableness, conscientiousness, neuroticism, and openness to experience were 

analysed. The model was found to be significant (F (12, 88) = 16.420, p <.001). The model explains 

65% of the resilience (R2 = 0.69). The model explains 65% of the resilience (R2 = 0.69). Extraversion 

(p = .01), conscientiousness (p = .007), neuroticism (p = .01) and openness to experience (p = .003) 

are statistically significant predictors. Extraversion explains 6%, conscientiousness 8%, neuroticism 

7%, and openness to experience 10% of resilience. Agreeableness is not a statistically significant 

predictor. 

DISCUSSION, CONCLUSION AND RECOMMENDATIONS 

In the present study, the relationships between the resilience level of university students in 

emerging adulthood and the perceived parental relationship, cognitive emotion regulation, and 

personality traits were examined. According to the results, it was found that the level of resilience 

differs according to gender. Resilience mean scores of female students were found to be higher than 

male students. It is consistent with the study results in the literature that women have higher levels of 

resilience than men (Bauman, 2002; Heyman & Legare, 2004; Hampel & Petermann, 2005). In a 

longitudinal study conducted by Werner (1989) on resilience, it was concluded that women were more 

effective in coping with difficulties compared to men in terms of empathy in interpersonal 

communication, demanding help, safe and effective communication styles, and self-esteem. Masten 

(2001) stated that to develop resilience, it is necessary to be in a normal development course and to 

adapt successfully to risk factors. According to Bradshaw (2014), while being a woman is not 

considered a risk factor as a biological gender, it is among the risk factors in social gender roles. The 

effort of women in both their personal and social lives against the existence of gender roles and 

cultural stereotypes and their ability to produce adaptive solutions to challenging situations will 

increase their self-confidence, make them more courageous, and increase their self-esteem and 

positively affect their development of resilience (Jordan, 2013). Similarly, it is thought that in Turkish 

culture, various disadvantaged situations in terms of domestic responsibilities or social status that 

started to be given to women at early age lead girls to effective coping styles and positively motivate 

the level of resilience against gender risk factors.  

One of the results obtained was that the resilience level of the participants whose mother 

education level was at the high school level was found to be statistically higher than the participants 

whose mother education level was university and postgraduate. Although the mother's education level 

and resilience level does not contradict the literature, it is thought that the finding is related to the 

sample studied. When parents with a high level of education were asked about their children's 

strengths, they explained it with their school success; It is stated that less-educated parents emphasize 

the abilities of their children more frequently (Räty, Kasanen, & Kärkkäinen, 2006; Rytkönen, Nurmi, 

& Aunola, 2005). The patterns used by the parents in their citations and explanations represent their 

educational backgrounds, and highly educated parents reflect their belief in the child's academic 

competence and increase their self-confidence and resilience levels (Räty & Kasanen, 2013). 

A positive and low-level significant relationship was found between the resilience scores of 

university students and the perceived parental relationship scores. In addition, it was concluded that 

perceived parental relationship predicted resilience. In particular, it was observed that the perceived 

father relationship was an important predictor of the relationship between the level of resilience. It was 
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concluded that as the level of resilience increased, the total scores obtained from the sub-dimensions 

of parental relationship, acceptance degree, empathy, unconditionality of regard and congruence, 

increased. This finding is consistent with other studies in the literature (Carlo et al., 2010, Quinton, 

2004, Svendsen, Griffin, & Forkey, 2020, Nair et al., 2020). Despite the disadvantageous conditions, it 

is stated that the competent, satisfying and warm approach of parents towards their children positively 

affects their development and protects them from disruptive effects against their resilience (Masten, 

2015). In a study conducted by Sheridan et al. (2005), it was concluded that the empathic reflections of 

the parents' interest and warmth increased the child's resilience and adaptability. It is stated that 

effective communication in the parent-child relationship, child acceptance behaviours, positive 

supportive feedback, and realistic expectations and directions shaped accordingly with the child's 

skills improve the child's resilience level (Goldstein & Brooks, 2013). Considering the sub-dimensions 

of the parental relationship, it is thought that the sincerity, positive acceptance, empathy and respect 

shown to the child contribute to the power of coping with possible negative conditions, encourage for 

more adaptable behaviours and reduce the impact of environmental risk factors. It was found that the 

perceived parent relationship of the mother was not a statistically significant predictor. These findings 

support that especially the father relationship is important in predicting resilience of the perceived 

parental relationship. Kağıtçıbaşı (1981) emphasizes the belief that in Turkish culture, external control 

is less in men than in women. It is thought that the firmer beliefs of males in internal control are 

related to social roles and culture, and freedom offered to men in social life affects this situation. 

Considering the place of the father in the Turkish family structure, instead of giving in to the 

difficulties encountered or to the struggles, it is expected that the personal networks that the father can 

reach to find solutions are wider and stronger. In this context, it is thought that when the father-child 

relationship is satisfactory, the father's role modelling and its positive reflection on the child's 

resilience skill may be effective. According to another result, a significant negative relationship 

between resilience level and self-blame was found; however, with acceptance, rumination, positive 

refocusing, re-focus on the plan, positive reappraisal, putting into perspective, other-blame, and 

catastrophising a positive significant relationship was found. It was concluded that the destruction sub-

dimension of cognitive emotion regulation is an important predictor of resilience. The results obtained 

are consistent with the relevant literature (Troy & Mauss, 2011; Kay, 2016; Lee et al., 2016). Positive 

emotions can develop individuals’ thoughts and create resilience that positively affects their well-

being. Many studies supporting this approach have shown that emotion regulation strategies can 

directly affect the level of endurance to distress (Bardeen et al., 2015; Gratz & Roemer, 2004). Min et 

al. (2013) examined the relationships between cognitive emotion regulation and resilience levels in 

individuals diagnosed with depression and / or anxiety disorder. Research findings show that there is a 

positive relationship between cognitive emotion regulation strategies and resilience level. It is stated 

that more use of positive reappraisal strategy and less use of rumination increases the level of 

resilience. Tugade and Fredrickson (2007) point out that prolonging and increasing the duration of 

feeling positive emotions positively affect the resilience level of the person under adverse conditions. 

In different studies, it was concluded that directing emotions as more positively focused (compatible) 

in the evaluations made regarding stress, despite stress factor, helps to have a higher level of resilience 

(Troy & Mauss, 2011; Mestre et al., 2017). The use of cognitive emotion regulation coherent 

strategies is thought to increase the use of the skills of adapting to stressful conditions, getting rid of 

negative events, and coping with distress, which are among the definitions of the concept of resilience. 

According to another result obtained from the current research; In the context of personality traits, a 

significant positive relationship was found between resilience level and the dimensions of 

extraversion, conscientiousness, neuroticism, openness to experience, agreeableness. While these 

results show similarities with the results of a positive relationship between the resilience level and 

personality traits, extraversion, agreeableness, conscientiousness and openness to experience 

dimensions in the studies in the literature, it contradicts with the positive relationship between the 

neuroticism dimension and the level of resilience (Campbell-Sills, Cohan, & Stein, 2006, Johns, 

Chavers, & Labbé, 2013, Mohammed & Mostafa, 2015; Sarubin, 2015).In a study by Riolli, Savicki, 

and Cephani (2002), it was found that the level of resilience is associated with high optimism, low 

level of neuroticism, extraversion, openness to experience and conscientiousness. A meta-analysis 

study conducted by Oshio et al. (2018) on personality traits and resilience level found that resilience 

level while with neuroticism negatively correlated; with extraversion, agreeableness, 
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conscientiousness, and openness to experience was found positively correlated. It is known that high 

emotional consistency, in other words, low neuroticism, has a facilitating effect on adaptation and 

recovery in situations such as dealing with stressful life events, disruption of the usual flow of daily 

life under risk factors (Connor&Davidson, 2003). The positive significance of the relationship 

between resilience level and extraversion dimensions supports the literature. In the study conducted by 

Campbell-Sills et al. (2006), the relationships between resilience in young adulthood, personality 

traits, coping styles, psychiatric symptoms were examined, and resilience level was positively 

associated with extraversion and agreeableness dimensions. The personality trait of extraversion is 

thought to be among the protective factors for resilience in issues such as establishing interpersonal 

relationships easily, maintaining social networks, having social support resources, and seeking help. 

The findings of this study show that perceived parental relationship and cognitive emotion regulation 

strategies significantly predict resilience level. Based on these results, informative training on the 

parent-child relationship, especially on child-rearing attitudes, development of emotions in childhood, 

emotion regulation, can be provided to parents who have children in kindergarten, primary school, and 

secondary school. Likewise, psychoeducational studies can be conducted with university students for 

cognitive emotion regulation strategies. 
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Abstract 

The purpose of this study was to examine the knowledge, emotions and views of grade 4 elementary 

school students on education via cartoons. We designed the study as a case study, which is a 

qualitative research design. The study group included 30 elementary school students. The study used 

document review as the data collection technic. The study used worksheets and educational cartoons 

as data collection tools. In analysis of the data the study used content analysis. As a result of the study 

we observed that most students expressed what they saw in the cartoons correctly. In addition, the 

students who expressed what they had seen in the cartoons correctly also perceived the message in the 

cartoons correctly. Most students stated that the cartoons were about the right to education and made 

supportive statements. However, the students were incapable of expressing their emotions about the 

intended message of the cartoons. In addition, when they were asked to interpret a specific cartoon, the 

details did not attract them and they made rather holistic comments. Based on this result, we think that 

creating classroom environments supported by cartoons may develop the ability of students to analyze 

and perceive their rights and their skill of expressing their emotions.    
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INTRODUCTION 

Children’s rights attract attention as a controversial topic in the world agenda. A significant 

proportion of controversions focuses on the inability of children to use the rights which they possess 

according to the Convention on the Rights of the Children.  

The Convention on the Rights of the Children is a convention which suggests that the child as 

an individual has rights and aims to increase the quality of life of the world’s children up to the level 

they deserve (UNICEF, 1992). The General Assembly of the United Nations accepted this convention 

in 1989. Nearly all countries of the world have approved and signed the Convention on the Rights of 

the Children. Turkey signed the convention in December, 1994. This agreement is paramount in terms 

of creating a global consensus on children and children’s rights. According to the convention, children 

possess rights as individuals independent from their parents and the state.  

According to the Convention on the Rights of the Children, all children in the world are equal. 

No matter where they are born or what language they speak, they cannot be discriminated and every 

child is supported and protected to be fully educated (UNICEF,1992). The convention pays a 

particular attention to education. It is possible to examine the way the convention handles children’s 

right to education in three main sections. Firstly, children have the right to education. In accordance 

with item 28, children have the right to primary education and accessible secondary and higher 

education for free. In accordance with item 23, handicapped children have the right to care and special 

assistance in education as in other areas. Secondly, children have specific rights when using their right 

to education. Item 2 stresses children’s right to not be discriminated and item 12 stresses their right to 

participate in educational decisions which affect them. In accordance with item 13, 14 and 15, they 

have the right to freedom of speech, freedom of thought and religion and the right to form association 

and participate in peaceful meetings within reasonable bounds. Thirdly, children have the right to learn 

their rights via education. In accordance with item 29 and 42, children have the right to know their 

rights and develop themselves in terms of human rights and fundamental freedoms (Howe and Covell, 

2010, p. 93). However, in Turkey there may be situations where the convention is not applied as in the 

world. In particular, the inequalities that girls face in education in Turkey reveal the necessity of 

discussing this matter.  

The grade 4 elementary school Social Studies curricula included children’s rights in the 

“Active Citizenship” learning area during the 2018-2019 academic year. The Social Studies Lesson 

Curriculum (2018) attracted attention to different methods and technics with the statement “up-to-date 

and controversial topics related to acquisitions can be related with problem solving, critical thinking, 

evidence using, decision making and study skills and be brought to the classroom using different 

discussion technics.”. Cartoons used for educational purposes are one of the visual material usage 

tools.   

Visual reading is crucial in every era. Even the drawings on cave walls in ancient times when 

the humanity started show us that humans communicated with visuals and the visuals had a message. 

Today, visual reading maintains its importance as well as the increase in the opportunities of using, 

reproducing and sharing visuals with advancing technical possibilities. In the future we think that 

visual reading will become even more important with advancing technology and increase in the use of 

visuals in our daily life. Therefore in order to bring “visual reading” which was, is and will be an 

important skill in the past, present and in the future in students, schools are to organize visual reading 

activities.  

Visual reading contains reading and comprehending visuals such as figures, drawings, tables, 

symbols, diagrams, body language, nature and social events, as well as written texts and transfer of 

emotions, thoughts and information to other people via visuals (Çam, 2006, p. 5). Visual literacy is a 

group of visual competences that an individual can develop by combining the events via experiences 

gained through seeing and other sense organs (Debes, 1969, p. 14). Visual literacy training to be 

provided in schools may aim to make education more qualified by maximizing the advantages of 
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visuals and help students make sense of visuals in daily life. An individual with visual literacy skill is 

expected to have qualities like having a critical point of view, perceiving the message given in visuals 

either directly or indirectly, being aware of factors affecting the comprehension and interpretation of 

the message and producing appropriate visuals for the message. In order to bring visual literacy skill in 

students, it is necessary that students face visual materials and course activities supported by visual 

materials be designed. One of these visual materials is cartoons.  

The term cartoon which is defined in the current Turkish dictionary as “a thought-provoking 

and humorous drawing which portrays all kinds of events related to humans and society in an 

exaggerated way” (The Turkish Language Association, 2019) and is originally an Italian word, was 

derived from French (caricature). A variety of researchers have also defined cartoons in different 

ways. Heinzelmann (2004, p. 14) defined cartoons as “an expression of humor via drawings”, while 

Oruç (2007, p. 28) defined them as “entertaining drawings which indicate specific characteristics of an 

individual or an object in a humorous way”. They are also defined as “drawings exaggerating the 

physical properties, actions or character of an individual” (Thakur, 2015, p. 4) and “humorous 

drawings which add a different insight to the modern world although they are usually used for fun” 

(Van Wyk, 2011, p. 118).  

Cartoons help to express most subjects that are hard to express with writing. In training with 

cartoons, a teacher can enable students to comprehend the subject more quickly. Above all, a well-

chosen cartoon will contribute to the mental development and critical thinking skill of students (Özalp, 

2006, p. 23) and increase their interest in the course (Şengül and Dereli 2013). Bahrani and Soltani 

(2011, p. 20) stated that using cartoons in the class will increase the understanding, attitude and 

motivation of students for learning. Cartoons as a teaching strategy provide a structure for interactions 

and motivate students to collaborate and solve problems. Moreover, they encourage students for 

different interactions and reach students who may have a variety of learning strategies (Van Wyk, 

2011 p. 123). When students reflect their observations on cartoons, their humor and creativity qualities 

will develop. This will enable students to make criticism, comments and genuine assessments 

(Herdem, Aygün and Çinici, 2014). In addition, activities related to cartoons create a stress-free and 

comforting atmosphere and develop the teacher-student relationship (Gamage, 2019, p. 108). In this 

respect it is noteworthy that cartoons used for educational purposes be brought into the classroom 

environment and discussed.   

As long as cartoons are thematic or are designed for a specific purpose, they can be used as a 

beneficial way of enhancing the learning atmosphere any time during education (Bahrani and Soltani, 

2011, p. 1). However, trainers do not find using cartoons, which are among visual material elements in 

education, sympathetic enough. One of the most important reasons for this condition is that the teacher 

cannot find the materials related to the subject. Another reason is the traditional distrust against 

cartoons (Akbaba, 2015, p. 23). Cartoons lead to concerns about choosing course materials due to 

reasons such as usually offering humiliating and overly simplified generalizations related to a social 

group and complying with social traditions according to the subjects chosen by the era as an easy 

target. Cartoons by their nature usually exaggerate a specific aspect or situation that may help to focus 

on an appropriate teaching-learning point. Therefore an individual needs to be careful with using 

cartoons (Bahrani and Soltani, 2001 p. 20).  

There are several aspects to pay attention to when using cartoons as a course material. First of 

all, the cartoon chosen should have an educational value. The educational method is usually chosen 

after establishing the learning goals. The method chosen should meet the needs of students. The same 

procedure applies to the cartoon choice. When an individual decides on a specific cartoon to be used, it 

is important to practise by using it with a student group at least once. In addition, we should not forget 

the general and specific purposes of the Turkish System of Education and the cultural backgound of 

people. A cartoon which is meaningful for a culture may not have any value in the Turkish culture and 

may not encourage people to make any inference. A trainer should be sensitive with a cartoon to be 

brought into the classroom and take into account this principle and such.   
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In individual can use visual examination technics in utilizing cartoons as a course material. 

First of all, students are to notice what they see in cartoons. Cartoons should primarily be examined as 

a whole and students should be encouraged to talk about what they see in a visual. Then the cartoon 

examined should be divided into four equal parts and students should be asked what they see in each 

part. By this way more profound examinations may be possible.  

When cartoons are used in education, students should be attracted by asking questions about 

cartoons and be allowed to learn. Students may not fully perceive the message that is intended to be 

given in visual materials due to their differences such as level of visual literacy, interests and level of 

paying attention. Asking questions about the cartoon is the best way of establishing a communication 

between a student and a visual (Kılınç, 2006, p. 67). The teacher should ask students questions like 

“What does the cartoon tell? How is the cartoon related with ….?” concerning the cartoons he/she 

presents, in order to achieve his/her goal in making sense of the cartoon (Akkaya, 2011, p. 54). These 

questions will start a journey in students towards the message that is tried to be given. Students who 

notice that the cartoons have a message will develop a curiosity and begin to use their interpretation 

talents. However, an individual should pay a particular attention to determining the prior knowledge of 

students related to the subject and designing the course plan activities according to student readiness. 

 Studies on the use of cartoons in the classroom environment focus on the impact of using 

cartoons on the student success. The studies conducted by Ayyıldız (2010), Başarmak (2013), Demirci 

(2013), Durualp (2006), Kılınç (2006), Palaz (2010) and Koçoğlu (2012) revealed that use of cartoons 

in the class increased the course success of students. Köseoğlu (2009) and Barut (2017) stated that 

using cartoons in the Social Studies class affected creative thinking. The study conducted by Ersoy 

and Türkkan (2010) examined the viewpoints, emotions and thoughts of students about environmental 

problems via the cartoons they drew and found that the students reflected their socio-economic 

environment on their cartoons. Van Wyk (2011) stated that use of cartoons positively developed the 

constructive and collaboration-based learning between peers.   

Examining the studies on cartoons; it is possible to say that cartoons usually increase the 

course success in the Social Studies class, contribute to developing positive attitudes and develop 

creative thinking. In addition, researchers recommend that cartoons be used as a course material and 

necessary studies be conducted to reveal the thoughts of students (Karakuş, Palaz, Kılcan, Çepni 

(2012); Sidekli, Er, Yavaşer, Aydın (2014); Dinç, Öztemur (2016)). Accordingly, the current study is 

noteworthy in terms of revealing the knowledge and views of elementary school students on cartoons 

and children’s rights. Examining the studies conducted; we have encountered no study using cartoons 

related to the children’s right to education as a course material and revealing the knowledge and 

thoughts of students about cartoons related to the right to education. The current study is one of the 

exceptional studies on the use of cartoons related to the girls’ right to education in the classroom and is 

believed to guide further studies.  

In this context the study aimed to examine the knowledge, emotions and views of grade 4 

elementary school students on the right to education via cartoons. In line with this purpose the study 

sought to answer the following questions;  

1) Are students able to perceive what they see in a cartoon correctly and express it in written 

form?  

2) How do students feel about the incident in a cartoon? 

3) What are the comments of students on cartoons according to the items in the Convention on 

the Rights of the Children? 
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METHOD 

Study Model 

The study was configured as a case study which is among qualitative research designs. Case 

study is an approach commonly used in qualitative research and also a study method which handles a 

current case within the frame of its own real life. In addition, it is a research method enabling the 

researcher who centers upon the questions “how” and “why”, to profoundly examine an uncontrollable 

case or event (Yıldırım and Şimşek, 2008, p. 289). The study adopted a descriptive case study method. 

By this way the study profoundly examined whether the students perceived the cartoons correctly or 

not, how they felt about the cartoons and how they interpreted the cartoons according to the 

Convention on the Rights of the Children. 

Study Group 

The study used the convenience sampling method to choose the study group. The study chose 

the grade 4 students receiving education as the only class in an elementary school where the second 

researcher worked, in order to provide convenience in terms of time and space. The study included 14 

male, 16 female students and a total of 30 students from grade 4. In the study the names of the students 

were kept confidential. The students were coded as S1, S2, S3. 

Data Collection Tool and Data Collection Process  

The study collected the data via a worksheet containing three cartoons and three open-ended 

questions about the cartoons. Specific studies use worksheets as a data collection tool (Kutlu and 

Ahioğlu, 2005; Ersoy, 2010). Open-ended questions are among alternative status determination 

methods used as a data collection tool (Kutlu, Doğan and Karakaya, 2009). As a matter of fact, the 

current study also used open-ended questions to reveal the views of the students on cartoons. 

Following are a cartoon example included in the worksheet and questions about each cartoon;  

 

Image 1. Cartoon 1 Used in the Study (Reference: www.hurriyet.com.tr, 2019) 

a) What do you see when you examine the cartoon?  

b) How would you feel if you were the child in the cartoon and were treated like that? 
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c) With which item in the Convention on the Rights of the Children does the incident in this 

cartoon contradict? Why?  

The study received opinions from two domain experts to determine the convenience of the 

cartoon and questions in the worksheet for grade 4 elementary school students and their correlation 

with the right to education and presented these opinions to three classroom teachers. The experts and 

teachers stated that the worksheet was convenient for the level of the students and contained a message 

about the right to education. During the data collection process the second researcher primarily 

explained the students the purpose of the study in grade 4 that volunteered in the school within the 

scope of the study. Then he/she applied the worksheet to the students in one course hour 

(approximately 40 minutes).  

Analysis of the Data 

The study analyzed the data acquired via content analysis. Yıldırım and Şimşek (2008) 

suggest that the main purpose in content analysis is to conceptualize the data acquired, arrange them in 

a logical way and detect the themes explaining the data accordingly. The study analyzed the data in 

line with the following procedures.  

• Breakdown of the answers in the worksheets was created individually according to the 

order of questions. 

• Based on the data collected, a thematic framework was created and the themes specified 

were coded. 

• The researchers individually conducted the coding process and determined the statuses 

with consensus and dissensus. The reliability was found to be 89% by calculating the 

reliability formula [p= Consensus / (Consensus + dissensus)] proposed by Miles and 

Huberman (1994). According to Miles and Huberman (1994), in order to accept a study 

as reliable, its reliability percentage should be above 70%.  

• In line with the thematic framework created, the data was read and frequency values of 

the themes were obtained. These themes were grouped under main topics. Subthemes 

were created under the aforementioned main themes and frequency values were obtained 

for each answer.  

• In addition, the student views were directly quoted in order to increase the reliability in 

the study.  

FINDINGS 

The study presented the findings obtained in three topics as what the students see in the 

cartoon, their emotions about the incident in the cartoon and their comments on the cartoon according 

to the Convention on the Rights of the Children. The student answers were tabularized as frequency 

and percentage. After interpreting the answers, the relevant student views were directly quoted.  

What the Students See in the Cartoon 

Table 1 demonstrates the frequency and percentage distributions of the findings related to the 

answers of the students to the question “What do you see when you examine the cartoon?”.  
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Table 1. Frequency and Percentage Distributions Related to the Answers of the Students to 

What They Saw in the Cartoon 

Student Answers Cartoon 1 Cartoon 2 Cartoon 3 

f % f % f % 

Right  16 53 14 47 11 50 

Partly right 12 40 11 36 9 17 

Wrong  2 7 5 17 10 33 

Total 30 100 30 100 30 100 

 

Examining Table 1; of the 30 students who took part in the study, 53% coded the question 

related to what they saw in cartoon 1 to be “right”, 40% coded it to be “partly right” and 7% coded it 

to be “wrong”. Right answers were as follows: “The girl reaches out to grab her book but a dirty foot 

stops her.” (S3), “The father will send his daughter who wants to read a book to work, because she is 

wearing a uniform.” (S8), “A dirty foot prevents the child from grabbing the book.” (S10), “I think an 

old foot is hurting the girl and doesn’t want the girl to grab the book.” (S17). Partly right answers were 

as follows: “The father doesn’t want the girl to read a book.” (S5), “The old foot doesn’t like the girl.” 

(S9), “The girl tries to grab the book.” (S20). Wrong answers were as follows: “The owner of the book 

will not allow her to grab the book.” (S1), “The girl has committed an offense and her father is 

punishing her.” (S27), “The child has fallen down.” (S29).  

Examining the cartoon; at first glance we see a girl who has fallen down, a book on the floor 

and a dirty foot. When we divide the cartoon into four parts, we see a sad girl who has fallen down, a 

dirty male foot with pieces of hays on it, the hand of a girl trying to reach the book and an open book. 

The students were able to express what they saw clearly and correctly when they were asked to write it 

down. Wrong answers were possible wrong statements about the cartoon and none of the students 

tended towards an unrelated subject.  

Of the 30 students who took part in the study, 47% coded the question related to what they 

saw in cartoon 2 to be “right”, 36% coded it to be “partly right” and 17% coded it to be “wrong”. 

Right answers were as follows: “There are two workers in the cartoon. One of them is the mother and 

the other one is the girl. There is a school uniform at the back. The mother and the girl are workig in a 

field.” (S10), “There is yellow grass. The mother and the girl are working. There is the girl’s school 

uniform at the back.” (S25). Partly right answers were as follows: “There are two people working in a 

field.” (S1), “The field is very big. The girl and her mother are working.” (S6), “There is a school 

uniform. I think it is the girl’s.” (S13), “There are two working people and a little house.” (S30). 

Wrong answers were as follows: “The child is picking grapes in the field.” (S2), “The mother and the 

child have come to the field to work for summer. We too go to our field in summer.” (S14). 

 Examining cartoon 2; at first glance we see a woman and a girl working in a field. When we 

divide the cartoon into four parts and examine it, we see a house far from the field, a girl’s school 

uniform hung instead of a scarecrow, a woman working in the field and a girl. Examining the views of 

the students on what they saw in cartoon 2; 47% were able to explain what they saw in the cartoon 

correctly. The students giving wrong answers did not focus on the school uniform on the scarecrow 

and they missed the details. In cartoon reading activities, the cartoon is primarily divided into four 

equal parts and each part is discussed. We believe that such a training to be organized for students will 

increase the cartoon reading skill and interpretation ability of students.  

Of the students, 50% coded the question related to what they saw in cartoon 3 to be “right”, 

17% coded it to be “partly right” and 33% coded it to be “wrong”. Right answers were as follows: 

“Teacher, there is a school and children are playing. Moreover, there is a bad guy trying to take a girl.” 

(S8), “In the cartoon there is a man taking a girl away from the school.” (S10), “There are people 

playing and there is a man taking the girl out of the play.” (S17), “In the cartoon there are a man, a 

school and six children. The girls are jumping a rope and the boys are playing football. There are lots 

of stars on the ground. A man is abducting a girl.” (S24). Partly right answers were as follows: “The 
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father is taking his daughter who wants to play from the school.” (S5), “The father doesn’t want his 

daughter to play.” (S13), “The school is on playtime. A man is abducting a girl.” (S25). Wrong 

answers were as follows: “They did drawing at school and he is taking her home.” (S2), “The child 

playing wants to go to a wedding.” (S22). 

 Examining cartoon 3; at first glance we see five children playing, a school, a schoolyard and a 

man trying to take a girl to a bridal car forcefully. When we divide the cartoon into four parts and 

examine it, we see three girls jumping a rope smiling in the schoolyard, two boys playing football 

happily and an ignorant-looking man in black taking a girl to a black car adorned like a bridal car. 

Examining the student answers; although the students understood that the bad guy was taking the girl 

from the school, they had different views on why he was doing that. This was because the students had 

no idea about the early marriage issue. However, the girl being taken from the school forcefully on 

which they all agreed, shows that they were aware that something was not right.  

Emotions of the Students about the Incident in the Cartoon  

Table 2 demonstrates the frequency and percentage distributions of the findings related to the 

answers of the students to the question “How would you feel if you were the child in the cartoon and 

were treated like that?”. 

Table 2. Frequency and Percentage Distributions Related to the Emotions of the Students about 

the Incident in the Cartoon   

Student Answers Cartoon 1 Cartoon 2 Cartoon 3 

F % F % f % 

Sorrow and compassion  18 60 15 50 13 43 

Happiness - - 3 10 3 10 

Astonishment  4 13 - - - - 

Excitement - - - - 6 20 

Anger  1 3 2 7 2 7 

Not interested  2 7 2 7 - - 

No answer 3 10 5 17 3 10 

Feeling nothing 2 7 3 10 3 10 

Total 30 100 30 100 30 100 

 

Examining Table 2; 60% of the students felt sorrow and compassion about the incident in 

cartoon 1, 13% felt astonishment and 3% felt anger. Of the views specified on this subject, 7% were 

coded to be unrelated answers and 10% were coded to be no answer. 7% of the students stated that 

they felt nothing about the incident in the cartoon.  

 The student answers on this subject were as follows: “When I first saw the cartoon I felt so 

sad. I used to get hurt a lot, too.” (S2), “He shouldn’t step on the girl’s hand. She must have been in a 

lot of pain and cried.” (S6), “It is so cruel that he is stepping on her with his dirty foot.” (S9), “I would 

feel upset.” (S11), “I would say ‘Why is he doing this?’.” (S12). 

Of the students, 50% felt sorrow and compassion about the incident in cartoon 2 and 10% felt 

happiness. 17% of them expressed their emotions on this subject with no answer. Of the students, 10% 

stated that they felt nothing about the incident in the cartoon and 7% gave unrelated answers.  

The student answers on this subject were as follows: “I felt so sad.” (S3), “I would feel sad if I 

didn’t go to school.” (S4), “I would be really happy with my mother.” (S14), “I would be happy to be 

helping.” (S21), “I would feel sad if I didn’t go to school.” (S30). 

Of the students, 43% felt sorrow and compassion about the incident in cartoon 3, 20% felt 

excitement, 10% felt happiness and 7% felt anger. 10% of them expressed their emotions on the 
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incident in cartoon 3 with no answer. 10% of the students stated that they felt nothing about the 

incident in the cartoon.  

 The student answers on this subject were as follows: “I would feel sad.” (S18), “I would be 

mad if he took me from the play.” (S20), “It is great to play.” (S28), “I would feel sad if he took me 

from the school and tore me apart from my friends.” (S29). 

Examining the student answers; 44% stated that they felt sad about the incident in the cartoon.   

Examining the answers of the students related to their emotions about the incident in the 

cartoon; the students solved the emotion that was meant to be given in the cartoon and made mood 

descriptions accordingly. Examining the student worksheets; the students usually expressed their 

thoughts with just one word and there were few students writing a sentence. In addition, there were 

few students using an anger statement about the incident in the cartoon. Most students stated that they 

felt sad about the incident in the cartoon. 

The Student Comments on Cartoons According to the Convention on the Rights of the 

Children  

The Convention on the Rights of the Children is a legal text defining the rights of the children 

in the widest sense. Basic principles in the convention are showing no discrimination (Item 2), the best 

interests of the child (Item 3), the right to life and development (Item 6) and respecting the opinions of 

the child (Item 12). Other principles and provisions in the convention are collected under the main 

headings of life, development, protection and participation (Uçuş, 2009). 

The current study divided and themed the student answers into four categories according to 

the Convention on the Rights of the Children, just like the categorization of the rights in the study 

conducted by Özdemir-Uluç (2008) and Akyüz (2000). These themes of rights are the right to life, 

development, protection and participation. The Right to Life theme includes children’s rights such as 

the fundamental right to health and service, the right to live in a good environment and the right to 

evaluate leisure and cultural activities. The Right to Development theme includes rights such as the 

right to family environment and alternative care, the right to social service, the right to education and 

quality of education and the right to teach children’s rights. The Right to Participation theme includes 

rights such as the right to present an opinion and express opinions, the right to freedom of religion-

thought and conscience, the right to form association and the right of privacy. The Right to Protection 

theme includes rights such as respecting personal differences, preventing discrimination and protecting 

against abuse and negligence. In this context the study evaluated the right to education within the right 

to development theme. 

Table 3 demonstrates the frequency and percentage distributions of the findings related to the 

answers of the students to the question “With which item in the Convention on the Rights of the 

Children does the incident in this cartoon contradict? Why?”  

Table 3. Frequency and Percentage Distributions Related to the Student Comments on Cartoons 

According to the Convention on the Rights of the Children  

Student Answers Cartoon 1 Cartoon 2 Cartoon 3 

F % f % F % 

Right to life 16 53 4 13 2 7 

Right to development 8 27 13 43 7 23 

Right to protection 3 10 5 17 7 23 

Right to participation - - 2 7 6 20 

Unrelated   3 10 6 20 8 27 

Total 30 100 30 100 30 100 
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Of the student answers to the question “With which item in the Convention on the Rights of 

the Children does cartoon 1 contradict?”, 53% were collected under the right to life. 27% of the 

students mentioned the right to development and 10% mentioned the right to protection. None of the 

students mentioned the right to participation and 10% gave answers which were not related with 

children’s rights.  

The student answers were as follows: “Here he destroys the right to life. The child may die.” 

(S7), “Every child has the right to life.” (S12), “I think the cartoon focuses on being unable to use the 

right to education.” (S15), “The parents have to protect the child. According to the convention, noone 

can harm the child.” (S28). 

Of the student answers to the question “With which item in the Convention on the Rights of 

the Children does cartoon 2 contradict?”, 43% mentioned the right to development, 17% mentioned 

the right to protection, 13% mentioned the right to life and 7% mentioned the right to participation. 

20% of the students gave answers which were not related with the question.  

The student answers were as follows: “It’s the men who should work in the field. Children 

cannot be made work. There is a child here who is unable to use her right to education.” (S19), 

“Education is every child’s right.” (S21).  

Of the student answers to the question “With which item in the Convention on the Rights of 

the Children does cartoon 3 contradict?”, 23% mentioned the right to development and protection, 

20% mentioned the right to participation and 7% mentioned the right to life. 27% of the students gave 

answers which were not related with the question.  

The student answers were as follows: “There is a child who can’t use her right to play. Other 

children can use it.” (S13), “The child can’t use her right to go to school. The man is mean. The child 

should be protected from bad people.” (S18), “In the cartoon there is a girl who is married off while 

she needs to go to school. Young children can’t just get married.” (S30).  

The answers of the students to the question “With which item in the Convention on the Rights 

of the Children does the cartoon contradict?” revealed that the students knew the right to education. As 

well as the right to education, most of the students were aware that children had specific rights such as 

being protected from all kinds of violence and being protected by their parents. They stressed the early 

marriage of girls and duties of the state in protecting children’s rights.  

DISCUSSION AND CONCLUSION 

The study revealed whether the grade 4 elementary school students were able to perceive the 

cartoons related to the right to education correctly or not, how they felt about the incident in the 

cartoons and their comments on the cartoons according to the Convention on the Rights of the 

Children.  

The first question in the worksheet aimed to measure whether the students were able to 

perceive what they saw in the cartoon correctly or not. This question was an important phase for 

analyzing the incident in the cartoon accurately. Unless the incident in a cartoon is understood 

correctly, the message that is intended to be given in the cartoon may not be perceived correctly. As a 

matter of fact the study result also demonstrated that the students reading the cartoon correctly also 

interpreted it correctly. The study conducted by Yüksel and Adıgüzel (2012) revealed that the students 

were able to analyze the incident, phenomenon and case in cartoons healthily as long as they 

understood the cartoons correctly. Based on this result, we think that enabling students to mingle with 

cartoons and creating classroom environments supported by cartoons may develop the ability of 

students to perceive latent messages.   
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When students are asked to write down what they see in a cartoon, most of them are unable to 

notice little details. However, latent messages given in details in visual reading are crucial. Cartoon 

reading lessons to be given to students should first teach them how to examine a cartoon by dividing it 

into four equal parts and then the strategies to see the whole. The students did not go by these 

strategies when writing down what they saw.  

The second question in the worksheet aimed to reveal the emotions of the students about the 

incident in the cartoon. Ability of students to reveal their emotions about a case, an incident or a 

matter is a noteworthy phase for them to internalize that incident. In the current study the students 

behaved timidly when explaining their feelings and expressed them with fewer words. This might be 

related with a lack of visual reading skills in the students and their inability to perceive the message in 

the cartoon. It is possible that they did not know the meaning of the feeling mentioned in the question 

“How do you feel?” which was addressed to them related to the cartoon. In spite of the presence of 

many different views like even if they knew the meaning of the concept, they might be insufficient in 

writing down their thoughts, the aforementioned situation might be related with a lack of skill in 

people to express their feelings in general. As a matter of fact, Ersoy (2010) stated in his study that the 

students’ explanation of their feelings in different ways may be related with what the concept of 

feeling meant to them and their misperception about the concept of feeling. However, this should not 

be interpreted as a negativity or deficiency in terms of use of cartoons in examining the value 

acquisitions of students. On the contrary cartoons may have an important function in understanding 

why students think wrong, their misconceptions and how they structure the knowledge.  

 The third question in the worksheet aimed to reveal the student comments on the cartoon 

according to the Convention on the Rights of the Children. Most of the students stated that the 

cartoons were about the right to education. However, they had quite a narrow view of the subject. 

Although the students knew that they had the right to education, their comments on the right to 

education which was not used in the cartoons were inadequte. This can also be because students 

seldomly conduct cartoon interpretation activities. We think that as long as students are subjected to 

such activities in further processes, their cartoon interpretation activities will develop better. As a 

matter of fact Akkaya (2011) and Koçoğlu (2012) stated in their cartoon-aided education study that 

self-expression and interpretation abilities of the students had developed and they expressed positive 

opinions about cartoon-aided education.  

Examining the answers of the students to the questions in the worksheet; the answers to the 

third cartoon were shorter and inattentive. This might be related with the decrease of interest in the 

cartoons. Additionally we should pay attention to not using cartoons excessively like other teaching 

strategies. Otherwise their impacts may decrease. It is recommended that different visual-audial 

programs accompany cartoons. As a matter of fact teachers should balance between the type of the 

program which is intended to be taught to students and the content (Bahrani and Soltani, 2011). 

When interpreting the cartoons the students added their own emotions and thoughts. From this 

point of view it is possible to reveal clues about the lives of the students. For example, we can 

examine the experiences of the students who gave answers like “Her father may be beating her.” and 

“How lucky she is for having her mother with her.”.  

As a consequence the study revealed that the elementary school students correctly understood 

the cartoons related to the right to education which were showed to them and used correct words in 

their comments. In addition, the study found that as long as cartoons are used appropriately and 

correctly, they can be used as a strong alternative to quantitative data collection tools. In this context 

the study is expected to help researchers.   

Recommendations for the results of the study were as follows:  

• The students noticed that the cartoons were related with the right to education, which 

shows that they had cartoon reading skills. However, the students did not know the 
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technics to use in cartoon reading and they expressed their thoughts in comments with 

fewer words. We believe that the cartoon reading and interpretation training to be 

provided to students will develop their ability to express their thoughts even further.   

• Cartoon-aided studies to be conducted with students may require students to draw a 

cartoon on the subject. Yaman and Öztürk (2018) stated in their study that the students 

enjoyed the cartoon activities conducted during the implementation process and felt 

happy to share their cartoons with their friends. Considering the effective use and 

attraction of technology today; students can enrich the course content by drawing their 

own cartoons with the help of cartoon programs such as ToonDoo and Comica at the end 

of a cartoon-aided course plan.  

• According to the study result, the students who took part in the study were able to explain 

their knowledge, emotions and thoughts about their rights in written form via cartoons. 

Studies can be conducted on cartoons with research designs in observation and action 

research form in order to reflect the classroom environment during the children’s rights 

education process.  

• The issue of children’s rights has a content which can be supported by visuals with both 

humor and thought dimensions just like cartoons. Further studies can examine the 

outcomes of a cartoon-aided course teaching related to the right to education.  
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Tendencies of High School Students: A Longitudinal Study 

 

Azmi Türkan i 

Siirt University 

 

Abstract 

Getting insufficient efficiency from the educational system can lead individuals to supplementary 

tutoring such as private tutoring. Due to the fact that private tutoring is taking more part in our lives 

day by day and that the Covid-19 pandemic can lead individuals to private tutoring, the purpose of this 

study is to; longitudinally identify how the Covid-19 period affects private tutoring tendencies of high 

school students. In order to identify how the Covid-19 pandemic period affected high school students’ 

private tutoring tendencies, data concerning private tutoring tendencies of the students before the 

Covid-19 period and during the Covid-19 pandemic period were collected for the study. The 

longitudinal screening model, a quantitative design, was used in the study. The participant group 

consists of 133 students who took part in the first and second implementation. The “Private Tutoring 

Tendency Scale” was used in collecting data. According to the study, it was identified that the Covid-

19 pandemic period in general increases the private tutoring tendencies of students. 
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INTRODUCTION 

A competitive atmosphere is a natural outcome in countries where passing to upper 

educational grades takes place through exams. In this competitive atmosphere, students put more 

effort so as to get into a better institution and have to spare more time to study. Today’s educational 

programs focus on the personal characteristics of individuals. In our era where competition, exam 

systems and individual abilities are underlined in choosing professions, educational systems provide 

the opportunity to discover individual abilities. Thus, efforts that individuals put for exams have 

surpassed their school performances (Turkish Education Association, TED, 2010). In addition, 

providing remedial learning supports for students has emerged as a natural result of competitive 

atmospheres. Private educational institutions, which provide individual ability and characteristic 

oriented education and where less number of students are present, have become widespread. Along 

with courses conducted with less number of students, one-to-one private tutoring is also in the 

foreground of these private educational institutions. The term private tutoring is frequently used today 

and is also a term which we may frequently encounter in the future.  

History and Definition of Private Tutoring 

Gündüz (2003) states that one-to-one private tutoring dates back to before the Roman and 

Greek scripts. It was observed that private tutoring was prominent in the middle ages via the church 

and during the 1200’s in the United Kingdom noble families provided private tutoring to their children 

(Gordon & Gordon, 1990). A similar case was observed in the Seljuk and Ottoman empires. It is stated 

that members of the dynasty were declared qualified by being provided private tutoring (Akyüz, 

2015). 

Private tutoring is defined differently by different researchers. Private tutoring is defined as 

courses parallel with school lessons that are taken out of school (Bray et al., 2015).  Another definition 

of private tutoring is, lessons that are individually paid for (Demirer, 2011; Ireson, 2004). Hong and 

Park (2012) define private tutoring as a, service given to family or students for individuals or private 

entrepreneurs to earn money. Based on the definitions, Türkan (2019) defines private tutoring as; 

tutoring provided by teachers, university students or people from professions such as engineering in 

return of money for students to make up for their lessons, increase their academic achievements and 

give psychological support.  

Dimensions of Private Tutoring 

With respect to the definitions, it is possible to examine private tutoring under four 

dimensions named as the academic, affective, socioeconomic and intentional dimension (Türkan & 

Çeliköz, 2016).   

 

Figure 1. Dimensions of Private Tutoring 
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When examined academically, it is evident that private tutoring is a crucial factor in making 

up for deficiencies in school lessons (Bray, 2007; Mischo & Haag, 2002) and increasing success in 

tests or large scale exams (Silova, 2009). Private tutoring aims at supporting mental processes of the 

students by assisting them with their homework (Bray & Lykins, 2012). On the other hand, it is 

underlined that private tutoring has no benefits for academic developments of the individuals (Guill & 

Bos, 2014; Smyth, 2008) and limits the students by giving them a limited perspective (Bray, 2009; 

Bray & Lykins, 2012). With respect to the affective dimension of private tutoring, it is underlined that 

private tutoring positively affects students concerning motivation, interest (Bray et al., 2013), will 

(Türkan, 2019) as well as psychologically affecting the families of the students (Davies, 2004; Davis, 

2013; Guill & Bos, 2014). It is stated that private tutoring can have negative effects such as students' 

being unwilling for school lessons (Bray, 2007) or encountering stress in lessons (Suante, 2017). 

One other dimension of private tutoring is the socioeconomic dimension. When the fact that 

passing to upper educational grades takes place through competition based exams is considered, 

remedial lessons like private tutoring can lead to differentiation among students (Yıldızhan, 2015). 

This leads to socioeconomic inequality in favor of children from families with high financial potentials 

(Bray & Kwo, 2014; Ireson, 2011). Private tutoring can sometimes negatively affect school systems 

(Suante, 2017), in fact cause teachers to avoid school courses (Ireson, 2011) by urging them to resort 

to private tutoring due to insufficient salary (Özder, 2013). The fourth dimension of private tutoring is 

titled as the imperative dimension. Tendencies of the students for private tutoring are determined in 

the imperative dimension. Competition is considered the most important factor in the tendencies of 

students (Saracaloğlu et al., 2014; TED, 2010). Differences among schools (Yıldızhan, 2015), 

excessive classroom size (Bray & Lykins, 2012) and the pressure caused by the family or relatives 

(Rutz & Balkan, 2016) are among the factors that urge students to private tutoring.  

Types of Private Tutoring 

It is observed that there can be different types of private tutoring and the classifications in the 

literature differ (Zhang & Liu, 2016). Türkan (2019) categorizes private tutoring under three titles as 

one-to-one private tutoring between the teacher and students, desk-based (small group) private 

tutoring between the teacher and a few students and private tutoring through education coaching which 

deals with students comprehensively by motivating them. One-to-one private lessons come to mind 

initially when private tutoring is mentioned.  

Importance and Purpose of the Study 

Today, it is evident that private tutoring is rapidly taking position in the educational system. 

TED (2010) expresses that private tutoring is experienced in the first year of primary school stage. 

Private tutoring is also commonly preferred in Far Eastern countries such as South Korea and Japan 

(Bray, 2009; Lee, 2013; Türkan, 2019). In addition, it is observed that private tutoring is expanding 

more in the lives of students day by day in America and European countries (Demirer, 2011; Ireson, 

2011; Kassotakis & Verdis, 2013). The Covid-19 pandemic observed worldwide led to a change in 

many ways in educational systems. Many countries verged towards distance education for a while. 

Students and parents that tended towards distance education failed to get enough efficiency from the 

education they received (Genç & Gümrükçüoğlu, 2020). Similarly, it is stated in the study conducted 

by Bakioğlu and Çevik (2020) that students failed to get sufficient output from the online education 

during the Covid-19 period. The students being passive in distance education resulted in getting 

insufficient efficiency (Fourie, 2001; Odabaş, 2003; Cheng, 2020; Türkan et al., 2020). It is believed 

that lack of educational efficiency lead students to supplementary education such as private tutoring. 

Private tutoring is taking more part in our lives day by day and individuals are urging to private 

tutoring more due to the Covid-19 pandemic. With this respect, the purpose of this study is to; 

longitudinally identify how the Covid-19 period affects private tutoring tendencies of students. Thus, 

answers for the following questions were sought: 
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1. What’s the level of the students’ state of taking private tutoring before the Covid-19 

period? 

2. What’s the level of the students’ state of taking private tutoring during the Covid-19 

period? 

3. Does the Covid-19 period significantly affect private tutoring tendencies of the students?   

METHOD 

Research Design 

How the Covid-19 pandemic period affected high school students’ private tutoring tendencies 

was examined in this study. With this respect, the difference between private tutoring tendency levels 

of the students before the Covid-19 pandemic period and during the pandemic was identified in this 

study. The repeated longitudinal screening model, one of the quantitative research designs, was 

preferred in the study as the data are collected from the same sample group from different periods of 

time. Differentiation in the specific states of participants of a group during different periods is usually 

identified in the repeated longitudinal screening model (Fraenkel & Wallen, 2009; Harrison & Hefner, 

2006; Marczky et al., 2005). Data of the study were collected at different times from the same sample 

group. 

Group of Participants 

The participant group of the study consists of students studying in a public school in the 

Southeastern Anatolia Region of Turkey. Having a medium level success throughout the province was 

taken as a basis in selecting the school. The reason why this type of school is preferred is the 

coexistence of individuals with different socioeconomic and academic achievements. The participant 

group of before the Covid-19 pandemic period consists of 185 students studying in year 9. during the 

fall semester of the 2019-2020 academic year. The participant group of during the Covid-19 pandemic 

period consists of 143 students studying in year 10. during the fall semester of the 2020-2021 

academic year. Some students who participated in the first implementation were not reached due to the 

pandemic period. It was observed that 10 students who participated in the second implementation 

didn’t participate in the first implementation. The final participant group of the study consists of 133 

students who took part in the first and second implementation. Distribution of the participants 

concerning gender and state of taking private tutoring is given on Table 1.  

Table 1. Distribution of Gender and State of Taking Private Tutoring 

 Variable N % 

Gender Female 57 42.9 

Male 52 39.1 

Empty 24 18 

Total 133 100 

State of Taking Private 

Tutoring 

Yes 28 21.1 

No 87 65.4 

Empty 18 13.5 

Total 133 100 

 

It is evident on Table 1 that 43% of the participants are female, 39% are male and 18% of the 

participants didn’t specify their gender. One other point examined in Table 1 is whether or not the 

students have taken private tutoring. It is evident that 21% of the participants took private tutoring, 

65% didn’t take private tutoring and 14% didn’t give any statements about taking private tutoring. 
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Data Collection Tool 

The “Private Tutoring Tendency Scale” developed by Türkan and Çeliköz (2016) was used as 

the data collection instrument of the study. The scale developed aims at detecting private tutoring 

tendencies of high school students. The scale consists of 33 items gathered under 4 factors. The scale 

consists of the; “Cognitive Dimension” (11 items), “Affective Dimension” (9 items), “Imperative 

Dimension” (6) and “Socioeconomic Dimension” (7) factors. Items of the study account for 44.53% of 

the total variance and the item total value ranges between 0.51 and 0.82. The reliability values of the 

scale were observed as 0.84 for the Cronbach’s Alpha and 0.71 for the “Test Re-Test” value. The scale 

is grouped into two sections consisting of descriptive information and tendency items. The 5 point 

Likert type was used in carrying out the scale. The data collection instrument was conducted twice in 

year 2019 and 2020.  

Research Process 

At the beginning of the research process, the purpose of the study was determined as 

identifying how private tutoring tendencies of students change in four years starting from year 9. With 

this respect, private tutoring tendency data of the students in year 9. were collected during the 2019-

2020 fall semester. Face-to-face educational activities were interrupted by the Covid-19 pandemic 

period that arose in 2019-2020 spring term. Due to the fact that out-of-school supplementary education 

tendencies of students may have changed during this period, the purpose of the study was revised as 

comparison of private tutoring tendencies of students before the Covid-19 and during the Covid-19 

period. The data collection process during the first phase of the study was carried out by the 

researcher. It was observed that the participants answered the scale items in 9-17 minutes. The 

collected data were integrated to the computer. Interviews were conducted with school administrators 

when collecting the data for the second phase of the study. It was decided that data will be collected 

face-to-face in case of returning to face-to-face education. However, based on the explanations of the 

authorities during the period, it was assumed that year 10. students will not receive face-to-face 

education during the 2020-2021 fall term. As a result of the interviews with school administrators, it 

was decided to collect scale data online. Scale items were transmitted to online media and delivered to 

year 10. students through communication media. Teachers delivered the scales to the students via 

communication groups they set with their classroom and informed the students to fill them. The 

teachers informed the students that they had one week to fill in the scales. When data of the students 

are examined, it is evident that 10 of the 143 forms filled in online belonged to students who didn’t 

take part in the first implementation. It was observed that 133 data belonged to students who 

participated in the first and second implementation. It was crucial for students to participate 

voluntarily while collecting face-to-face and online data. Necessary permissions were obtained from 

the Provincial Directorate for National Education. Stages of the research process are given on Table 2. 

Table 2. Research Process 

Process Implementation 

Time 

Data Resources Data collection 

instruments 

Way of data 

collection 

Data analysis 

Before Covid-19 

Pandemic 

2019-2020 Fall 

Semester 

Year 9. Students  

(Pre 

Implementation) 

Private 

Tutoring 

Tendency Scale 

Face-to-face 

(School Setting)  
Paired 

(dependent) 

Samples  

t-test 
Covid-19 

Pandemic Period 

2020-2021 Fall 

Semester 

Year 10. Students  

(Post 

Implementation) 

Private 

Tutoring 

Tendency Scale 

Distant 

(Online Setting) 

 

Data Analysis 

The SPSS 25 software was used in analyzing the study data. The paired (dependent) samples 

t-test was conducted in order to identify the differences between the pre implementation and post 

implementation. According to Pallant (2016) and Büyüköztürk, Çoklu and Köklü (2012) the paired 

(dependent) samples t-test is used in comparing two data sets related to each other. This type of test is 
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separated into two. Preferring different data collected from the same participants is defined as repeated 

measurement, using data sets collected from participants related to each other is defined as the paired 

samples design. Due to the fact that data collected from the same participant group in different periods 

of time was used in this study, the paired (dependent) samples t-test was preferred for data analysis. 

Kurtosis and skewness values were examined so as to identify normality of the data and it was 

observed that data had a normal distribution. Statements expressed in interpreting the tendency 

averages of the participants concerning before and during the Covid-19 period were; “Very Low” for 

the 1.00-1.80 score interval, “Low” for the 1.81-2.60 score interval, “Medium” for the 2.61-3.40 score 

interval, “High” for the 3.41-4.20 score interval and “Very High” for the 4.21-500 score interval. 

FINDINGS 

Findings gathered from the study are given in this section. Research questions were taken as a 

basis when presenting the findings. The finding concerning the extent of private tutoring tendencies of 

the students before the Covid-19 period and during the Covid-19 period is initially presented. The 

finding concerning to how the Covid-19 period affected private tutoring tendencies of students is 

given in the next section.  

Private tutoring tendency levels of the participants 

Tendency levels of the participants before the Covid-19 pandemic period were examined. 

Private tutoring tendency levels of the participants before Covid-19 is given on Table 3 according to 

the dimensions. Average scores, standard deviations and average based interpretation values are given 

on the table. 

Table 3. Private Tutoring Tendency Levels of Students before Covid-19 

Factor N �̅� S.D. S.E. Interpretation 

Cognitive Tendency Dimension 133 2.95 .57 ,05 Medium 

Affective Tendency Dimension 133 3.07 .67 ,06 Medium 

Imperative Tendency Dimension 133 2.98 .57 ,05 Medium 

Socioeconomic Tendency Dimension 133 3.23 .71 ,06 Medium 

Total 133 3.05 .45 ,04 Medium 

 

According to Table 3, the socioeconomic tendency dimension is the dimension with the 

highest private tutoring tendency average with 3.23 value. The dimension with the lowest average is 

the imperative tendency dimension with 2.98 value. Private tutoring tendency total score average of 

the participants before Covid-19 was observed to be 3.05. It was observed that private tutoring 

tendencies of the participants before Covid-19 with respect to total scores and dimensions is at 

“Medium” level.    

Private tutoring tendency levels of the participants during the Covid-19 period are given on 

Table 4 based on the dimensions. Average scores, standard deviations and average based interpretation 

values are given on the table. 

Table 4. Private Tutoring Tendency Levels of Students During the Covid-19 Period 

Factor N �̅� S.D. S.E. Interpretation 

Cognitive Tendency Dimension 133 3.22 .50 .04 Medium 

Affective Tendency Dimension 133 3.06 .48 .04 Medium 

Imperative Tendency Dimension 133 3.41 .49 .04 High 

Socioeconomic Tendency Dimension 133 2.91 .45 .04 Medium 

Total 133 3.15 .39 .03 Medium 

 

According to Table 4, the imperative tendency dimension is the dimension with the highest 

private tutoring tendency average with 3.41 value. The dimension with the lowest average is the 
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socioeconomic tendency dimension with 2.91 value. Private tutoring tendency total score average of 

the participants during Covid-19 was observed to be 3.15. It was observed that private tutoring 

tendencies of the participants during Covid-19 with respect to total scores and the cognitive, affective 

and socioeconomic dimensions are at “Medium” level and at “High” level for the imperative 

dimension.    

Effects of the Covid-19 period on private tutoring tendency levels of the participants 

Private tutoring tendency levels of the participants before and during the Covid-19 period 

were examined. The graphic concerning the change between the pre and post implementations of the 

participants is presented on Figure 2. 

 

Figure 2. Pre-Post Implementation Change Graphic 

The change in private tutoring tendency levels of the students before Covid-19 and during the 

pandemic period is presented on Figure 2. It is evident that private tutoring tendency scores of the pre 

implementation are generally lower.   

Differentiation states of the participants’ tendency levels before the Covid-19 period and 

during the period are examined on Table 5. Average scores, standard deviations, t scores and 

significance levels (p) are given on the table.  

Table 5. Differentiation state of private tutoring levels before and after Covid-19  

Dimension Evaluation N �̅� s.s. sd t p Cohen’s d 

Cognitive 

Dimension 
Pre Test 133 2.95 0.57 

132 -6.31 0.00 .55 
Post Test 133 3.22 0.50 

Affective 

Dimension 
Pre Test 133 3.07 0.67 

132 0.12 0.91 - 
Post Test 133 3.06 0.48 

Imperative 

Dimension 
Pre Test 133 2.98 0.57 

132 -8.80 0.00 .76 
Post Test 133 3.41 0.49 

Socioeconomic 

Dimension 
Pre Test 133 3.23 0.71 

132 5.69 0.00 .49 
Post Test 133 2.91 0.45 

Total Pre Test 133 3.05 0.45 
132 -7.98 0.00 .69 

Post Test 133 3.15 0.39 
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It is evident on Table 5 that there is an increase in the private tutoring cognitive tendency 

dimension, imperative tendency dimension and socioeconomic tendency dimension and total scores of 

the participants in favor of the second implementation. According to the Table, there is a decrease in 

the affective tendency dimension of the participants. The increases in the cognitive tendency dimension 

(t(132)=-6.31, p<0.01), imperative tendency dimension (t(132)=-8.80, p<0.01), socioeconomic tendency 

dimension (t(132)=5.69, p<0.01)) and the total tendency score (t(132)=-7.98, p<0.01) were observed to be 

statistically significant. Because the items of the socioeconomic dimension are reverse items, a 

decrease in the statistical value refers to an increase in socioeconomic difference. In other words, 

participants stated that the socioeconomic difference increased more with private tutoring during the 

pandemic period. It is evident that the decrease in the affective tendency dimension is not statistically 

significant. In other words, it can be expressed that private tutoring tendencies of the participants have 

increased in general during the Covid-19 pandemic period.  

DISCUSSION, CONCLUSION AND SUGGESTIONS 

The purpose of the study is to determine whether or not the Covid-19 pandemic period affects 

private tutoring tendencies of students. With this respect, tendency levels of the students before the 

pandemic and during the pandemic were identified. With respect to the dimensions and total scores, it 

is evident that private tutoring tendencies of the participants are at “Medium” level before the Covid-

19 and during the Covid-19 period. However, it was observed that the imperative tendency dimension 

is at “High” level during the Covid-19 pandemic period. According to the findings, private tutoring 

tendencies of the participants increased in general during the pandemic period. It was observed that 

there was an increase not only at the affective dimension but also at the other dimensions. According 

to the study conducted by Cullinane and Montacute (2020), demands for private tutoring have 

increased during the pandemic period and private schools are offering one-to-one private tutoring so as 

to assist students. According to Major, Andrew and Stephen (2020), families provide private tutoring 

to their children during the pandemic when the schools are closed so as to make up for their learning 

deficiencies. Students are generally passive in courses that are carried out through distant education 

due to lack of communication and this results in carrying out courses in an unproductive manner 

(Cheng, 2020; Fourie, 2001; Odabaş, 2004).  It is assumed that failing to get the desired level of 

efficiency from distant education courses has urged students to tutoring where they can get one-to-one 

efficiency. It is believed that the reason why private tutoring tendencies of students didn’t increase 

affectively is because individuals are bored from being lonely during the pandemic period, thus, they 

prefer the crowded school settings where courses are conducted collectively. It is assumed that 

students don’t affectively prefer one-to-one tutoring that individualizes them. The reason for this is 

because individualization can affectively disturb students during this period. Related studies indicate 

that psychologies of individuals negatively get affected when they stay at home alone (Brooks et al., 

2020; Leung et al., 2020). Similarly, Karip (2020) states that staying at home during the pandemic 

causes individuals to feel themselves psychologically disturbed. 

In conclusion, it was observed that private tutoring tendencies of high school students 

significantly increased in general during the Covid-19 pandemic period. On the other hand, it was 

observed that there are no affective differentiations in private tutoring tendencies.  

It was evident that students have supplementary education needs like private tutoring due to 

the insufficiency they encounter in their courses. In order to prevent students from having 

supplementary education needs such as private tutoring, educational institutions should go over their 

services and develop recovery plans. In addition, it is suggested that new researches should examine 

the efficiency of private tutoring taken during this period. One other suggestion is that in-depth 

interviews can be conducted with students who took private tutoring and their parents so as to 

thoroughly identify the reasons of intending to private tutoring during the pandemic. One of the 

limitations of this research was to determine the two-year tutoring tendencies of the students. Another 

limitation is that in-depth information was not obtained by collecting quantitative data within the 

scope of the research.   
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Abstract 

This research aims to explore the views of parents regarding primary school students’ distance 

education experiences, the difficulties they face, the support they need in this process, and their screen 

time during the COVID-19 pandemic period during which face-to-face education was suspended and 

distance education was started.  The sample of the study consisted of 400 parents whose children were 

attending primary school. An online questionnaire was used as a data collection tool. Findings showed 

that children had difficulty in completing the given learning activities during distance education, and 

they needed adult support to complete these activities. In general, the participants stated that they were 

satisfied with the given instruction during the distance education process, but they wanted make-up 

lessons. It was observed that schools carry out educational activities with simultaneous collective 

lessons during distance education, and most of the difficulties children faced were caused by a lack of 

interest and resources. Finally, it was investigated that most of the primary school children spend more 

than 2 hours a day in front of the screen without parental supervision in this process. At the end of the 

research, some suggestions were offered such as planning the instructional activities more 

appropriately by making use of the experiences gained during the pandemic, developing effective 

learning materials by improving the digital knowledge and skills of teachers, and providing various 

pieces of training for parents. 
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INTRODUCTION 

Coronavirus, which emerged in Wuhan, China in the last days of 2019, spread all over the 

world in a short time and changed the lives of societies.  According to the current statistics announced 

by the World Health Organization (WHO), as of June 25, 2021, approximately 179 million 500 

thousand cases have been detected worldwide, and more than 3.8 million people have died (WHO, 

2021). In Turkey, the number of cases exceeded 5 million 380 thousand, and more than 49 thousand 

people died because of COVID-19 (WHO, 2021). Varieties of measures were taken in Turkey to 

reduce the spread of the disease, as in many other countries. Policymakers have come up with some 

necessary actions to be put into effect in social life and public and private institutions. Necessary 

measures were taken in educational institutions as well. Since social distance is one of the most 

effective ways to combat the pandemic, it has also been one of the measures to be followed in 

educational activities at every education level. 

Starting from March 2020, educational activities in Turkey at preschool, primary, secondary, 

and high education levels were conducted either face-to-face (hybrid education, reduced classroom 

sizes, etc.) or completely online depending on the course of the pandemic. Being able to adapt to the 

new situation that started with this sudden transition has been the first goal for teachers, students, and 

parents. Since it is much more difficult for teachers to monitor the learning and development of their 

students during the process of distance education, responsibility-sharing with parents has gained 

importance. It can be said that parental support is much more necessary in distance learning, especially 

since preschool and primary school students need the help of adults more (Lau & Lee, 2020). In this 

context, the tasks of organizing the resources and environment for learning at home, monitoring, and 

supporting educational activities are given to parents. Studies reveal that parental encouragement, 

reinforcement, and modeling in the distance education process have a positive effect on students' 

learning outcomes (Black, 2009). Thus, it can be said that organizing the distance education process 

systematically is one of the determining factors of effective distance education (Tran et al., 2020). It is 

thought that teachers' planning and implementation of effective practices in distance education and 

parents' meeting the demands of teachers and children will reduce possible negative effects. On the 

other hand, there are findings in the literature regarding the conclusion that stress increases when a 

parent perceives an inability to meet parenting demands (Beckerman et al., 2017; Deater-Deckard, 

2004). When parents think their child's learning is manageable and they are satisfied with the learning 

activities offered by the school, parenting stress is reduced and the amount and quality of parent 

involvement increases (Lau & Ng, 2019; Tao et al., 2019). In this respect, the general evaluation of the 

process needs to understand what kind of activities the distance education is carried out, the 

satisfaction levels of the parents, and the concerns they experience during the process.  

Digital devices have become an integral part of life with distance education. The time spent by 

children staying at home with digital devices has increased, because of the curfews. In this context, 

concerns about excessive screen time arise. In the process of distance education, children are at high 

risk due to excessive screen use, and this may be detrimental to their development (Bruni et al., 2015; 

De Jong et al., 2013). The use of devices such as televisions, computers, phones, and tablets often 

causes physical inactivity. Physical inactivity can also lead to other problems. For example, time spent 

on screen-based activities causes an increase in general physical complaints, especially headaches and 

back pain (Domingues‐Montanari, 2017), and the risk of obesity increases (Stiglic & Viner, 2019). 

Watching or reading on a screen at close range may increase the risk of developing myopia in children 

(Huang et al., 2015). The psychological well-being of children who spend a lot of time on the screen 

has deteriorated, their attention is easily distracted, these children have difficulty in controlling 

themselves, finishing the work they have started, and making friends (Twenge & Campbell, 2018). In 

addition, the decrease in adult supervision during screen time increases the risk of children being 

exposed to unsafe and inappropriate content. The implementation of curfews due to the pandemic and 

the fact that schools continue their educational activities with distance education may have triggered 

children to spend more time in front of the screen. 
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The coronavirus pandemic is not the first in world history, nor may it be the last. Pandemics 

such as plague pandemic, cholera pandemic, influenza (flu) pandemic, Spanish flu, and HIV/AIDS 

have also affected countries. Therefore, governments need to be prepared to deal with possible 

pandemics that may affect children's daily lives and the functioning of their education, as in the case of 

the coronavirus. The present study aimed to reveal the experiences gained in the distance education 

process of primary school students during the current coronavirus pandemic in terms of the 

perspective of parents. 

The Present Study 

The main purpose of this research is to examine parental views on distance education 

experiences and screen time of children attending primary school during the coronavirus pandemic. 

For this purpose, answers to the following three research questions were sought: 

a) What are the parents' views on the distance education experiences of primary school 

students? 

b) What are the parents' views on the difficulties faced by children during the distance 

education process, and the support they need and receive? 

c) What are the parents' views on children's screen time during the distance education 

process? 

METHODOLOGY 

Research Model 

This research was designed according to the non-experimental quantitative research approach 

and the scanning model was used in the study. In the scanning model, an attempt is made to describe a 

past or present situation as it exists. To reach a general judgment about the universe which consists of 

many elements, this general scanning model is used when research is conducted on the entire universe 

or a sample taken from it (İslamoğlu & Alnıçık, 2019; p.101). And in this study survey technique was 

used to collect data from the sample. The survey is a systematic questionnaire prepared to collect 

information from primary sources. The purpose of using this technique is to systematically collect and 

store information that will solve the research problem and test the hypotheses discussed (Islamoğlu & 

Alnıçık, 2019; p.140). 

Research Sample 

The sample of the research consisted of the parents of primary school students studying in 

public schools in the city center of Muş. The parents whose children attend different grades of primary 

school (1,2,3,4) were tried to reach through stratified sampling. Stratified sampling is a sampling 

method that aims to determine the subgroups in the population and to ensure that they are represented 

in the sample with their ratios in the population size (Büyüköztürk et al., 2012). The research 

questionnaire was prepared online with 'Google forms' and shared with primary school teachers and 

school administration. The teachers sent this survey to the parents via e-mail and WhatsApp groups. 

The responders were given 15 days to complete the questionnaire. During this time, a total of 426 

parents answered the questionnaire. However, 26 responses were found to have missing data. Thus, 

the sample of this research consisted of 400 parents who voluntarily participated in the online 

questionnaire. Demographic data of the parents participating in the study are presented in Table 1. 
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Table 1. Participants’ Demographic Variables 

Variables n % 

Participant   

Mother 251 62,7 

Father 149 37,3 

Total 400 100 

Number of children attending primary school in the family   

1 295 73,8 

2 95 23,8 

3 10 2,4 

Total 400 100 

Grades of the Children   

1 95 23,7 

2 108 27 

3 101 25,3 

4 96 24 

Total 400 100 

Monthly Household Income Status   

2.825 Turkish lira< 101 25,3 

2.825 Turkish lira 69 17,3 

2.825-5000 Turkish lira 81 20,3 

5.000 – 7.500 Turkish lira 88 22 

7.500 – 10.000 Turkish lira 32 8 

>10.000 Turkish lira 29 7,1 

Total 400 100 

 

When Table 1 is examined, it is seen that the participant group of the research consists of 400 

parents, of which 251 (62.7%) are mothers and 149 (37.3%) are fathers. When the number of children 

attending primary school of the participant parents was examined, 295 (73.8%) parents stated that they 

had only one child, 95 (23.8) stated that they had two children, and 10 (2.4%) stated that they had 

three children. Families with more than one child attending primary school were asked to fill in the 

next questions according to the oldest child. In Turkey, children receive four years of primary school 

education. According to the variable of grade, the number of students attending the first grade is 95 

(23.7%), the number of students attending the second grade is 108 (23.8%), the number of students 

attending the third grade is 101 (25.3%), and the number of students attending the fourth grade is 95 

(24%). Accordingly, it can be said that the participants are closely distributed in terms of the number 

of children studying at different levels of primary school, which increases the probability that the 

results of the research reflect the general population. When the monthly income of the participants is 

examined, 101 (25.3%) stated that they have less than 2.825 TL, which is determined as the minimum 

wage in Turkey, 69 (17.3%) stated that they have an income equal to the minimum wage, 81 between 

2.825 TL and 5.000 TL. (20.33%), 32 (8%) in the range of 7.500 TL – 10.000 TL, and 29 (7.2%) 

stated that they have more than 10.000 TL income. The minimum wage is the lowest amount of salary 

that can be legally paid to employees, as a well-established regulation in Turkey as in many other 

countries in the world (Kahveci & Pelek, 2021). The fact that 42.6% of the participating parents in the 

current study stated that they have a monthly income below the minimum wage and equal to the 

minimum wage can be associated with the fact that the data of the present study come from the 

province of Muş, which is one of the provinces with the lowest economic development in Turkey 

(SEGE-2017, 2019). 

Data Collection Tools  

As a data collection tool, a questionnaire developed by Lau and Lee (2020) called the "class 

suspension questionnaire" was used. This questionnaire, translated and adapted into Turkish by the 
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researcher, consists of three categories: a) the status of the child's distance learning b) the difficulties 

perceived by the parents and the level of satisfaction with distance education c) screen time. The 

original questionnaire consists of sections covering kindergarten and primary school parents. Since the 

scope of this research was limited to primary schools, questions regarding kindergarten were not 

included. In the adaptation process of the form, first, the questionnaire form was translated into 

Turkish by the researcher by the Turkish culture and education system. Then, two expert academicians 

working in the field of English Language Teaching were asked to evaluate how well the Turkish-

translated items of the questionnaire matched the original. Changes were made to the translated items 

based on the experts' suggestions. Finally, the conformity of the translated items to the grammatical 

rules of the Turkish language and their intelligibility were checked by an expert working in the field of 

the Turkish Language Teaching department. Then, 10 parents were asked to answer the questionnaire 

for the pilot study. The responses showed that the questions were understood and appropriate. 

Data Analysis 

The data were collected via the responses given to the online questionnaire. The participants 

were informed about the purpose and content of the study in the informed consent text at the 

beginning of the online questionnaire, which was shared with parents via social media (WhatsApp 

group) and e-mail with the help of primary school teachers, and the participants were also informed 

that participation was completely voluntary. The parents who agreed to participate in the study 

responded to the items, and their answers were recorded by the researcher. It is assumed that the 

participants answered the questionnaire correctly and sincerely.  

FINDINGS 

Distance Education Experiences 

As face-to-face education is suspended due to the pandemic in Turkey and educational 

activities take place with distance education resources, although a standard is tried to be established by 

the Ministry of National Education, there are possible differences in the way schools offer distance 

education. To reveal these possible differences and determine how difficult it is for the child to 

complete learning tasks at home, the findings regarding the answers to the questions directed to the 

parents are presented in Table 2. 

Table 2. The Number of Assignments Given to the Student During the Distance Education 

Process and the Assignments’ Level of Difficulty 

Number of assignments f % 

None 8 2 

1-2 assignments per week 49 12,3 

3-4 assignments per week 100 25 

1-2 assignments per day 101 25,3 

3-4 assignments a day 108 27 

More than 5 assignments per day 34 8,4 

Difficulty   

None 89 22,3 

Low 101 25,3 

Medium 140 35 

High 70 17,4 

Total 400 100 

 

98% of the participating parents stated that the schools gave assignments during the 

suspension of face-to-face education. The answers to the question regarding how many assignments 

are given reveal the different ways how each school/teacher handles the process of distance education. 

However, most of the answers show that 3-4 assignments were given a day. Regarding the responses 
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given to the question of how difficult it was for the students to complete the given assignments, 22.3% 

of the parents stated that the children did not have any difficulty, 25.3% stated that they had low 

difficulty, 25% stated that they had moderate difficulty, and 17.4% stated that they had a high level of 

difficulty.  

Parents who stated that their children had difficulty in completing the given assignments were 

asked what kind of difficulties their children encountered at home. Findings regarding the responses 

received are presented in Table 3. 

Table 3. Difficulties Encountered at Home During the Process of Distance Learning 

Difficulties f % 

Children’s lack of focus & interest 257 73,9 

Lack of resources (access to the internet, internet quota, printer etc.) 140 40,2 

Not being able to understand the instructions clearly 114 32,8 

The disruption caused by other family members 91 26,1 

Parent’s lack of knowledge 86 24,7 

Parent’s lack of patience 78 22,4 

Improper learning spaces 64 18,4 

Insufficient time 61 17,5 

 

According to Table 3, parents stated that their children had difficulties during the learning 

process at home mostly due to awith the aim of reinforcing lack of focus and interest (73.9%). In 

addition, when the difficulties experienced by the parents are listed from the most to the least; 

percentages are as follows: lack of resources (40.2%), inability to fully understand the instructions 

given by the teacher regarding how to do the homework (32.8%), disturbances caused by other family 

members at home (26.1%), lack of knowledge of the parents about the subject (24%, 7), the parents' 

inability to be patient (22.4%), the difficulty in creating a suitable working environment at home 

(18.4%), and the inability to spare enough time for learning activities (17.5%). 

In another question directed to parents, they were asked whether the school provided any 

online learning activities. To this question, 263 (65.8%) parents answered "yes" and 137 (34.2%) 

answered "no". Parents who answered “yes” were asked what kind of online learning activities the 

school provided. Findings related to this question are presented in Table 4. 

Table 4. Types of Online Learning Activities That Schools Offered for the Children 

Online Learning Activity f % 

Synchronized large group teaching 236 70 

Synchronized small group teaching 65 18,4 

Synchronized one-on-one teaching 60 17 

Materials developed and prerecorded by teachers 59 16,7 

Resources provided from different online platforms 35 9,9 

 

When Table 4 is examined, it can be seen that schools conduct more synchronized large group 

teaching (%66,9). In addition, synchronized small group teaching (%18,4), synchronized one-on-one 

teaching (%17), materials developed and prerecorded by teachers (%16,7), and resources provided 

from different online platforms (%9,9) are also employed by schools. All the parents participating in 

the study stated that online learning activities were provided by the schools during the suspension of 

face-to-face education. Table 5 shows the answers to the question of if adult guidance is needed for the 

children to complete these learning activities. 
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Table 5. Children's Need for Adult Guidance in Completing Distance Learning Activities 

Adult guidance f % 

No guidance is needed 120 30 

Occasionally guidance is needed 98 24,5 

Sometimes guidance is needed 89 22,3 

Most of the time guidance is needed 57 14,2 

All the time guidance is needed 36 9 

 

According to Table 5, 70% of primary school students needed varying degrees of parental 

guidance to complete their online learning activities. The number of parents who stated that their 

children occasionally needed guidance was 98 (24.5%), 89 (22.3%) stated that they sometimes needed 

guidance, 57 (14.2%) stated that they needed guidance most of the time, and 36 (9%) stated that they 

always needed guidance.  

The question concerning the satisfaction levels of parents for online learning activities offered 

by schools, it was found that 280 (70%) of the parents were satisfied and 120 (30%) were not satisfied 

(see Table 6). The dissatisfied parents were asked about the reasons for their dissatisfaction, and the 

findings are summarized in Table 6. 

Table 6. Parents' Satisfaction with Distance Learning Activities and Reasons for Dissatisfaction 

Satisfaction f % 

Satisfied 280 70 

Dissatisfied 120 30 

Reasons of Dissatisfaction   

Insufficient communication between home-school 85 41,2 

The duration of the activities is too short 44 21,4 

Insufficient school/teacher support 40 19,4 

The duration of the activities is too long 39 18,9 

Very low frequency  28 13,6 

Too little variety of activities 26 12,6 

High frequency 24 11,7 

Content of the activities is challenging  20 9,7 

Too many varieties of activities 17 8,3 

Content of the activities is unchallenging 12 5,8 

 

During the process of distance education, parents mostly cited the lack of communication 

between home and school (41.2%) as the reason for dissatisfaction. Other reasons for dissatisfaction 

are listed from most to least; short or long online learning activities (40.3%), low or high frequency of 

activities (25.3), little or many varieties of activities (20.9%), insufficient school/teacher support 

(19.4%), and challenging or unchallenging activities (%15,5). 

Perceived difficulties and Needed Support in the Distance Education Process 

Another focus of the current research is what kind of support parents are concerned about and 

what kind of support they need when face-to-face education is interrupted. The findings obtained from 

the questions asked within the scope of this focus are presented in Table 7. 

Table 7. Concerns of Parents and the Types of Support They Hope to Receive During Distance 

Education 

Worries f % 

Concerns about children’s learning process 342 85,5 

Concerns about children’s overuse of digital devices 271 67,8 

Concerns about school attendance 178 44,5 

Concerns about own or spouse’s job 81 20,3 

Concerns about chore arrangements 68 17 

Concerns about childcare at home 67 16,8 

Concerns about additional expenditures 66 16,5 
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Support   

Make-up classes 215 53,8 

More support for learning at home 174 43,5 

More home-school communication 157 39,3 

Flexible working hours 136 34 

Financial support 100 25 

 

When Table 7 is examined, it is seen that the participating parents are mostly concerned about 

the decline in their children's learning progress (85.5%). This concern was followed by concerns about 

children's excessive use of electronic devices with distance education (67.8%) and concerns about 

school attendance regulations (44.5%). The types of support that parents expected to receive most 

were, in turn, make-up classes (53.8%), more support for learning at home (43.5%) and strengthening 

the communication between home and school. 

Screen Time of Children During the Distance Education Process 

Finally, it was aimed to determine how much time children spend in front of the screen daily 

during the distance education process and what level of adult mediation they get when using these 

devices. The findings obtained from the parents' opinions are presented in Table 8. 

Table 8. Daily Amount of Time Spent By Children in Front of the Screen and Adult Mediation 

During the Distance Education Process 

Screen time f % 

<1 hour 45 11,1 

1-2 hours 43 10,8 

2-3 hours 54 13,5 

3-4 hours 84 21 

4-5 hours 80 20 

5-6 hours 61 15,2 

> 6 hours 33 8,4 

Adult mediation   

%0 84 21 

%1-20 169 43,3 

%21-40 65 16,2 

%41-60 45 11,3 

%61-80 15 3,7 

%81-99 6 1,5 

%100 16 4 

 

According to Table 8, the most frequent interval between parents in terms of screen time was 

3-4 hours (21%) and 4-5 hours (20%). The percentage of parents who stated that their children spend 

more than 6 hours in front of the screen daily was 8%, while the ratio of those who said less than 1 

hour and 1-2 hours in total was 21.9%. The rate of adult mediation during the time children spend in 

front of the screen was mostly in the range of 1-20% (43.3%). The rate of parents who stated that they 

were never mediated was 21%, while the rate of those who stated that they always mediated was 4%. 

CONCLUSION AND DISCUSSION  

Distance Learning Experiences 

In order not to affect students, teachers, and employees due to the coronavirus pandemic in 

Turkey, as of March 23, 2020, face-to-face education has been suspended in all official, private, 

formal and non-formal education activities and it has been decided that educational activities should 

continue through distance education (MoNE, 2020a). In this new process, approximately 5 million 

students in primary schools in Turkey have started to take lessons via distance education (MoNE, 

2021a). During this period, to minimize learning losses, live classroom broadcasts, EIN internet 

platform, printed and digital supporting resources, especially TRT Education Information Network 
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(EIN) TV channel, were offered to teachers and students. In addition, tablet computers were 

distributed to students who were in need (MoNE, 2020b). In this context, although a standard is tried 

to be established by the Ministry of Education in terms of educational activities and resources, it is 

possible to differ in the forms of distance education by schools and teachers who are practitioners of 

education. In the present study, it was tried to determine these possible differences and to determine 

how the process works from the eyes of the parents. As a result of the findings of the research, parents 

stated that an average of 3-4 assignments are given to their children daily during the distance 

education process. This situation can be associated with the fact that teachers are trying to train 

primary school programs even with distance education, to reinforce and measure the lessons at home. 

However, the Ministry of National Education (2020b) emphasized that the assessment and evaluation 

of the courses offered through distance education will not be carried out, and the aim is to maintain the 

relationship of the students with the school and education. In this respect, it can be said that the 

number of assignments given to students is high. Research findings show that primary school students 

have significant difficulty in completing the assignments given in the distance education process, 

albeit at different levels. This finding seems to be consistent with the existing literature (Erol & Erol, 

2020; Lau & Lee, 2020; Sirem & Baş, 2020). Horton (2000) emphasized the need for students to be 

able to learn independently, self-discipline, manage time well, enjoy working alone, and have basic 

computer skills in the distance education process. In this context, it is thought that primary school 

students are not accustomed to distance education, they do not have the necessary self-regulation skills 

for distance education, they do not receive sufficient feedback and corrections from their teachers for 

their studies, and the parents' inability to provide sufficient learning support at home may have caused 

difficulties in completing the given assignments/tasks. 

Distance education can be carried out both simultaneously and asynchronously (Özarslan, 

2008). The findings of the present study revealed that schools mostly preferred to conduct 

simultaneous large group lessons during distance education. Lau and Lee (2020) conducted a study in 

Hong Kong, and it was investigated those teachers mostly used pre-recorded teaching materials 

developed by themselves during distance education. Therefore, this result can be interpreted as 

teachers prefer this method to ensure the interaction of primary school students who are separated 

from the classroom and their friends. On the other hand, it may be related to the level of technological 

literacy knowledge and skills of teachers in Turkey and the inability to transfer them to the educational 

environment. Because, when the studies on the technological literacy level of classroom teachers in 

Turkey are examined in the literature, there are findings that they cannot use computer technologies 

and internet-based applications appropriately (Güneş & Buluç, 2017; Hakkari et al., 2016; Ulaş & 

Ozan 2010). 

Concerns of Parents and the Support They Need 

Another focus of the present study was on the kind of concerns experienced during the 

suspension of face-to-face education. The findings showed that parents were most concerned about the 

decline in their children's learning and learning progress with the transition to distance education. 

Research on the subject also confirms this result. Horowitz (2020) stated in his study that after the 

closure of schools due to the pandemic, parents are concerned about the disruption of their children's 

education and the possibility that their children will be academically lagged. Children who are out of 

school for various compulsory reasons such as the pandemic may face the risk of forgetting the 

information they have learned (Baz, 2021). Therefore, it is understood that these concerns of the 

parents are not unfounded. Learning losses can be seen more in children from families with low 

socioeconomic status (UNICEF, 2020). The fact that the present study was conducted in the city of 

Muş, whose population has a considerably low socioeconomic status, may be an important factor in 

the frequent expression of this concern among parents. In this respect, the learning level may differ 

between students who do not have facilities such as internet access, personal computers, tablets at 

home and those who do. This concern was followed by concerns about excessive use of electronic 

devices by children during distance education. The support that the parents expected to receive the 

most was the make-up lesson and the strengthening of the communication between home and school. 

Similar demands are in line with previous studies. Başaran et al. (2020) conducted a study on the 
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effectiveness of distance education given during the pandemic process, it is seen that teachers have 

similar views with parents. In that study, teachers stated that distance education is not suitable for 

primary school students. In addition, in the study by Yurtbakan and Akyıldız (2020) in which students, 

teachers and parents' views on distance education activities implemented during the Covid-19 isolation 

period were examined, parents stated that adequate interaction with teachers could not be established. 

In this respect, the parents' request for make-up lessons for their children can be associated with their 

concerns that their children experience learning losses during the distance education process. 

Regarding this issue, the Ministry of National Education (2021b) announced that a compensation plan 

that will last for 1.5 years will be prepared within the scope of the National Support Program (NSP) 

and that appropriate study plans will be prepared according to the learning level of the students. In this 

context, it is seen that parents' desire for compensatory education is tried to be met. 

Primary School Children's Screen Time and Parental Control 

The American Paediatric Association (2013) states that children should not have more than 2 

hours of screen time. According to the findings of the current study, 79.1% of parents report that their 

children spend more than 2 hours in front of the screen during the distance education process. Studies 

show that excessive screen time can have negative effects on general health, physical activity, 

cognitive and social development (Lanotti et al., 2009; Must & Tybor, 2005; Steiner-Adair & Barker, 

2013; Zimmerman & Christakis, 2005). In this context, excessive screen time is worrisome in terms of 

its possible consequences. In particular, children's screen use without parental control and supervision 

poses the risk of exposure to inappropriate content. The findings of the current study show that 

children are not adequately supervised by their parents when they are in front of the screen. UNESCO 

(2020) stated that parents should be supported in the use of digital tools during the pandemic process, 

the duration of distance learning units should be defined according to students' self-regulation skills, 

and a lesson should be no more than 20 minutes for primary school students. Therefore, it is important 

to educate and raise awareness of parents to prevent these possible harms. 

LIMITATIONS 

This study has the following limitations regarding the research design and methodology. The 

sample of the study does not have the potential to represent a wider population at the national level. 

The study examined a relatively small sample of the primary schools in the city of Muş, Turkey. In 

addition, a questionnaire was employed in this study. The survey design has two important limitations. 

First, the survey design describes ‘associations’ not ‘causality’ in relationships among the variables. 

Second, the survey design does not provide a detailed, up-close view of the study dynamics. 

RECOMMENDATIONS 

Distance learning, which is implemented because of the closure of schools due to the 

pandemic, requires students to have self-regulation skills. In this respect, children can gain self-

regulation skills by further supporting their personal characteristics such as work ethic, diligence, and 

perseverance (Huber & Helm, 2020). During the suspension of face-to-face education, parents need to 

be contacted frequently to find out what kind of support they need. In distance education, parents 

stated that students had difficulties in completing the given tasks. Specially designed booklets can be 

prepared to meet the educational needs of families and students without overburdening them. By 

learning from the experiences gained during the pandemic process, stronger planning should be made 

for extraordinary situations that may occur in the future, more effective policies should be developed, 

and the infrastructure required to implement these plans should be improved. For the children of 

families with low socioeconomic status not to be disadvantaged in education, lack of resources 

regarding their access to distance education should be identified and eliminated. Parents' concerns 

about their children's development should be addressed by providing family trainings and increasing 

school-family cooperation to support the child’s learning at home. Teachers should be provided with 

in-service training to improve their knowledge and skills of digital literacy, and they should be 

provided with enriched learning activities both online and offline. Media literacy training can be 
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provided for children to use digital devices appropriately and for effective supervision of parents. 

Since most of the sample of the present study consists of low-income families, it can be said that high-

income families are not adequately represented. Researchers can consider distance learning 

experiences by comparing them with high-income families. In addition, due to the suspension of face-

to-face education, studies can be carried out on how to identify the possible learning losses of children 

and how to eliminate them. 
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Abstract 

In this study, aiming to understand the individual and environmental dynamics underlying school 

adjustment of students in the middle school period, the target was to reveal the direct effects of family 

support, peer relationships and gender and their indirect effects mediated by school climate and 

academic success on the school adjustment of students. The study additionally adapted the school 

adjustment scale developed by the Fast Track project team for middle school students to Turkish and 

performed validity and reliability studies. The study was completed with data from two groups. The 

data obtained from the first study group were used for the adaptation study, while the data obtained 

from the second study group were used to answer the research question. In the research, the data 

collection tools of the ‘school adjustment scale’, ‘perceived social support scale’, ‘peer relationships 

scale’, ‘school climate scale’ and ‘personal information form’ were used. With the aim of finding the 

answer to the basic problem in the research, path analysis was performed for data obtained from 474 

middle school students. The results of the study revealed that school climate, academic grade, gender, 

family support and peer relationships have significant direct effects in explaining the school 

adjustment of middle school students. Additionally, the gender and family relationships variables 

mediated by school climate, and the peer relationships variable mediated by academic grade, had 

significant effects on school adjustment. 
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INTRODUCTION 

School adjustment is a general concept involving many areas related to school. This concept is 

mostly defined as incompatible and negative student behavior like lack of attendance, aggression, 

inattention and destructive behavior, rather than positive behavior like cooperation, agreeableness and 

self-care. Perhaps the most appropriate way to define the concept of school adjustment is to begin by 

defining the adjustment concept. In an ecologic and social competence-based approach, generally 

adjustment is represented by positive social behavior forms resulting in social interaction and positive 

developmental outcomes for the person. This type of behavior ensures the individual gains social 

acceptance and approval. Additionally, indicators of adjustment are self-efficacy, achievement, sense 

of self-regulation, social and emotional well-being based on the individual’s self-assessment 

(Bronfenberenner, 1989; Ford, 1992; cited, Reynold et al., 2003). Based on the general features of the 

adjustment concept, school adjustment is a concept representing high outputs that reflect the level of 

meeting expectations in the classroom environment, as well as the achievement of the student's own 

goals. In this context, school adjustment involves a range of both individual and environmental 

features.  

Craighead and Nemeroff (2004) defined school adjustment as social and behavioral 

adjustment to the school system and information related to class. The school adjustment of a child is 

equivalent to what is expected of them in the education environment and their skills in fulfilling these 

tasks. Additionally, it should not be forgotten that school adjustment of a child may display 

differences from class to class or year to year or even within the same year in varying fields. School 

adjustment may be strengthened by both past and present experiences. For example, for a child 

beginning preschool education, the most important factors determining school adjustment may be 

considered to be separation anxiety from the parent, acceptance of the teacher’s authority and 

interaction with peer groups (Bulut, 2019; Gülay & Erten, 2011; Kahraman et al., 2018). Factors like 

the level of interest from mother-father and quality of cooperation between the school and family may 

affect the school adjustment of the child (Bager et al., 2019; Mo & Sing, 2008). Indicators of school 

adjustment of the child may include success level, attendance status, attitudes to school and whether 

problematic behavior is displayed or not. In addition to these, important indicators of school 

adjustment are proposed to be attitude to school, loneliness levels, level of social support and 

academic motivation (Birch & Ladd, 1996). In this context, school adjustment of students cannot be 

explained by a single indicator, adjustment has many indicators and these include positive and 

expected behavior as well as negative behavior. For this reason, school adjustment of students is 

thought to be related to a range of internal and external factors.  

In conclusion, it appears there are four groups of factors affecting a student’s motivation and 

adjustment to school and these are teachers and general school environment, psychological traits of the 

student, family environment and relationships with other peers in school (Kindermann et al., 1996). 

When the topic is school adjustment, it is notable that the roles of mother-father, teacher and peers are 

especially emphasized (Önder & Gülay, 2010). Moving from this point, this effect may be directly or 

indirectly, and significantly, affected by the student’s relationships with others and the quality of their 

relationships with families, teachers and friends, the social support they perceive, and their adaptation 

to school in the context of these relationships. In the Turkish literature about school adjustment, there 

are significant numbers of studies about the preschool (Altınkaynak & Akman, 2019; Arabacıoğlu, 

2019;  Kahraman, 2021; Atalan et al., 2019; Başaran et al., 2014; Erten, 2012; Göktaş & Gülay 

Ogelman, 2019; Gülay Ogelman et al., 2021; Gülay, 2011; Kahraman, 2018; Kaya & Akgün, 2016; 

Gülay Ogelman & Erten, 2013) and primary school (Arabacıoğlu, 2019; Canbulat, 2007; Demirtaş-

Zorbaz & Ergene, 2019; Gülay Ogelman et al., 2019; Gündüz & Özarslan, 2017, Tangüner, 2017; 

Işıkoğlu Erdoğan & Şimşek, 2014; Yoleri & Tanış, 2014) periods, while there are more limited 

numbers of studies about school adjustment in the middle school period (Yılmaz el al., 2017; Usta et 

al., 2021). Additionally, investigation of adjustment in the middle school period, involving the 

transition from basic education to secondary education and the developmental transition from 

childhood to adolescence, and determination of the variables affecting this process will contribute to 
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the accumulation of knowledge in the literature and appears important in the context of guiding 

implementations to be performed in order to experience this transition period in a healthier way.  

Based on this, the aim in this study was to determine the personal and environmental factors 

affecting school adjustment of middle school students. In the study, peer relationships, family support, 

school climate, gender and average grade variables were considered in the context of these variables. 

In addition to this multidimensional explanation, school adjustment is traditionally explained by the 

academic development and success of the student. Here, students who adjusted to school were stated 

to display better academic developments and be successful. 

When peer relationships and school adjustment are mentioned, especially in the process at the 

start of the adolescent period, like middle school, peer relationships are an important factor in school 

adjustment of students (Ryan & Ladd, 2012). According to Newman et al. (2000), peer relationships 

support children within the school surroundings and assist with their adjustment. Students making 

good peer relationships in school have reduced levels of loneliness, do not feel alone when faced with 

problems in class or in the school and have increased academic motivation with friends; this situation 

is stated to ensure students have better adjustment to school.  

Close friends have strong effects on student attitudes toward school, behavior in class and 

academic success. Friend support is stated to increase social and academic adjustment of students. 

Students are affected by friends at every class level and this effect is not always negative. For 

example, students with close friends who have high grades may elevate their own grades. 

Additionally, the quality of friendship relationships affects students. For example, when students are 

closer to each other, the quality of friendship relationships increase (Bernt & Keefe, 1996). A study of 

Japanese students by Honma and Uchiyama (2014) revealed that friendship relationships of students in 

5th-6th class significantly predicted enjoyment of school and hence school adjustment. Additionally, 

friendship does not always have a positive effect on the school adjustment of students. Stated 

differently, the presence or absence of friendship is not a determinant factor in school adjustment of 

students, but the quality of friendship relationships is important (Ladd et al., 1996). The results of a 

study by Buhs and Ladd (2001) revealed that students rejected by friends participated less in activities 

in class, stated they experienced more loneliness, had less success in academic topics and additionally 

were unenthusiastic about school. When children accepted by peers and with friends are compared 

with children experiencing difficulty in making friends, children without friends were stated to have 

negative attitudes to school and further the association between peer relationships and school 

adjustment appears to be important from the preschool period to high school (Asher et al., 2008; Gülay 

& Erten, 2011). Similarly, Gülay (2011) stated that different dimensions of school adjustment and peer 

relationships were associated with positive social behavior, antisocial behavior, aggressiveness, being 

fearful-anxious, exclusion, etc.  

Family features are stated to significantly affect the school adjustment of students. Though 

families are not included directly in the school system, they are one of the most important factors in a 

child’s adjustment to school life. Among family members, mother and father, especially, are known to 

have an important role in terms of development of the child’s school success and responsibilities 

related to school. For this reason, mothers and fathers who fulfill their duties related to school fully 

will assist their children in gaining better adjustment to school and maintaining this adjustment. It was 

proposed that both school-based and home-based parental participation is very important for academic 

success, one of the significant predictors of school adjustment (McGill et al., 2012). Family may 

increase school adjustment of the child by a range of organizations in the home and not just in school. 

Yıldırım (2006) stated that students receiving social support from family, in other words receiving the 

interest and love needed from family and solving problems with support of family, attended school 

more regularly and achieved good adjustment. Parental support predicts school adjustment in the long 

and short term (Jimerson et al., 1997; Lasarte et al., 2020; Tomas et al., 2020). Similarly, in the 

literature many studies revealed the relationship between family support and school adjustment of 

students (Cotterell, 1992; Davidson, Taylor & Machida,1994; Demaray, Malecki, 2002; Clark & Ladd, 
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2000; Malecki & Demaray, 2003; Murray, 2009). Based on the results of these studies, family support 

in different age groups may be said to be an important predictor of school adjustment.  

In addition to peer relationships and family support, school climate is stated to be another 

important factor increasing school adjustment of students (Koch, 2008). There is no universal 

definition related to school climate, with school climate generally involving the features and quality of 

social interactions within the school shaped by rules, values, regulations, organizational structures and 

relationship patterns between each unit (Anderson, 1982; Cohen et al., 2009; Cited, Kline et al., 2012). 

Hoy (2003) defined school climate as a property with continuity affecting the whole school created by 

the common perceptions of all individuals in the school. School climate, indicating the quality and 

intensity of interpersonal interactions in the school, affects the cognitive, social and psychological 

development of students. The interpersonal interactions stated here include interactions between 

school employees, between students and school employees, between the students themselves and 

between school and family. A good school climate ensures increased academic success of students and 

is observed to positively affect development. For this reason, these complicated and multidimensional 

relationships stated in the context of school climate occur in school and significantly affect the 

adjustment and performance of the student (Haynes, Emmons, Ben-Avei, 1997). Additionally, studies 

stated that perceptions of students related to school climate affect their social, psychological and 

academic adjustment (Jia et al., 2009). The results of a study by Cynthia (1999) revealed that generally 

school climate and teacher-student communication forms significantly predicted adjustment of 

students to school. Similar to the results of this study, Way, Reddy and Rhodes (2007) determined a 

correlation between teacher support, friend support, in-class autonomy of students and school climate, 

described as openness and consistency of school rules, with student psychological and behavioral 

adjustment. Student perceptions of school climate are an important predictor in terms of their 

adjustment to school (Mateos, et al., 2021). 

As with many different psychological and social traits, there may be differences in terms of 

school adjustment between female and male students. In this context, it is possible to find studies 

revealing no significant correlation between gender and school adjustment frequently among studies 

dealing with the relationship between gender and school adjustment. For example, a study of students 

newly starting primary school stated there was no significant correlation between school adjustment 

with gender (Yoleri & Tanış, 2014). Similarly, other studies performed with different class levels 

determined there was no significant relationship between the gender variable and school adjustment 

(Çıkrıkçı, 1999; Ensar & Keskin 2014; Yener, 2005; Yoleri, 2014). Additionally, female and male 

students are stated to have developmental differences and face different difficulties in the middle 

school period; for this reason, these changes may affect their school adjustment in different ways 

(Bernstein, 2002). The pressure from parents on boys related to gender roles in childhood was stated to 

affect the school adjustment of male students in the middle school period. Additionally, a study by Uz 

Baş (2003) revealed that the school adjustment of 4th and 5th class students varied linked to gender and 

that female students had higher school adjustment compared to boys. In light of this information, it is 

difficult to state whether school adjustment changes or not linked to gender. Here, other traits based on 

gender may affect school adjustment. In this context, a study by Uneo and McWilliams (2010) is 

notable. This study investigated the correlation between gender-typed behavior with school adjustment 

in a large sample of middle school and high school students. The results of the study found that girls 

and boys displaying excessive gender-typed behavior had low school adjustment and that boys, but not 

girls, who did not behave in accordance with their gender again had low levels of school adjustment. 

As a result, the interaction of different features of the gender variable are significant for school 

adjustment. For this reason, in this study, the direct and indirect effects of the gender variable on 

school adjustment were tested. The perception of school climate may vary based on gender (Sökmez, 

Çok, Avcı, 2020; Way, Reddy, Rhodes, 2007), with female students stated to have more positive 

perception of school climate than male students (Koç, 2021; Salle et al., 2016). In this context, gender 

predicts school climate and for this reason, it is expected that it will have an indirect effect on school 

adjustment mediated by school climate. 
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Additionally, another variable investigated for mediating effect in this study is average grade. 

Academic success is a significant predictor of adjustment to the school environment of students. Bush 

and Ladd (2001) stated that one of the basic markers of school adjustment is success. When the results 

of studies are investigated, students with low academic success have difficulty ensuring school 

adjustment, and in this context, they tend toward school dropout (Jiang & Cillessen, 2005; Gülay, 

2010). Additionally, peer relationships (Bush, 2005; Güler, 2019; Kıran-Esen, 2003; Wentzel & 

Caldwell, 1997; Ryan, 2000), family support (Baskin et al., 2014; Bektaş & Zabun, 2019; Ergene & 

Yıldırım, 2003; Kapıkıran, 2009; Kızıldağ, 2009; Sanders, 1998; Yıldırım, 2006), and gender 

(Kağıkıran & Özgüngör, 2009; Miller et al., 2006; Negru & Baban, 2009; Oramah, 2014; Musa, 2013; 

Çetinöz, 2006; Yıldırım, 2006) were stated to be associated with the academic success of students. In 

this context, both the direct effects and mediating effects of average grade on school adjustment were 

investigated.  

In conclusion, this study searched for the answer to the following questions; what are the 

direct effects of family support and peer relationships; and what are the indirect effects of gender 

mediated by school climate and average grade; of peer relationships mediated by average grade and 

school climate; and finally of family support mediated by average grade and school climate on the 

school adjustment of middle school students? 

METHOD 

In this research, the correlational method was used (Fraenkel,et al. (2012). In this study, 

aiming to explain the school adjustment of middle school students, the “School Adjustment Scale” 

was adapted to Turkish. In this context, the method section includes information about the study group 

for scale adaptation under the heading ‘study group 1’ and presents the validity and reliability studies 

completed during scale adaptation with the description of the scale in detail. Data related to this study 

were obtained during the 2017-2018 educational year; for this reason, ethics committee permission for 

this study cannot be provided. The researcher followed ethical principles throughout the research 

process. 

Participants 

Study Group 1: Data obtained from this study group were used in studies for Turkish 

adaptation of the “School Adjustment Scale”. The 240 students included in the first study group were 

chosen with the convenient sampling method from three middle schools located in Kırşehir provincial 

center. Of the students in this study group, 124 were girls (51.7%) and 116 were boys (48.3%). When 

the distribution of students is investigated according to class level, 75 were in sixth class (31.3%), 76 

were in seventh class (31.7%) and 89 were in eighth class (37.1%).  

Study Group 2: Data obtained from this study group were used to test the theoretical model to 

determine the school adjustment of middle school students. The second group in the research 

comprised 474 middle school students chosen with the convenient sampling method attending three 

different middle schools located in Kırşehir provincial center. Taking note of the region and student 

profile in a general sense, the three different schools can be said to represent upper, middle, and lower 

socioeconomic levels. When the distribution of students in this group is investigated in terms of 

gender, there were 264 girls and 210 boys. Additionally, when the student distribution is investigated 

according to class, there were 156 students attending sixth class (33%), 173 students attending seventh 

class (37%) and 145 students attending eighth class (30%). 

Data Collection Tools 

Turkish adaptation of School Adjustment Scale: Validity and Reliability Study: Within the 

scope of measuring the dependent variable in the research of school adjustment, the “school 

adjustment scale” for middle school students was used after adaptation to Turkish and with validity-

reliability studies performed. The school adjustment scale was developed by the FastTrack Project 
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team with the aim of assessing the school adjustment levels of students and is a 20-item Likert-type 

scale. Necessary permission to adapt the scale to Turkish was provided by the project coordinator Dr. 

Kate Biermann. Each item on the scale gives a situation related to the school life of students (e.g., I 

avoid experiencing problems with school administrators and teachers) and the student is requested to 

mark the choice which best reflects their own situation. Scale items include situations about academic 

performance, discipline problems and interactions with other students and employees based on 

experiences in school. Answer choices are never (1), rarely true (2), sometimes true (3), generally true 

(4) and true all the time (5). For the school adjustment scale, there are three subdimensions identified 

of relationships with other students (items 3, 4, 8, 9, 13 and 14), academic and discipline problems 

(items, 1, 2, 5, 7, 10, 12, 15, 19) and general views related to school and teachers (items 6, 11, 17, 18, 

29) (Maumary-Gremaud, 2000). The 16th item on the scale was not included in any subdimension in 

the original study and was removed from analyses. 

Necessary translation work for adaptation of the scale to Turkish and initial studies were 

performed by Gençtanırım and Ergene (2009); however, this study adapted the scale for high school 

students. In this study, validity and reliability studies of the scale for middle school students were 

performed. With this aim, confirmatory factor analysis was used to determine the degree to which data 

obtained from the Turkish form of the School Adjustment Scale for middle school students was 

explained by the three-dimensional conceptual structure. Taking the power of the test as .95, RMSEA 

(H0 and H1) .05 and .08, and alpha level .01 and sd 149, a sample size of 192 students was found to be 

adequate. Based on this, adaptation studies for the scale were completed with data obtained from a 

student group of 240 people.  

The structure comprising three factors of the original scale was tested with confirmatory factor 

analysis for suitability to Turkish middle school students. Firstly, the conceptual model was tested and 

modifications were investigated. As a result, the error covariance for items 8 and 13 included in the 

first dimension was added and the model was re-tested. According to results obtained at this stage, two 

items with item factor load .02 included in the second dimension were removed from the model. The 

model was tested again and similarly one item with low factor load and included in the second 

dimension was removed. After these items were removed, the parsimony-adjusted values for the 

model were observed to improve. Initially the values were PNFI=.56 and PCFI=.62, while after 

removing these items, these values rose to PNFI=.70 and PCFI=.77. In adaptation studies by Hair, 

Anderson, Tatman & Black (1995), they stated up to two items could be removed from sub-

dimensions. Based on this view, two items in the second dimension did not fit the Turkish form and 

the decision was made to remove them from the scale. Then the model was tested again and 

investigations concluded that item 9 included in the first dimension on the original scale was more 

suitable for the second dimension both statistically and conceptually. This item was placed in the 

second dimension and the model was tested again. When this model was investigated, the first 

dimension of relationships with others had item factor loads (λ) .41 – .72; the second dimension of 

academic difficulties and discipline problems had item factor loads (λ) .24 – .77; and the third 

dimension of general view of school and teachers had item factor loads (λ) .47 – .65. Kline (2010) 

stated that standardized weight of about .30 reflected moderate effect size, while weights of .50 and 

above reflected large effect size. In this context, the majority of item factor loads obtained as a result 

of confirmatory factor analysis had large effect sizes. Again, when the fit coefficients related to the 

model are investigated, the values appear to provide proof about the fit of the model. For this reason, 

the final form comprising 16 items was obtained. Additionally, the internal consistency coefficients of 

the subscales were investigated. The first dimension had value .73, the second dimension had value 

.71 and the third dimension had value .72. For this reason, results showed the 17-item Turkish form 

had the necessary validity and reliability for use with middle school students and the school 

adjustment points were obtained with this scale in the research.  

Perceived Social Support Scale-Revision (PSSS-R): The PSSS-R was developed by Yıldırım 

(2004). Comprising the subdimensions of family, friend and teacher support, the PSSS-R includes a 

total of 50 items. The PSSS-R comprises three subscales (FAD-family support, FRD-friend support 

and TED-teacher support). With 3-point Likert type rating, the increase in points obtained from the 
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PSSS-R indicates high perceived social support. Exploratory factor analysis investigated the construct 

validity of the FAD, FRD and TED and determined the factor structure for each subscale. 

Additionally, significant correlations were determined between the PSSS-R with the Beck Depression 

Inventory (BDI) and the Daily Hassles Scale (DHS). Reliability studies for the PSSS-R used the 

internal consistency (Cronbach α) coefficient and test-repeat test reliability (r). These coefficients were 

.91 and .93 for the whole scale, .83 and .81 for FAD, .77 and .81 for FRD and .83 and .86 for TED, 

respectively (Yıldırım, 2004). In this study, the scale subdimension of family support was used. The 

internal consistency (Cronbach α) coefficient for the family support subscale was .70 in this study. 

Peer Relationships Scale (PRS): This study was developed by Kaner (2002) with the aim of 

determining the peer relationships between 13-18-year-old adolescents. It contains a total of 18 items 

and comprises four subscales of commitment, trust and identification, self-disclosure, and loyalty. The 

scale has a 5-point Likert rating. The internal consistency (Cronbach α) reliability coefficient of the 

scale was .58-.86, Spearman Brown half-test reliability coefficient was .60-.84 and test-repeat test 

reliability (r) coefficient was .77-.93. In this research, the total points for the scale were used. High 

points obtained from the scale indicate positive relationships with peers. In this scale, the internal 

consistency (Cronbach α) reliability coefficient obtained for the total points on the scale was .87. 

School Climate Scale (SCS): This scale was developed by Kurt and Çalık (2010) with the aim 

of determining the perceptions of middle school students about school climate. The scale comprises 22 

items and includes three subdimensions of “supportive teacher behavior”, “success oriented” and “safe 

learning environment and positive peer interaction”. The five-point Likert type scale had exploratory 

and confirmatory factor analyses performed within the scope of validity studies. The internal 

consistency (Cronbach α) reliability coefficient for the subscales was .77-.85 and the internal 

consistency (Cronbach α) reliability coefficient was .87 for the whole scale. In this study, the total 

points from the scale were used and the internal consistency (Cronbach α) reliability coefficient 

obtained with the study group was calculated as .78. 

Personal Information Form: Information about other independent variables in the research 

like average grade and gender were obtained with a personal information form prepared by the 

researcher.  

Procedure and Data Analysis: 

Psychological counseling and guidance services and administrators in the schools where the 

study would be performed were notified and after necessary permission was granted, students were 

given information about the aims of the study and students who volunteered participated in the study. 

In the first stage of the study, adaptation of the school adjustment scale was performed. Within this 

scope, the translation work for the previous high school form of the scale was reviewed, and necessary 

revisions were made. Then confirmatory factor analysis was performed for validity of the Turkish 

form of the scale and the Cronbach alpha coefficient and internal consistency reliability coefficient 

were calculated. In the second stage of the study, path analysis was performed to reveal the degree to 

which independent variables considered in the research predicted the school adjustment of middle 

school students. Analysis of data was completed with the AMOS program. Before analyses, the 

Pearson correlation coefficients were calculated between variables. The gender variable included in 

the model was expressed as male=1 and female=0 and defined as a dummy variable. Additionally, the 

Sobel test was investigated to see whether mediating effects included in the model were statistically 

significant or not. 

FINDINGS 

The Pearson correlation coefficients between variables included in the model, mean and 

standard deviation values for variables and internal consistency coefficients (Cronbach alpha) are 

presented in Table 1. 
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Table 1: Mean and standard deviation values for variables included in the measurement model 

and Pearson correlation coefficients between variables (n=474) 

Variables 

 

x  Ss 
Pearson correlation coefficients 

 1 2 3 4 5 

1. Family support 48.77 4.28   .06 .33** .36** .06 

2. Peer relationships 62.61 15.16   .77 .12** -.01 .15** 

3. School climate 77.97 15.20    .78 .33** .04 

4. School adjustment 59.54 12.67     .77 .22** 

5. Average grade 80.92 14.89       

** P < .01 Cronbach alpha: Diagonal elements of the correlation matrix are given in italics. 

When Table 1 is investigated, there were significant correlations in statistical terms found 

between family support with school climate (r=.33) and school adjustment (r=.36); between peer 

relationships with school climate (r=.12) and average grade (r=.22); between school climate with 

school adjustment (r=.33); and finally, between school adjustment and average grade (r=.22). With the 

aim of investigating how and to what degree the independent variables in the research can explain 

school adjustment, the hypothesis model given in Figure 1 was created. 

 

Figure 1. Hypothesis model 

On Figure 1, peer relationships, gender and family support both directly affect school 

adjustment and indirectly affect it mediated by school climate and average grade. The general fit 

coefficients related to the hypothesis model are given in Table 2. As this research is also a model 

development study, the variation indexes obtained as a result of analysis affect the relevant path in the 

model and removing the path from the model may be required. Accordingly, firstly the path between 

family support and academic grade was equilibrated to zero (alternative model 1). In addition to this 

change, in the second stage, the direct effect between peer relationships and school adjustment 

(alternative model 2) and in the third stage the correlation between gender with average grade 

(alternative model 3) were equilibrated to zero. The general fit coefficients for each of the tested 

models are presented in Table 2.  

Table 2. General fit and incompatibility coefficients related to alternative models 

Models 𝜒2 sd 𝜒2/sd p CFI RMSEA Δ𝜒2 

Hypothesis model    .000 0 0 1.00 1.00 .00  

Alternative Model 1 (Family support → average 

grade= 0) 

1.20 1 1.20 .27 .99 .02 1.20 

Alternative Model 2 (Peer relationships → 

school adjustment = 0) 

2.72 2 1.36 .26 .99 .03 1.52 

Alternative Model 3 (Gender → average grade = 

0) 

4.97 3 1.66 .17 .99 .04 2.25 

 

As seen in Table 2, the correlations between family support and gender and academic success, 

peer relationships and school adjustment were equilibrated to zero in alternative model 3. The general 

fit/incompatibility coefficients for the model were above acceptable levels. For this reason, alternative 
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model 3 was considered to be the most economic model to explain the correlations and the parameter 

estimations related to this model are given in Figure 3. 

 
Figure 3. Alternative model 3: unstandardized regression weights 

Direct Effects 

As seen in Figure 3, a one-point increase in the school climate variable caused a .14 (β= .17) 

increase in school adjustment points. Standardized regression weights are shown within the text (β). 

This variation was significant in statistical terms (Z= 3.695; p<.001). Additionally, a one-point 

increase in average grade caused a .15 (β= .17) point increase in school adjustment points. This 

variation was also significant in statistical terms (Z= 3.854; p<.001). Additionally, a one-point 

increase in family support points of students caused a .69 (β= .24) increase and this variation was 

significant in statistical terms (Z=5.263; p<.001). Being male caused a -3.27 (β= -.14) point reduction 

in school adjustment points. This effect appeared to be statistically significant (Z=-3.331; p<.001). A 

one unit increase in peer relationships points caused a .10 (β=.10) point increase in school climate 

points and a .15 (β=.15) increase in academic grades and it was concluded that these effects were 

statistically significant (Z=2.427; Z=2.427 p<.05). A one unit increase in family support points caused 

a 1.18 (β=.33) increase in school climate points and this effect was statistically significant (Z=7.816; 

p<.001). Finally, being male reduced school climate points by -4.56 (β= -.16) and this again was found 

to be statistically significant (Z=-3.848; p<.001). When the standardized regression coefficients are 

investigated, family support had the largest effect on school adjustment and this was followed by 

school climate, academic grade and gender. Peer relationships did not affect school adjustment. The 

effect of family support on school climate was nearly two times that of gender and three times that of 

peer relationships. For academic grade, while there was no effect of gender and family support 

observed, peer relationships had low-moderate levels of effect.  

Indirect effects 

Two indirect effects and two linked mediating variables were defined in the model. The first 

was the indirect effect of gender, peer relationships and family support on school adjustment points. In 

this indirect relationship, the mediating variable was defined as school climate. Accordingly, being 

male caused a 4.56 reduction in school climate points, and .14 transferred from school climate to 

school adjustment. In other words, being male had an indirect effect on school adjustment of -.67 (-

4.61 * .14). This effect was statistically significant (Z= 2.70; p< .05). Family relationships caused a 

1.18 increase in school climate and school climate transferred .14 effect to school adjustment. The 
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indirect effect was .17. Accordingly, students who feel they receive support from their families have 

increased school climate perceptions and this increases their school adjustment. This effect was 

significant in statistical terms (Z= 3.54; p< .05). 

The other mediating variable in the model was academic grade and it only mediated the 

association between peer relationships and school climate. Accordingly, the indirect effect of peer 

relationships on school adjustment was .01 on school climate and .03 on academic grade for a total 

indirect effect of 0.4. This effect was significant in statistical terms (Z= 3.27; p< .05). When 

standardized indirect effects are investigated, it was .06 for family support, .04 for peer relationships 

and .03 for male gender on school adjustment. 

Total Effects 

Total effects comprise the sum of direct and indirect effects. Accordingly, the effects on 

school adjustment were -3.94 for gender, .87 for family support, .04 for peer relationships, .15 for 

academic grade and .14 for school climate. The standardized regression coefficients for these 

predictors were -.17, .29, .04, .17 and .17, respectively. In conclusion, family support was more 

effective on school adjustment than the other predictors. Male gender had the effect of reducing school 

adjustment, while academic grade and school climate were at the same levels. Peer relationships had 

marginal effect on school adjustment.  

DISCUSSION, CONCLUSION AND RECOMMENDATIONS 

As a result of analyses performed in this study, school climate, academic grade and family 

support variables positively affected the school adjustment of middle school students. When the effect 

of gender is examined, being male appeared to cause a reduction in school adjustment points. School 

climate is a construct representing the physical and social elements of school. Özdemir et al. (2010) 

stated that a positive school climate involved attaching importance to academic developments and 

learning, positive relationships between teachers and students, respect between all members of the 

school society, a just and consistent discipline policy and good relationships between school and 

family. In this context, positive school climate is important in terms of meeting the academic, social 

and psychological needs of students; for this reason, students with positive perceptions related to 

school climate have higher school adjustment. School meets the needs of these students, and these 

students, as expected, are adjusted and provide feedback. This finding obtained from the study is 

parallel to other studies in the literature (Cynthia, 1999; Jia et al., 2009; Way et al., 2007). In 

conclusion, positive perception of school climate is a factor positively affecting school adjustment of 

middle school students, as in other educational levels. Based on this, it appears important that school 

should become an attractive place for students in physical and social terms. Additionally, one 

dimension of school climate is relationships in school life; within this framework, the presence of 

healthy communication especially between teachers and students, administrators and students, and 

between the teachers themselves appears necessary for a school to offer a good atmosphere for 

students psychologically. 

As stated previously, an important indicator of school adjustment is academic success (Bush 

& Ladd, 2001). Studies stating that students with low academic success have difficulty adjusting to 

school (Jiang & Cillessen, 2005; Gülay, 2010) support the result in this study that as average grade 

increased, school adjustment of students increased. Lessons, academic activities and average grade 

representing their results is an important marker in terms of predicting the school adjustment of 

students. Along with academic failure, maladjustment may increase, which is thought to cause 

negative outcomes in other areas of school adjustment like relationships in school, discipline problems 

and perspective on school, not just in activities related to lessons. In this context, schools are important 

as places which support the success of students in academic fields. Another variable affecting school 

adjustment of middle school students which significantly contributed to the model was family support. 

Accordingly, students who receive positive interest, love and support from families and are supported 

by family when faced with problems have better adjustment to school, as expected. This finding in the 
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study is parallel to the results of some studies in the literature about family support and school 

adjustment (Clark & Ladd, 2000; Cotterell, 1992; Davidson et al., 1994; Demaray, Malecki, 2002; 

Malecki & Demaray, 2003; Murray, 2009). Family support is generally a protective factor in life for 

children and adolescents (Jessor,1987). In this context, just as family support may be an obstacle to 

students displaying a range of negative behaviors, it may assist in them displaying positive traits. It is 

considered that family support is important in the name of ensuring adjustment to school life, 

especially. Moving from here, effective continuation of family guidance studies is thought to be 

important not just for the student in school life but also to become an active structure guiding families.  

Additionally, when school adjustment of middle school students is investigated in terms of 

gender, differences were present and male students had lower school adjustment. Similarly, Uz Baş 

(2003) revealed that in 4th and 5th classes, female students had higher school adjustment compared to 

males. For this reason, in the middle school period, being male lowered school adjustment. As stated 

by Bernstein (2002), the reason for this difference in adjustment between the two genders may be due 

to female and male students experiencing different difficulties in a developmental context. In 

conclusion, considering the lower adjustment in school, guidance services may be especially required 

to ensure more effective use of environmental variables like peer relationships and family support to 

increase the school adjustment of male students. Based on this finding of the study, factors affecting 

school adjustment of male middle school students may be determined with a different model. 

In the study, the indirect effect of peer relationships and family support on school adjustment 

points was investigated and effects firstly revealed that gender significantly predicted school 

adaptation through school climate. Being male caused a fall in school climate points and then school 

adjustment mediated by this. In this context, male students in the middle school period had more 

difficulty adjusting to school mediated by school climate and it may be considered that gender carries 

a risk in terms of school adjustment. For this reason, male students having positive perceptions related 

to school climate is important in terms of school adjustment at this teaching level. In this context, it 

appears important to pay attention to regulating school climate to meet the developmental and personal 

needs of students and in terms of gender dynamics. In addition to the gender factor, family 

relationships predicted school adjustment mediated by school climate. Stated differently, students with 

high perceived family support had increased perceptions of school climate and this increased their 

adjustment to school. This situation reveals that family support has a positive effect on school climate 

and this effect is reflected in school adjustment. In conclusion, when it comes to school adjustment, 

family support is both a direct and indirect protective factor. Family support is known to be protective 

in terms of many risk situations, not just school adjustment, in the life of adolescents (Gençtanırım 

Kurt & Ergene, 2017; Kodoman; 2019; Yıldırım, 2006). This result reveals the importance one more 

time of work to increase family education, family guidance and school-family cooperation in order to 

increase family support. For this reason, it appears important to continue available programs, to 

investigate and resolve deficiencies if present and to develop new programs. 

The other mediating variable in the model is academic grade and it only mediated the 

correlation between peer relationships and school climate. Accordingly, the indirect effect of peer 

relationships on school adjustment was significant. It is an expected result that peer relationships 

among middle school students will positively affect school climate and hence positively affect school 

adjustment. When it is considered that middle school students are at the beginning of the adolescent 

period, the peer effect (Adams, 1995) may be associated with many of their behaviors. Based on this 

finding, students may need good friend relationships for a positive school climate; when a positive 

school climate forms this will increase their adjustment to school. For this reason, considering school 

climate is associated with the interactions of all individuals in the school (Hoy, 2003), there is a need 

for studies about developing peer relationships among middle school students with the aim of ensuring 

formation of a positive school climate and increasing school adjustment. It is considered that 

psychoeducational programs about developing peer relationships for school-based students will be 

effectives. Finally, performing similar studies in the name of understanding school adjustment in 

middle school is expected to contribute to the literature and practice, and in this context, researchers 

are recommended to perform similar studies. 
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Finally, it is necessary to state that though this research provides important findings and 

outcomes revealing the variables explaining school adjustment of middle school students, it has some 

limitations. The data for the study were collected from a single county and this is one of the 

limitations. Assessment of data obtained from only students for a multidimensional construct like 

school adjustment is another limitation of the study. Future studies may assess data provided by 

students, teachers and families for school adjustment using scale tools revealing teacher and family 

opinions while measuring school adjustment of students. 
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Abstract 

The aim of this study is to determine the effect of writing education carried out according to the self-

regulation strategy development model on the self-regulation writing skills, self-efficacy perceptions, 

and creative thinking skills of gifted and talented students. In this study, a pre-test and post-test design 

with a control group was utilized, which is among the experimental designs. The study group 

consisted of 42 students aged 10-11 years who were diagnosed as gifted and talented and were 

studying at the same science and art center in Istanbul. In this research, the Self-Regulated Writing 

Scale, Self-Efficacy Writing Scale, and Torrance Tests of Creative Thinking Figural Form A were 

applied. Information about the scales is presented. Within the scope of the study, a 6-stage self-

regulated strategy development model was enhanced with Web 2.0 digital tools for gifted and talented 

students. The research showed that writing instruction focused on the creation of self-regulation 

strategies reinforced with Web 2.0 resources had a beneficial impact on self-regulation writing skills, 

perceptions of self-efficacy, and the creative thinking skills of gifted and talented students. 
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INTRODUCTION 

The Strategy and Implementation Plan released by the Supreme Council of Science and 

Technology of Turkey in 2013 addressed the concept of “gifted and talented,” which is suggested as a 

replacement for the concept of “giftedness” and describes individuals who succeed at a higher degree 

than their peers in terms of intelligence, creativity, art, or special academic fields (MEB, 2013). When 

the literature on the characteristics of people referred to as “gifted and talented” is investigated, it can 

be found that their traits include fast learning, effective use of numbers, creative capacity, spatial 

abilities, problem-solving skills, strong memory, advanced ethical judgment, and sensitivity (Ataman, 

1998; Hernandez-Torrano, Prieto, Ferrandiz, Bermejo, & Sainz, 2013; Sak, 2010).  

While students who are defined as gifted and talented have higher levels of skills relative to 

their peers based on their developmental characteristics and their life experiences, they may also 

experience unexpected shortcomings in certain fields of learning (Fetzer, 2000; Dole, 2000). Davis 

(2006) claimed that gifted and talented individuals encountering unexpected shortcomings in certain 

fields can be understood as a result of these people having developmental features that are not at the 

same level in different intelligence areas, innately oversensitive approaches to certain subjects, issues 

faced with peers, aggressive behavior towards other children at school and at home, and heightened 

affectivity. Silverman (2002), on the other hand, stated that gifted and talented children may 

experience various problems because they may not progress at the same level in all developmental 

areas, which is defined as asynchronous development in the literature. 

As the relevant literature is reviewed in light of the above information, one of the challenges 

encountered by gifted and talented students is seen to be writing. Friend (2006) claimed that gifted and 

talented children experience difficulty with writing due to their complicated reasoning mechanisms, 

their lack of a capability to make decisions in the writing process, their lack of attention to the 

utilization of spelling principles and punctuation marks, and their lack of ability to express details 

when transcribing story elements. Baum, Cooper, and Neu (2001) claimed that gifted and talented 

students have difficulties in building their thoughts, creating relations among the topics they have 

written about, expressing details, and managing time.  

Macintyre (2008) suggested that gifted and talented children are good at the imagination 

process while composing stories but have problems in writing their imaginary scenarios on paper due 

to their fast thoughts. Gargiulo (2006) noted that, in terms of language development, while gifted and 

talented children begin to form full sentences earlier than their peers, manage to learn to read by 

themselves before they start school, and think quickly, actions such as writing cannot be adapted to the 

pace of their mental processes and so they become bored with the task of writing.  

When the research undertaken to enhance the writing performance of gifted and talented 

students and improve their attitudes toward writing are examined, several conclusions are noted. For 

example, it is possible to create connections between thoughts by introducing new methods in their 

education, it is feasible to incorporate computer technology into the learning process, and various 

collaborative approaches have been implemented to date, with studies revealing that creative and 

critical thinking capacities are possible for these students and writing instruction delivered via 

multimedia designs that will support increased motivation for writing should be implemented using 

fun and enjoyable activities (Albertson & Billingsley, 2001; Chaffee, McMohan, & Stout, 2004; Davis 

& Rim, 2004; Peterson & Karlan, 2011). 

In the education of gifted and talented students, proper settings should be developed that will 

empower students to question various circumstances and utilize their high-level thinking abilities, 

encourage their efforts, and offer opportunities for them to leverage their skills in different disciplines. 

However, to make this possible, education should be provided in such a manner that teachers can 

organize learning experiences by considering the characteristics and needs of each student in their 

classrooms (Mann, Mann, Strutz, Duncan, & Yoon, 2011). When the literature on this topic is 

investigated concerning the suggestions stated above, it is seen that self-regulated writing instruction is 
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advised to enhance the sense of obligation of gifted and talented students in their education, to allow 

their writing processes to become manageable, to encourage their metacognitive development, and to 

encourage them to communicate with each other and positively influence their motivation (Glaser & 

Brunstein, 2007; Saddler & Asaro, 2007; Tracy, Reid, & Graham, 2009; Zumbrunn & Bruning, 2012).  

Self-Regulated Strategy Development (SRSD) Model  

Self-regulated writing instruction strengthens the sense of responsibility of students, helps to 

manage their behaviors and the writing process, and increases their independent performance 

practices. This also greatly impacts the student’s motivation in the learning process. Moreover, self-

regulated writing instruction not only enhances the metacognition abilities of students but also helps 

them engage with each other (Glaser & Brunstein, 2007; Saddler & Asaro, 2007; Tracy, Reid, & 

Graham, 2009; Uygun, Aktürkoğlu, & Dedeoğlu, 2014; Zumbrunn & Bruning, 2012). In order to align 

writing activities through self-regulated writing instruction and to implement relevant strategies, 

planning, self-observing, and self-assessment skills can be taught to gifted and talented students. 

Graham and Harris (2000) explained that writing skills are practices that include planning, 

producing, and evaluating strategies as well as being goal-oriented, complex, and versatile; thus, high 

levels of self-regulation are required for the development of writing skills in students. Furthermore, 

they advised the use of the self-regulated strategy development (SRSD) model in writing instruction. 

Utilizing SRSD for writing practices promotes the development of planning and self-regulation skills 

so that students can better understand the writing process and use the techniques included in the 

model. In previous studies on writing strategy education, it was reported that writing instruction based 

on SRSD had positive results on students’ writing skills and helped in the cultivation of positive 

attitudes about writing (De La Paz & Graham, 2002; Glaser & Brunstein, 2007; Saddler & Asaro, 

2007; Tracy, Reid, & Graham, 2009; Uygun, Aktürkoğlu, & Dedeoğlu, 2014; Zumbrunn & Bruning, 

2012). 

The SRSD model (Graham & Harris, 2000) consists of the following stages: (1) Develop 

background knowledge, (2) Discuss it, (3) Model it, (4) Memorize it, (5) Support it, and (6) Establish 

an independent practice.  

Developing background knowledge: In this stage, the background knowledge and skills 

required by students for self-regulation strategies are defined. This is the stage in which students’ pre-

writing, writing, and post-writing backgrounds are assessed for the writing process and any 

shortcomings are remedied. Awareness-raising education on story characteristics and story elements is 

also provided. 

Discussing it: This is the stage in which self-regulation strategies for writing are implemented, 

the steps of the techniques to be used are introduced, and details on where and how these strategies are 

used are provided to the students. 

Modeling it: This is the stage in which teachers act as models to show students how to 

implement self-regulation strategies. In this stage, the teacher sets the aim of writing, makes full use of 

story elements, and takes students’ thoughts into account while generating ideas. The teacher also 

explains what pre-writing, writing, and post-writing requirements need to be fulfilled and 

demonstrates model behaviors to motivate students to write and deal with negative feelings throughout 

the writing process. 

Memorizing it: This is the stage that enables students to easily and rapidly learn the steps of 

self-regulation strategies and helps them organize their time and focus on their assignments. This stage 

is usually applied at the beginning of writing instruction studies and may not be applied if it is deemed 

unnecessary. 
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Supporting it: In this stage, in which teachers and students collaborate, students who have 

established their objectives usually perform their writing tasks and teachers offer guidance to students 

regarding the topics for which they seek help. The teacher also enables the self-reflection processes of 

students in their assignments while providing feedback on the performances of the students and 

facilitating the students offering feedback on the work of their peers in the classroom.  

Independent practice/performance: This stage is the one in which students do not receive 

support from anyone else. A self-evaluation exercise is undertaken to show the effects of the strategy 

applied for the students. This is also the stage in which teachers observe their students’ attitudes 

toward the writing process and their anxiety levels. 

In this research, the stages of the SRSD model are combined with Web 2.0 tools in the writing 

instruction of gifted and talented students according to the guidelines of the related literature. Among 

the most critical elements of the SRSD model is the fact that stages of this model can be modified and 

adapted to meet the needs of students and some stages can be omitted if desired (Lane, Graham, 

Harris, & Weisenbach, 2006). This study was designed to help minimize negative attitudes toward 

writing among gifted and talented children, to make the writing process enjoyable, to combine it with 

new technological improvements, and to raise their motivation while creating a writing program 

designed to facilitate the acquisition of skills such as formulating task plans through writing 

instruction, acting within the scope of those plans, managing actions, and displaying creative thinking. 

The goal here is to show the effects of the proposed writing program on writing skills based on self-

regulation, perceptions of self-efficacy, and creative thinking skills among gifted and talented 

students. In this framework, the research questions of the present study are as follows: 

Problem: 

What are the effects of writing education carried out based on the SRSD model on the self-

regulated writing skills of gifted and talented students, their perceptions of self-efficacy in writing, and 

their creative thinking skills? 

Subproblems:  

1. Is there a significant difference between the Self-Regulated Writing Scale scores of the 

students in the experimental group for whom the SRSD model was applied and the students in the 

control group for whom the Support Education Program was applied? 

2. Is there a significant difference between the Writing Skills Self-Efficacy Scale scores of the 

students in the experimental group for whom the SRSD model was applied and the students in the 

control group for whom the Support Education Program was applied? 

3. Is there a significant difference between the Torrance Creative Thinking Test scores of the 

students in the experimental group for whom the SRSD model was applied and the students in the 

control group for whom the Support Education Program was applied? 

METHOD 

Research Model 

In this study, a quasi-experimental model was used. Since it was not possible to select the 

students for the experimental group of this study independently due to limitations such as time, place, 

and educational process, a quasi-experimental design was appropriate (Büyüköztürk et al., 2018). An 

experimental design with a pre-test, post-test, and control group was used to examine the effect of 

writing education provided according to the SRSD model on the self-regulated writing skills of gifted 

and talented students, their perceptions of self-efficacy in writing, and their creative thinking skills. 

The dependent variables in this study were the writing skills of the students based on self-regulation, 
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their perceptions of self-efficacy in writing, and their creative thinking skills, while the independent 

variable was the writing education program conducted according to the SRSD model. 

Study Group 

The study group of this research included 42 students aged 10-11 years who were diagnosed 

as gifted and were attending the same science and art center (Bilim ve Sanat Merkezi: BİLSEM) in the 

city of Istanbul. Participants were selected by simple random sampling method. With this method, 

every item selected in the sampling has the same chance statistically and each item is selected 

completely randomly (Büyüköztürk et al., 2018). 

While there were 13 female and 9 male students in the experimental group, there were 12 

female and 8 male students in the control group. The students of the study group attended both their 

own main schools and BİLSEM. While 9 students in the experimental group attended public schools, 

13 students attended private schools. Seven of the students in the control group attended public 

schools and 13 attended private schools. All participating students were diagnosed as gifted. 

As a result of an independent-samples t-test performed based on the data from the Self-

Regulated Writing Scale pre-test performed before the application, it was observed that there was no 

statistically significant difference between the experimental (X̅experiment = 74.64) and control 

(X̅control = 73.95) groups (t (0.48) = p > 0.54). As a result of an independent-samples t-test conducted 

based on data from the Writing Skills Self-Efficacy Scale pre-test performed before the application, it 

was observed that there was no statistically significant difference between the experimental 

(X̅experiment = 58.74) and control (X̅control = 59.36) groups (t (0.26) = p > 0.61). As a result of an 

independent-samples t-test conducted based on data from the Torrance Creative Thinking Test pre-test 

performed before the application, it was seen that there was no statistically significant difference 

between the fluency, originality, elaboration, and detail (abstractness of titles, resistance to closure, 

creative power control) scores of the experimental and control groups. 

Data Collection Tools 

The Self-Regulated Writing Scale developed by Müldür (2017), the  Writing Skills Self-

Efficacy Scale developed by Ünlü et al. (2016), and the Torrance Tests of Creative Thinking Figural 

Form A developed by Torrance (1966) and adapted to Turkish by Aslan (2001) were used in this 

work. 

Self-Regulated Writing Scale 

The Self-Regulated Writing Scale created by Müldür (2017) consists of 21 items and the 

Cronbach alpha coefficient was determined as 0.85, reflecting the reliability of the scale. This 5-point 

Likert-type scale is scored as “I never do: 1,” “I rarely do: 2,” “I sometimes do: 3,” “I often do: 4,” and 

“I always do: 5.” The scale consists of the four dimensions of making effort, observing and managing 

the process, asking for help, and generating ideas. The 21-item scale includes 6 items in the dimension 

of making effort, 6 items for observing and managing the process, 5 items for asking for help, and 4 

items for generating ideas. 

Writing Skills Self-Efficacy Scale 

The Writing Skills Self-Efficacy Scale developed by Onder and Muldur (2016) was used to 

determine the effects of the activities conducted within the scope of the study on students’ perceptions 

of self-efficacy in writing. This 5-point Likert-type scale is graded as “None: 1,” “Few: 2,” “Partially: 

3,” “Mostly: 4,” and “Completely: 5.” The Cronbach alpha coefficient was found to be 0.85 in 

determining the internal consistency of the scale. The scale consists of 3 dimensions: cognitive self-

efficacy, emotional self-efficacy, and social self-efficacy. 
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Torrance Tests of Creative Thinking  

In this study, the Torrance Tests of Creative Thinking Figural Form A, developed by Torrance 

(1966) and adapted to Turkish by Aslan (2001), was applied to determine the creativity skills of the 

students in the experimental and control groups. Figural Form A includes three activities: creating a 

picture, completing a picture, and parallel lines. The Torrance test calculates subdimensions of 

creativity with fluency, originality, elaboration, and detail (abstraction of titles, resistance to closure, 

creative power control) scores. While calculating the score, these four dimensions are calculated both 

separately and as a total score. Three experts were involved in the scoring process. Interrater reliability 

was tested with Kendall’s W test. 

Setting  

BİLSEM centers were established by the General Directorate of Special Education and 

Guidance Services of the Ministry of National Education for the purpose of the education of specially 

talented children in the fields of science and art. In these centers, which are independent educational 

institutions, work is carried out to ensure that gifted students of primary, middle, and secondary school 

ages receive education in accordance with their abilities (MEB, 2016). Three main skill areas are used 

in determining student admission to these institutions: general ability, painting, and music. Students 

can be shown as gifted in at most two of these areas (MEB, 2015). Students who attend BİLSEM 

centers receive their education in BİLSEM together with their main schools for formal education 

(Keskin et al., 2013). In the science and art centers, the education process differs from the curriculum 

in general education and special goals are set. In these centers, there are 5 main programs: the 

adaptation program, support training program, individual talents awareness program, special talents 

development program, and project production and preparation. 

Implementation 

1. In this study, a writing program was developed in accordance with the 6 steps of the SRSD 

model (Graham & Harris, 2000). The program was implemented within the framework of the Science 

and Art Center Support Education Program for 12 weeks in the 2018-2019 academic year. 

2. The program prepared was examined by 2 curriculum development specialists and 1 

measurement and evaluation specialist working in the Department of Education Programs and 

Instruction of Yıldız Technical University, 2 classroom teachers working in the science and art center, 

and 1 Turkish teacher, and necessary adjustments were made in line with their opinions. 

3. The data collection tools of the study, including the Self-Regulated Writing Scale, the 

Writing Skills Self-Efficacy Scale, and the Torrance Tests of Creative Thinking Figural Form A, were 

applied as pre-tests before the application and as post-tests after the application. 

4. Activities prepared in accordance with the stages of the SRSD model were applied for the 

students in the experimental group. The stages and activities of the program applied for the 

experimental group are presented in Table 1 below. 

5. The activities of the BİLSEM writing module were carried out for the students in the 

control group. Subject-oriented writing activities, story completion, writing feelings and thoughts, and 

creative writing activities are included among these BİLSEM writing activities. 

6. The data obtained from the experimental and control groups were analyzed. 

The activities pertaining to the stages of the SRSD model, which also constitute the program 

model, are listed in Table 1.  
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Table 1. Writing instruction activities pertaining to the stages of the SRSD model 

Stages Activities 

Develop background 

knowledge 

During this stage, in which efforts are made regarding the background knowledge of students: 

•  A presentation was provided on narrative stories and their elements, prepared with the 

Emaze Program, a Web 2.0 tool. 

•  Activities were conducted to identify the story elements that were read digitally to 

incorporate the knowledge obtained from the presentation. 

•  Narrative story writing activities given in line with the creative writing method were 

conducted for protagonists, places, times, and problems. 

•  Web 2.0 tools to be used in this research were introduced, including the Storybird, 

storyjumb, StoryJumper, Pawtoon, and Padlet programs. 

•  To promote the usage of Web 2.0 tools in the home setting, training sessions for the 

students’ parents were offered concerning the use of Web 2.0 tools. 

Discuss it Within the scope of this research, the SPACE strategy was taught, which is among the story 

writing strategies. 

S = Setting elements: Place, time, characters. 

P = Purpose: What are the protagonist and the other characters trying to do? 

A = Actions: What does the character do to reach his/her target? 

C = Consequence: What do these actions result in? 

E = Emotional reactions: What are the feelings and responses of the protagonist and other 

characters to the actions? 

•  A presentation laying out the fact that this strategy will contribute to the recall of the 

elements of the narrative and the development of self-regulation skills was given. 

 

Model it •  In this stage, in which the teacher writes a story by applying the stages of the strategy, 

the teacher performed the following exercises out loud while the students watched: 

•  A target concerning writing was determined. 

•  The story elements were determined respectively.  

•  The story was written using a Web 2.0 tool. 

Thus, the teacher taught the students the basics of what they should do to motivate themselves, 

manage their negative feelings, and guide their thoughts and actions through the pre-writing, 

writing, and post-writing processes. 

 

Memorize it The teacher showed the students the stages of the strategy using a range of game methods. In 

this stage, the teacher used the “Learning Apps” application as a Web 2.0 tool and the stages 

of the strategies to be used by students were learned using the gamification technique. 

Support it The students, who had set targets for writing, wrote their stories in line with the strategy for 

self-regulation. As soon as the writing process was finished, the students read each other’s 

stories and provided feedback. Students converted their stories to the digital environment using 

Web 2.0 software. They resumed writing with the help of the teacher and other classmates 

until the independent practice stage began. They were asked to present their work to their 

classmates. The stories presented were assessed by the teacher as well as the classmates. 

Feedback was provided. Students who obtained feedback were encouraged to reflect on their 

own opinions by applying a self-assessment method. 

Independent practice/ 

performance 

In this stage, as the students resumed their writing practices without the help of others, a 

general assessment was carried out by discussing the use of strategies with the students.  

A digital board was formed using Padlet, a Web 2.0 platform, for the students to express their 

feedback regarding the activities and the writing process. The teacher and students expressed 

their opinions via this application. 

 

 

Data Analysis 

In this study, in order to decide on the parametric or nonparametric tests to be used to 

determine whether the writing education carried out according to the SRSD model was effective or 

not, the pre-test and post-test scores of the experimental and control groups were calculated before any 

experimental analysis, and it was determined whether the score distributions fulfilled the assumptions 

of normality and homogeneity. For this purpose, the skewness and kurtosis values of the total scores of 

the pre-test, post-test, and permanence test obtained for each group were examined to determine 

whether the assumption of normality was achieved. It is accepted that the distribution of scores is 

normal if these coefficients are between -2 and +2 (Hair, Black, Babin, Anderson, & Tatham, 2010). 

The Levene test was conducted to test the assumption of homogeneity.  
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As a result of this testing, it was accepted that the significance scores were higher than 0.05; in 

other words, in the case of no significant difference between the variances of the scores, the variances 

met the assumption of homogeneity. Therefore, the independent-samples t-test was used to test the 

significance of the difference between the mean pre-test and post-test scores of the two groups. 

Validity and Reliability 

In this study, two equal groups were selected to ensure that the scores obtained by the students 

in the experimental and control groups were valid and comparable and that there was no bias in the 

selection of the study group. It was ensured that the numbers of participants in the two groups were 

close to each other. Considering the maturation effect, the application was limited to 12 weeks. During 

the application, there was no loss of subjects that would hinder the weekly practices. 

The Torrance Creativity Thinking Test was scored according to the relevant criteria by the 

researcher and 2 different experts before and after the application for the students in the experimental 

and control groups. The Kendall W test was used to determine the level of agreement between these 3 

different raters. According to these results, the reliability between the raters was high (Kendall W 

coefficient of harmony: 1st evaluation: 0.921, 2nd evaluation: 0.913). 

FINDINGS 

As the first finding of this study, independent samples of the t-test results obtained from the 

Self-Regulated Writing Scale were calculated for the students’ pre-test scores in the experimental and 

control groups. The data obtained are provided in Table 2.  

Table 2. Findings related to Self-Regulated Writing Scale pre-test scores 

 

As shown in Table 2, based on the results of the t-tests performed for independent samples 

within the scope of this study, there was no significant difference between the pre-test scores of the 

students in the experimental group (X = 74.61, SD = 11.54) and the control group (X = 73.95, SD = 

12.48) obtained from the Self-Regulated Writing Scale. The t-test results of independent samples for 

the post-test scores obtained from the Self-Regulated Writing Scale for students in the experimental 

and control groups were also calculated. The data obtained are provided in Table 3.  

Table 3. Findings related to Self-Regulated Writing Scale post-test scores 

 

As shown in Table 3, based on the results of the t-tests performed for independent samples 

within the scope of this study, a significant difference was observed between the pre-test scores of the 

students of the experimental group (X = 87.64, SD = 8.47) and those of the control group (X = 74.08, 

SD = 12.23) obtained from the Self-Regulated Writing Scale (t: 0.64, p < 0.05). 

Independent-samples t-test results were determined for the post-test scores of the students in 

the experimental and control groups for the Self-Regulated Writing Scale. Obtained data are presented 

in Table 4. 

 

Group N X SD T p 

Experimental 22 74.64 11.54 0.48 0.54 

Control 20 73.95 12.48   

Group N X SD T p 

Experimental 22 87.64 8.47 0.64 0.00 

Control 20 74.08 12.23   
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Table 4. Findings related to Self-Regulated Writing Scale post-test scores 

Group N X SD t p 

Experimental 22 87.64 8.47 0.64 0.00 

Control 20 74.08 12.23   

 

As seen in Table 4, within the scope of this research, a significant difference was found 

between the post-test scores of the students in the experimental group (X = 87.64, SD = 8.47) and the 

control group (X = 74.08, SD = 12.23) according to the results of the t-tests performed for independent 

samples based on the Self-Regulated Writing Scale (t: 0.64, p < 0.05). 

As the second finding of this study, independent-samples t-test results were determined for the 

pre-test scores of the students in the experimental and control groups for the Writing Skills Self-

Efficacy Scale. The obtained data are presented in Table 5. 

Table 5. Findings related to Writing Skills Self-Efficacy Scale pre-test scores  

Group N X SD t p 

Experimental 22 58.74 9.24 0.26 0.61 

Control 20 59.36 8.84   

 

As seen in Table 5, within the scope of this research, no significant difference was found 

between the pre-test scores of the students in the experimental group (X = 58.74, SD = 9.24) and the 

control group (X = 59.36, SD = 8.84) according to the results of the t-tests for independent samples 

based on the Writing Skills Self-Efficacy Scale.  

Independent-samples t-test results were also determined for the post-test scores of the students 

in the experimental and control groups for the Writing Skills Self-Efficacy Scale. The obtained data 

are presented in Table 6. 

Table 6. Findings related to Writing Skills Self-Efficacy Scale post-test scores  

Group N X SD t p 

Experimental 22 65.74 6.94 0.38 0.00 

Control 20 60.48 10.58   

 

As seen in Table 6, within the scope of this research, a significant difference was found 

between the post-test scores of the students in the experimental group (X = 65.74, SD = 6.94) and the 

control group (X = 60.48, SD = 10.58) according to the results of the t-tests for independent samples 

based on the Writing Skills Self-Efficacy Scale (t: 0.38, p < 0.05).  

The Torrance creativity test was applied as a pre-test and post-test in order to determine the 

creativity levels of the students participating in the research. The t-test was applied to determine the 

difference between the scores obtained by the students for the 6 dimensions of the Torrance creativity 

test. The scores obtained by the students in the experimental group are presented in Table 7 and the 

scores obtained by the control group are presented in Table 8. 

Table 7. The t-test results for scores obtained by the experimental group from the Torrance 

creativity test 

Dimensions  N X SD t p 

Fluency Pre-test 22 12.74 2.36 -9.47 0.00 

 Post-test 22 19.56 2.54   

Originality Pre-test 22 13.74 3.16 -3.82 0.39 

 Post-test 22 14.16 3.58   

Elaboration Pre-test 22 15.57 2.23 -5.93 0.00 

 Post-test 22 20.94 1.47   

Abstractness of titles Pre-test 22 13.47 2.52 -14.83 0.01 
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 Post-test 22 18.93 1.49   

Resistance to premature closure Pre-test 22 12.64 2.57 -16.72 0.01 

 Post-test 22 18.26 1.36   

Creative strengths Pre-test 22 8.77 1.49 -19.74 0.00 

 Post-test 22 14.13 2.32   

 

As shown in Table 7, there were significant differences between the pre-test and post-test 

scores of the students in the experimental group in terms of their levels of fluency, originality, 

elaboration, abstractness of titles, resistance to premature closure, and creative strengths. In other 

words, it was concluded that the application had positive effects on the creativity levels of these 

students. 

Table 8. The t-test results for scores obtained by the control group from the Torrance creativity 

test 

Dimensions  N X SD t P 

Fluency Pre-test 20 13.57 2.87 -3.17 0.42 

 Post-test 20 14.36 4.33   

Originality Pre-test 20 11.53 3.49 -2.74 0.29 

 Post-test 20 11.89 3.57   

Elaboration Pre-test 20 12.61 2.84 -3.92 0.46 

 Post-test 20 13.28 3.36   

Abstractness of titles Pre-test 20 09.77 2.47 -3.28 0.34 

 Post-test 20 10.36 2.21   

Resistance to premature closure Pre-test 20 09.72 2.26 -3.37 0.28 

 Post-test 20 10.84 1.98   

Creative strengths Pre-test 20 08.74 1.86 -3.66 0.17 

 Post-test 20 9.93 2.24   

 

As shown in Table 8, there were no significant differences between the pre-test and post-test 

scores of the control group students who participated in this study in terms of their levels of fluency, 

originality, elaboration, abstractness of titles, resistance to premature closure, and creative strengths. 

DISCUSSION AND CONCLUSION 

Within the scope of this study, the 6-stage SRSD model was enhanced with Web 2.0 digital 

tools for gifted and talented students. Research has shown that writing instruction focused on the 

creation of self-regulation strategies reinforced with Web 2.0 resources has a beneficial impact on self-

regulation writing skills, perceptions of self-efficacy, and attitudes toward writing among gifted and 

talented students. Reviewing the relevant literature (Chaffee, McMahon, & Stout, 2004; Fischer, 2002; 

Graham & Harris, 2000; Graham, Harris, & Mason, 2005; Uygun, Aktürkoğlu, & Dedeoğlu, 2014; 

Saddler & Asaro, 2006), it is seen that the use of self-regulation strategies in writing instruction has 

positive outcomes, supporting the findings of the present research. 

It is assumed that offering students the opportunity to identify their objectives and strategies 

and to apply them positively impacts not only their self-regulation skills but also their writing skills. 

The results of the research conducted by Cleary and Zimmerman (2004), in which the beneficial 

outcomes of practices in which students applied different strategies independently, such as goal 

setting, planning, self-monitoring, asking for help, and organizing the environment, support the results 

of this study. The findings of the research performed by Zimmerman (2002) further indicate that 

students’ identification of a clear goal in the self-regulation process and the identification and usage of 

strategies directed at that goal have positive implications for the management of the performance 

process. Furthermore, Pintrich (2000) found that students who learn based on self-regulation are able 

to deliberately build knowledge in their minds by establishing their own goals and methods of 

learning. These works support the findings of the present study. 

In the self-regulated writing activity conducted within the framework of this study, the efforts 

of students to take responsibility and fulfill their tasks successfully through their own experiences are 
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thought to have had a positive influence on their self-regulation skills. Considering the related 

literature, it has been claimed that when students’ experiences are included in the process and when 

they see that they can write by using self-regulated writing strategies, their belief in their writing 

increases and they are more motivated in future writing activities (Bandura, 1986; Pajares, 2003; 

Zimmerman, 2000). It is further thought that the students’ freedom to choose their topics and which 

Web 2.0 tools they would use positively affected the results of the present study. However, there are 

differing views on this issue when the specific literature is reviewed. While Uygun (2012) claimed 

that, during writing instruction, being able to choose the topic helps students have more power over 

their writing and thus encourages them to write longer and more clearly, Mason et al. (2006) argued 

that students waste time while selecting topics in the writing process and this leads them to begin their 

tasks late. In the research conducted by Müldür (2017), the opinions of students regarding this issue 

were also considered, and some students reported that choosing the writing topic had supportive 

effects, while some students stated that they wasted time.  

In light of the data collected in this study, it was concluded that applications developed within 

the framework of the SRDS model enriched with Web 2.0 digital tools had a positive effect on the 

development of students’ creative thinking skills. Several studies have demonstrated the beneficial 

impacts of designing learning environments in line with learning attributes, resulting in improved 

thinking skills among students. In the study conducted by Aktamış and Ergin (2006), it was found that 

students with creative potential require an environment that stimulates both the product and process, 

and that all children are born with the capacity for creativity, but their school experiences must enable 

them to explore creative thinking, to look at events and circumstances from different perspectives, and 

to come up with new solutions to the problems they encounter in their daily lives. The creativity of 

students should be cultivated to raise them as individuals who can overcome issues related to 

themselves and their surroundings and who can reflect on and analyze events from different 

viewpoints. To this end, as seen in the present study, seeking answers based on the problems faced by 

students in writing or providing exercises to improve their imagination will be more useful in 

cultivating the creativity of students. Teachers may develop creative thinking skills in a classroom 

setting where they behave democratically, are tolerant of different viewpoints, act as guides, and 

encourage free discussions focused on questioning, in harmony with the environment, while utilizing 

different thinking strategies, in-class engagement, and learning through doing and experiencing. 

According to Özerbaş (2011), a teacher who wants to develop the creativity of his or her students 

should prepare a comfortable learning environment where students can freely express their feelings 

and thoughts. He further claimed that a curriculum equipped with a progressive approach to teaching 

that places students’ needs and developmental traits at the center will prioritize the student’s research 

and problem-solving, and putting students’ decisions at the forefront will have a positive effect on 

student creativity. Başer and Ersoy (2009) suggested that teachers should provide exercises that 

encourage students in the classroom and should organize learning and teaching experiences that enable 

students to make unique discoveries and explore new solutions to life-related problems.  

Within the framework of this study, it was concluded that the positive impact of writing 

instruction focused on the implementation of a self-regulation strategy augmented with Web 2.0 tools 

on the self-regulation and creative thinking skills of gifted and talented students originated from the 

fact that students in the experimental group were exposed to numerous strategies and methods that 

allowed them to discover their inherent potential and benefit from computer technology. The results of 

the research undertaken by Chaffee, McMahon, and Stout (2004) support the findings of the present 

work; they stated that writing instruction for gifted and talented students should direct them through 

thinking processes and positively influence their capacity to reveal their knowledge at the end of the 

process through activities assisted by various teaching methods and technologies. The viewpoint of 

Plucker and Callahan (2008) that computer technology can be used in writing instruction for gifted 

and talented students and that teachers using computer tools in writing studies will be more 

advantageous for gifted and talented students who have difficulty in writing also supports the findings 

of this research.  Macintyre (2008) argued that it is not difficult for gifted and talented students to 

picture stories in their imagination, but they have trouble articulating their thoughts on paper due to 

their quick thinking. Computer technologies promote faster writing in keeping with faster thinking, 
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and the availability of functions such as text deletion, correction, rewriting, and adjustment enables the 

creation and transmission of new ideas.  

Within the scope of this research, it was found that providing opportunities for gifted and 

talented students to use Web 2.0 tools, share their ideas, build links between thoughts, visualize, and 

use group writing strategies that encourage cooperative learning has a positive impact on the students’ 

attitudes toward writing and their writing performances. This finding is confirmed by the related 

literature (Albertson & Billingsley 2001; Friend, 2006; Plucker & Callahan, 2008), demonstrating that, 

during writing instruction, the use of strategies enabling the building of links between thoughts and 

based on cooperative learning methods is necessary for gifted and talented students. McIntosh (2006) 

claimed that the education of gifted and talented students should aim at guaranteeing their motivation, 

which will positively affect their performance in turn. Siegle (2015) argued that gifted and talented 

individuals can boost their interest, positive attitudes, and motivation thanks to easy comprehension of 

multimedia design features. Nichols (2002) stated that teachers’ organization of activities including 

computer technologies had positive effects on the writing activities of gifted and talented students.  

The incorporation of technology into the SRSD model is the most significant aspect 

distinguishing this study from other writing instruction methods based on the development of self-

regulation strategies. Reviewing the relevant literature, it is seen that the use of technology in the 

teaching of gifted and talented students enhances the quality of education, can satisfy the needs of 

gifted and talented students for distinction and enhancement, and allows these students to develop 

their mental and creative skills (Chen et al., 2013; Pyryt, 2009; Shavinina, 2009; Siegle, 2015; Ülger 

& Çepni, 2017). It is also observed, however, that the technologies referred to in the related literature 

have both positive impacts and various limitations. In the research conducted by Fox (2014), it was 

found that teachers do not have adequate knowledge about how to use technology in writing 

instruction, while in the study performed by Yousaf and Ahmed (2013), the excessive use of 

technological instruments in writing instruction led students to make errors in spelling and use non-

standard vocabulary in educational settings. In the research conducted by Robin (2006), it was 

concluded that when students first experienced narrative exercises via digital tools, they were unable 

to properly monitor their time and this impacted their self-efficacy and attitudes. 

SUGGESTIONS 

In light of the findings that emerged from this research, it is proposed to incorporate writing 

exercises in which self-regulation strategies are used in the education of gifted and talented students to 

establish positive attitudes toward writing at every level of education and in all courses. It is assumed 

that gifted and talented students, whose attitudes toward writing will evolve positively, will also 

experience positive effects on their overall academic performances and in their attitudes toward their 

courses. 
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Abstract 

This study aims to determine the factors affecting the occupational choice and career orientation of 

senior students in Girls Anatolian Imam Hatip High Schools (Religious Vocational High School) and 

reveal what the students who turn to different occupation groups are affected. The study was 

conducted using the "phenomenology" pattern, which is one of the qualitative approaches. The 

research was conducted with 25 students studying in five different Girls Anatolian Imam Hatip High 

Schools selected from Istanbul in the 2019-2020 academic year. Twenty-five students were selected 

using "criterion sampling", one of the purposive sampling methods.  The data of the study were 

collected using the "interview" method, and a "semi-structured interview form" was used during the 

interview. The data were analyzed by the "descriptive analysis" method. This study has been guided 

by the fact that teachers, families, and policymakers clearly know whether the students in Imam Hatip 

High Schools, which were established to raise religious officials; make their choices in line with their 

own interests, abilities, skills, wishes, and desires or are influenced by their environment and that they 

have made different occupational orientations and preferences in recent years. It was determined that 

students have found common ground in the lifelong development process besides individual 

differences in their career and occupational choices. It is seen that students' occupational thoughts, 

which develop in the form of dreams at an early age, progress from abstract to more realistic and 

concrete as they grow up and develop; changes and even indecisions occur with the increasing number 

of effective factors and the predominance of personal desires. It is thought that it will help restructure 

the studies to be conducted in Turkey since the research is a study to discover "factors affecting the 

occupational choice and career orientation".  
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INTRODUCTION 

We can define the concept of occupation as the whole of the activities in which people serve 

humanity after their education processes and as a result, earn income in order to continue their lives 

(Kuzgun, 2000). Career, on the other hand, has the meaning of reaching the senior management levels 

with its first definition (İbiş, 2011), and today, it includes not only this but also the "knowledge, 

expertise, experience, task change" acquired by the person in the process (Erdoğmuş, 2003). 

Occupational orientation and subsequent career concepts are a concept that does not end with 

acquiring a job, but also includes the social status that comes with it. For this reason, "The concept of 

Career Development rather than Occupational Choice" is emphasized more today (Kuzgun, 2000). 

Occupational choice is a complex behavior that includes factors such as abilities, interests, needs, 

psychology, socio-economic status, gender, etc. (Kuzgun, 2000). 

Occupational Choices and Career Orientation 

Working life offers the individual the opportunity to develop a social identity, increase self-

esteem, develop talents, and is at the center of adult life in modern economies (Corey, 2015). 

Occupation is indispensable in which the individuals are influenced throughout their lives; perhaps in 

the general sense, they define and complete themselves. The person achieves success and is satisfied 

by focusing, aiming to do the best, and being proud of their work regardless of the occupation (Niles 

and Bowlsbey, 2013). Perceptions about the occupation and career enrich and make sense in line with 

the development stages of individuals. Considering developmental differences, it is important to pay 

regard to student perceptions to correctly address occupational choice and career development needs 

(Pyne and Bernes, 2002). Individual is not fully aware of why they should choose an occupation in 

childhood during their developmental process (Lehman and Witty, 1930). The importance of acquiring 

an occupation is mentioned worldwide, and one of the frequently used phrases in many countries is 

that "people are sensitive in choosing their spouses and jobs". Diversification and importance status in 

occupational groups vary according to the needs of the period. It should be emphasized that the 

occupational choice should be made more carefully and meticulously by predicting what may change 

in the future in the flow of life, which is changing very fast (Özsoy, 2004). Studies have also shown 

that a person does his/her job for approximately 70% of their life. Such an important choice is made at 

the youth, that is, adolescence causes mistakes and confusions (Telman, 2006). Kuzgun (2000) 

describes career as "a concept that expresses progress, pauses, and tensions in a lifetime series of 

events, in the general pattern and development line formed due to the succession of occupations and 

other life roles, especially in occupational roles". Deciding on the occupation develops over time 

whereas the career continues throughout the life of the individual (Özgen, Yalçın, and Öztürk, 2002). 

Persons develop their careers in line with their talents, skills, knowledge, wishes, goals, desires, and 

interests (Bayraktaroğlu, 2008). Career development theorists state that this period occurs as a result of 

being influenced by family, peers, various social institutions such as school and society (Bacanlı and 

Sürücü, 2011). 

Factors Affecting Occupational Choices and Career Orientation 

Career seeking aims to find answers to the questions "Who am I?", "What do I want?" and 

"What do I need?". Aims to answer questions about research activities in the meantime, which jobs are 

attractive, how the job can satisfy the person, and what the person can offer to the world (Porfeli and 

Skorikov, 2010). Career research ranges from a comprehensive exploration of possible occupational 

identities to a deeper (in-depth) exploration of their core characteristics (e.g., interests, values, and life 

goals) concerning specific career opportunities (Porfeli and Lee, 2012). Career development is a 

lifelong process based on choosing from many occupations and being ready to move forward with 

these choices. Each individual is affected by many factors such as family, personal values, abilities, 

and social context in this process (Şeker and Çapri, 2019). The main factors affecting students' career 

and occupational choices are personal interests, family, environment, school, social media, etc. (Zafar, 

2019). Career development is a continuous process that involves seeking, acquiring, and processing 

information about oneself and one's environment as Gati emphasizes (Fabio, Palazzeschi, Asulin-
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Peretz, & Gati, 2013). The 18-22 age range, where young adults are subject to various pressures to 

make career-related decisions, is the most effective but stressful period for career development. 

Typically, young adults are pressured by parents, friends, and teachers to make career decisions 

(Corey, 2015). Different factors affecting the individual's occupational choice are stated in four 

primary systems. These systems are intertwined in a circle and are not independent of each other: 

 

1. Microsystem: The individuals themselves 

2. Mesosystem: Family, peers andclassmates 

3. Ecosystem: Family friends, other relatives and 

neighbors 

4. Macrosystem: Ideological groups and social groups 

 

Figure 1. Systems Affecting Occupational Choice Chart  

(cited from Zunker, 2006 Atlı, 2012) 

Much of the literature on career discovery in adolescent populations is based on career 

decision-making and occupational identity. The most important part of career development occurs 

during adolescence. Adolescents begin to clarify their careers, develop an awareness of occupational 

interests and facts, and assume career-related tasks such as career planning and career discovery as 

they increasingly think about their future careers (Rogers and Creed, 2011). Therefore, career 

development is a dynamic process between various ages and stages of life (Corey, 2015).  

Gender has been the most remarkable demographic variable in the occupational choice 

literature (Huffman and Torres, 2001). There was no difference between career decision-making 

competence levels according to gender. In recent years, the traditional distinction between men and 

women has blurred the changing understanding of occupation and career. This may be because efforts 

to become an individual in a society close the gap between men and women at the level of career 

decision-making competence. The difficulties women face in the progressive period of transition from 

modernity to postmodern life have been overcome by environmental stimuli (Bolat and Odacı, 2017). 

The most important point is the personality trait; for example, an aggressive individual cannot 

be a successful cop apart from the individual's suitability to the physical features of the occupation. 

Personality traits and occupational harmony play a vital role in the success and happiness of the 

individual (Telman, 2006). Self-discovery refers to acquiring more information about the individual's 

personality, including values, interests, and abilities. In contrast, environmental research refers to 

gathering information about the opportunities and constraints faced by the individual in various 

contexts such as school, work, and social networks (Denault, Ratelle, Duchesne, and Guay, 2019). 

"Self-efficacy perception" shows the belief put forward by Bandura that the individual can be 

successful in a subject. Individuals' considering themselves competent in a subject means knowing the 

beginning and the end of that subject (Bozgeyikli, 2004). Self-efficacy defines one's belief in his/her 

potential for success with any difficulty (Sickinger, 2012). Individuals have the peace and happiness 

they want in their social lives, especially in their business lives, if they make their occupational 

choices and career preferences in line with their personalities. The individuals need to know 

themselves well and ensure that their personality traits coincide with the occupation they want in order 

to achieve this (Ahmetoğulları and Güneş, 2017). Turner (2003) found that parents' support for career-

related skill development, career-related modeling, praise, encouragement, and emotional support was 
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helpful in the development of career self-efficacy of adolescents. Parental support has been assumed to 

be an important source of children's educational and occupational development tasks, accounting for 

between one-third and half of the children's career-related task self-efficacy (cited in Raque-Bogdan, 

Klingaman, Martin and Lucas 2013). Research on the direct relationship between parental pressure 

and autonomy has shown that a parent who allows the adolescents to make their own decisions and act 

on their own and reduces pressure strategies based on obedience and compliance promotes the 

development of autonomy in that person (Perez and Cumsille, 2012).  

There is a slight difference between the concepts of skill and talent even though they are close 

in meaning. Skill means "the individual being competent to do the task given," whereas talent is "the 

individual's potential to reflect on his/her performance." Skill is the result of the interaction between 

potential, interests, and conditions (Yeşilyaprak, 2014). Talents are one of the most important 

predispositions that will affect the success rate of the occupation that individuals will choose (Atlı, 

2012). Strong defined interest in 1943 as "the individual's continuous reactions to a person, object, or 

activity in the form of like, dislike, indifference." Roe (1964), on the other hand, defined interest as 

"the things that a person pays attention to, observes, thinks about and enjoys without making a special 

effort" (Atalay, 2008). Interest in education plays a very important role in a child's occupational 

choice. Children's interest in education develops and shapes through various institutions such as home, 

school, colleges, and society. Most individuals work in jobs that do not satisfy them. Many of them 

live as if they were imprisoned for life. Therefore, it is important to identify individuals' real interests 

early in life accurately. The occupational choice becomes easier if individuals realize their interests 

(Aggarwal and Bala, 2017).  

It is also important for the individual to make an economic assessment of the country and the 

city where they live. It is necessary to consider that there may be occupational groups that the country 

will not need in the future, considering the present and future conditions in terms of the country's 

development (Telman, 2006). The primary purpose of the Ministry of National Education (MoNE) 

2023 Education Vision is to "educate individuals equipped with the skills of the present and the 

future" (MoNE, 2023). It has been ensured in line with the philosophy of this vision that the students 

determine their careers in the right direction by following their development in every aspect (interest, 

ability, personality, character...) and the goal of raising qualified individuals has been determined in 

addition to quantity.  

Imam Hatip High Schools (From 1951 to Present) 

Between 1951 and 1971; the Minister of National Education of the period addressed the 

necessity of opening Imam Hatip Schools and emphasized the necessity of raising mature and cultured 

hatips (preachers) and imams to appeal to the Turkish Nation in line with the promises of the party that 

came to power in 1950. Imam Hatip Schools with a first period based on the primary school of 4 years 

and the second period of 3 years with a seven-year education period in total constituting a whole were 

opened in 7 provincial centers. The purpose of these schools was described as "raising a positive, 

devout clergyman." It was transformed into "Directorate of Religious Education" in 1961 to carry out 

the education and management activities of these educational institutions, and then into "Directorate 

General of Religious Education" in 1964 with the increase in the number of Imam-Hatip Secondary 

Schools according to the need and the opening of Higher Islamic Institutes since 1959. Its name was 

changed to "General Directorate of Religious Teaching" with the decree-law no. 179 of 1983 (Ünsür, 

2005; Öcal; 2015).  

Between 1973 and 1997, these schools were converted into Imam Hatip High Schools, and 

new rights were granted in 1973, with the adoption of the Basic Law on National Education No. 1739. 

"Imam Hatip High Schools are educational institutions that implement both occupational and higher 

education preparatory programs within the secondary education system opened by the Ministry of 

National Education in order to train the staff responsible for the fulfillment of religious services such 

as Imam Hatip High Schools, preaching, and Courses for Quran" (Karasubaşı, 2019; Ünsür, 2005).  
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From 1997 to the present, the 1997 Turkish military memorandum, which was experienced 

due to the tensions between the political power of the period and the National Security Council (NSC), 

led to a decrease in the number of Imam Hatip High School students and caused negative events. In 

2005, the then President of Religious Affairs said, "The teaching of our religion is not based on gender 

or class distinction; the Quran has pledged gender equality for fourteen centuries." and supported the 

appointments. Imam Hatip High Schools quickly got rid of all the negativities they had experienced 

until then and granted equal rights upon the political change and the coming of the right to power in 

2002; the Council of Higher Education (CHE) equalized the coefficient application on every high 

school basis in 2009 (Ünsür, 2005). Imam Hatip schools affiliated with the General Directorate of 

Religious Teaching of MoNE aim to educate individuals equipped with the knowledge and skills of 

the age "with an understanding that centers quality without neglecting quantity." A new road map was 

drawn to raise respectful, conscious, loyal, and beneficial individuals within the framework of the 

national and spiritual values of the students (General Directorate of Religious Teaching (DÖGM) 

Vision Document, 2017; Karasubaşı, 2019). 

Purpose and Importance of the Study  

This research aims to determine the factors affecting students' future occupational and career 

orientation studying in Girls Imam Hatip High Schools with student opinions. The sub-objectives of 

the research in line with this main purpose are as follows: at what age or grade do occupational choice 

and career orientation emerge, what or who affects the occupational choice and career orientation, 

which factors are effective as they pass to higher classes, and which environmental factors play a role 

in the process of choosing the appropriate occupation. 

What distinguishes this research from other studies in the literature is the in-depth study of 

what may affect the career orientation of female students studying in Imam Hatip schools, especially 

by including the evaluation of gender and school type distinction. It is thought that the research will 

help teachers, administrators, and policymakers working at Imam Hatip schools.  

METHOD 

Research Model and Pattern 

The research was conducted with a qualitative research approach. Qualitative research may 

mean that qualities "can work and solve as a collection of meanings or a spectrum of situations" when 

essences cannot find meaning with quantitative data rather than a quantitative measurement of 

phenomena that exist in our lives (Berg and Lune, 2019). Qualitative research has the feature of 

interpreting with a "natural" approach in terms of its nature. It paves the way for researchers to analyze 

the world more on-site with qualitative research including "field notes, interviews, speeches, 

photographs, records, and researcher diaries" (Denzin and Lincoln, 2011). "Phenomenology", one of 

the qualitative research patterns, was used in the research. Phenomenological studies involve 

describing and interpreting the "essence" of experiences by collecting data from individuals with 

experiences of a phenomenon or concept (Creswell, 2016). The qualitative research method was 

preferred because the data based on "human experiences" can reveal the relationships of human 

"assumptions, prejudices, perceptions, emotions" with their social lives and the events they 

experience. 

Study Group 

"Criterion sampling" from purposive sampling methods was used to achieve the research's 

aim. The purposive sampling method is helpful in discovering facts and events by not allowing in-

depth research in situations where it is thought to have extensive knowledge (Patton, 1987 cited in 

Yıldırım and Şimşek, 2016). Criteria sampling is the study of every situation that meets the criteria 

previously created or prepared by the researcher (Yıldırım and Şimşek, 2016). In this context, the 

method was used to select individuals who meet the criteria determined in order to obtain in-depth 
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information through this method in the research. Criterion sample means "all situations that meet the 

same criterion and help quality assurance" (Miles and Huberman, 2019). That the participants met the 

following criteria is considered when determining the study group of the research: being educated in 

Girls Anatolian Imam Hatip High School, being a high school senior student, taking the university 

selection and placement exam in the year of the research, being suggested by the school administration 

among the students who are at the level of awareness to answer the questions within the scope of the 

research.  

Participants consist of 25 12th Grade students educated in five different Girls Anatolian Imam 

Hatip High Schools in Anatolian and European Sides of Istanbul. The participants were determined 

from the students studying in the 12th grade and different fields by the research purpose. Interviews 

were conducted with participants voluntarily regardless of their academic achievement. 

Table 1. Information of the participants 

Participant Gender Class Area 

Interview 

Duration 

(min) 

Place of Interview 
School 

Type 

School 

Location 

A1 Girl 12 SCI 28.41 Café AIHHS Anatolian Side 

A2 Girl 12 SCI 16.00 Café AIHHS Anatolian Side 

A3 Girl 12 SCI 26.08 Café AIHHS Anatolian Side 

A4 Girl 12 SCI 33.03 Café AIHHS Anatolian Side 

A5 Girl 12 SCI 27.56 Café AIHHS Anatolian Side 

B1 Girl 12 EW 12.04 Assistant Principal’s Room BIHHS Anatolian Side 

B2 Girl 12 EW 12.56 Assistant Principal’s Room BIHHS Anatolian Side 

B3 Girl 12 SCI 17.53 Assistant Principal’s Room BIHHS Anatolian Side 

B4 Girl 12 LANG 13.40 Assistant Principal’s Room BIHHS Anatolian Side 

B5 Girl 12 EW 10.40 Assistant Principal’s Room BIHHS Anatolian Side 

C1 Girl 12 SCI 16.57 Meeting Room CIHHS European Side 

C2 Girl 12 EW 21.40 Meeting Room CIHHS European Side 

C3 Girl 12 SCI 20.47 Meeting Room CIHHS European Side 

C4 Girl 12 EW 35.32 Meeting Room CIHHS European Side 

C5 Girl 12 EW 27.52 Meeting Room CIHHS European Side 

D1 Girl 12 LANG 18.13 Empty Class DIHHS Anatolian Side 

D2 Girl 12 SCI 28.27 Empty Class DIHHS Anatolian Side 

D3 Girl 12 EW 15.42 Empty Class DIHHS Anatolian Side 

D4 Girl 12 SCI 12.33 Empty Class DIHHS Anatolian Side 

D5 Girl 12 EW 10.50 Empty Class DIHHS Anatolian Side 

E1 Girl 12 EW 40.35 Empty Class EIHHS European Side 

E2 Girl 12 SCI 42.03 Empty Class EIHHS European Side 

E3 Girl 12 EW 25.27 Empty Class EIHHS European Side 

E4 Girl 12 EW 13.12 Empty Class EIHHS European Side 

E5 Girl 12 EW 10.51 Empty Class EIHHS European Side 

 

Data Collection Tools and Data Collection  

The interview is the most commonly used method of data collection in qualitative research in 

the social sciences. The researcher can easily access "the experiences, attitudes, opinions, complaints, 

emotions, and beliefs of the participants" and obtain effective results with the interview method (cited 

in Briggs, 1986, Yıldırım and Şimşek, 2016). "Interview" is the best way to understand different 

individuals and obtain strong data; it allows the researcher to master the subject in-depth by asking for 

interaction, flexibility, and detail (cited in Punch, 2014, Özdemir, 2018). The researcher needs to be a 

good listener and questioner, which is the most important point that increases the interview quality 

(Patton, 2018). 

Data were obtained using "interview," one of the data collection methods, to reveal "factors 

affecting the occupational choice and career orientation of 12th-grade students" by the characteristics 

of the phenomenology approach. For the research, interviews were conducted by going to the schools 

determined on the Anatolian and European sides between January 13 and February 24, 2020. Before 



International Journal of Progressive Education, Volume 18 Number 2, 2022 

© 2022 INASED 

232 

this, coordination was ensured by talking with school principals and related 12th-grade assistant 

principals. All data were accessed over about one month. 

The study data were collected with a semi-structured "Student Interview Form" consisting of 

open-ended questions. The semi-structured interview form was first drafted after the literature review 

on the scope of the subject and presented to the evaluations of the experts by the researcher. Necessary 

arrangements were made, and the interview form was finalized after the evaluations. The participants 

were asked research questions by explaining the purpose of the research in detail before starting the 

interview. Their permission was requested for voice recordings during the interview, and they were 

told that their names would not be mentioned in the research in any way, and special coding was 

performed, including school names (A: School/1: Student). The researcher used their own computer 

for voice recording. The longest interview time was 42:03 minutes, whereas the shortest was 10:40 

minutes. The interviews were not restricted for a certain period of time, and the interviews were 

conducted in a chatty and sincere manner with the students.  

The Role of the Researcher 

The researcher carefully defines, interprets the obtained data, and makes inferences in the 

application and other studies to be done in qualitative studies. Accordingly, the researcher is expected 

to be a good listener, asking questions, mastering the subject, focusing on different aspects, and being 

consistent (cited in Yin, 2011, Karabacak, 2016). It can be said that the researcher can carry out this 

qualitative research thanks to her education and being a teacher. Meanwhile, the researcher, who had 

the opportunity to observe because she was teaching 12th-grade female students who constituted the 

thesis sample, decided to conduct this research due to the difficulties, contradictions, and concerns 

about her occupational choice and career orientation students. In a study that drew the attention of the 

researcher considering the factors affecting her own career choice and career orientation, and she 

obtained useful data from the sincere and productive interviews she had with the participants based on 

the statement "65% of the children who started primary school in the world this year will work in 

undiscovered occupations" according to Caty Davidson, one of the professors of Duke University ..." 

in a seminar she participated in,  and also received feedback from the participants that they were happy 

with the interviews.  

Data Analysis 

The data collected by the interview method were analyzed and interpreted by the descriptive 

analysis method. The data obtained in the study were arranged according to the themes obtained in 

line with the literature and tried to be interpreted. The data are summarized and interpreted in line with 

the themes previously decided by the researcher in descriptive analysis; research questions or 

questions developed during the interview are considered. The people's answers are quoted directly 

because the opinions obtained from the people are of great importance for description and 

interpretation. To explain the descriptive analysis in four stages; 1) creating the main framework by 

determining the themes, 2) categorizing the data under the themes, 3) organizing the data by 

supporting them with quotations, 4) explaining the results by interpreting them with cause-effect 

relations (Yıldırım and Şimşek, 2016). 

RESULTS 

The answers obtained within the scope of three basic questions from the data obtained from 

the opinions of 12th-grade students studying at Girls Imam Hatip High School about "occupational 

choice and career orientation" were analyzed in detail by coding under certain themes in the study. 

The following themes and sub-themes are given in Table 2 by the researcher in line with the literature 

and the data obtained; 
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Table 2. Themes and Sub-Themes 

1. The period of the emergence of occupational and career ideas 

Theme Periods of the emergence of ideas 

Sub-Themes Kindergarten, primary school, secondary school, high school 

2. Factors affecting the emergence of occupational and career ideas 

Theme Individual Factors       

Sub-Themes Personality, personality traits, interest, talent, personal desires, life experience 

Theme Family 

Sub-Themes Nuclear family, close relatives 

Theme School 

Sub-Themes Teachers, friends, attitude towards lessons 

Theme Environment 

Theme Being affected by the occupation 

3. Factors affecting the change of opinions about the occupation and career over time 

Theme Change in the process 

Sub-Themes 
From primary school to the end of high school, from secondary school to the end of high 

school, at every grade during primary+secondary+high school, secondary+high school, high 

school 

Theme Occupational factors 

Sub-Themes 

Interaction with the those in the profession, occupational characteristics, employment 

opportunities and materiality, status of the occupation, suitability for women, training process 

of the occupation, working conditions of the occupation, academic competence required by the 

occupation 

Theme Actors 

Sub-Themes Teacher, friend, family, close relatives, environment/society 

Theme Individual factors 

Sub-Themes 
Personality/personality traits, life experience, interest, talent, indecision, doing the work they 

will be happy with, national and spiritual values 

4. The period of the emergence of occupational and career ideas 

Theme Expectations for getting to know the student 

Theme Expectations for the introduction of occupations 

Sub-Themes 
Introduction of different occupations, one-to-one interaction with those from the occupation, 

activities for the promotion of occupations and careers 

 

1.The period of the emergence of occupational and career ideas 

The period of the emergence of occupational and career ideas. Students were asked to express 

their opinions through the question "At what age or grade did your occupational and career ideas begin 

to emerge…?" to understand the period of the emergence of occupational and career ideas. The 

periods of the emergence of occupational and career ideas of the students were given in Table 3 as a 

result of the analysis of the obtained data.  

Table 3. The Period of Emergence of Occupational and Career Ideas 

Theme Sub-Themes f Participants 

Periods of the 

emergence of 

ideas 

Kindergarten 6                            A5, B3, D2, D4, E3, E5 

Elementary school 7                            A2, A4, B1, C5, D1, E1, C2 

Secondary school 9                            A1, A3, B2, C1, C3, C4, D3, D5, E4 

High School 2                            B5, E2 

Doesn’t remember 1                            B4 

 

The emergence of students' "Occupational and Career" ideas mainly coincides with 

secondary school and then primary school periods. Students emphasized that their 

choices, especially in kindergarten, primary school, and secondary school periods, were 

superficial. They did not fully know themselves and the occupation. The choices in this 

period were more temporary, in the form of dreams and enthusiasm. They start to get 
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opinions about their career choices may form the basis for shaping these opinions in the 

following years. Theorists considered occupational choice as a "development process that 

takes years" and stated that it was not instantaneous (Yeşilyaprak, 2014). Students' 

choices differ from the beginning to the end due to the effects of different psychological 

and sociological factors brought about by "developmental" processes. As Ginzberg et al. 

argued, "the occupational and career choice covers the first 20 years of life and is divided 

into three periods; periods of a dream, trial, and reality." (Kuzgun and Deryakulu, 2014). 

Students' choices in the early ages remain in the dimension of temporary enthusiasm, and 

according to the "Career Development Theory" supported by Supers, "occupational 

choice is possible with the individual's knowledge and perception of themselves" (İbiş, 

2011) theory. 

"…But I wasn't very sure of myself at the time, I didn't know if I could do it, I didn't 

know much about the occupation, I thought they were just selling medications..." (A1) 

“Since kindergarten, my dream was to be a doctor like every child...” (E5) 

2.Factors affecting the emergence of occupational and career ideas 

Factors affecting the emergence of occupational and career ideas. Students were asked to 

express their opinions through the question "Who or what influenced your ideas?" as a continuation of 

the question "At what age or class did your occupational and career ideas begin to emerge?" in order 

to explore the factors affecting the emergence of occupational and career ideas. The factors affecting 

the emergence of occupational and career ideas of the students were given in Table 4 as a result of the 

analysis of the obtained data. 

Table 4. Factors affecting the emergence of occupational and career ideas. 

Theme Sub-Themes f                            Participants 

Individual Factors 

 

 

 

Personality/Personality 

traits 
8                    A1, A2, C3, B4, D3, E2, E4, E5  

Interest 7                    A3, A4, B2, D1, D5, E3, E4 

Talent 5                    A3, C1, D4, E3, E4 

Personal desires 1                    E5 

Life experience 4                    A2, B1, E2 

Family 
Nuclear family 4                    B5, E1, E2, E3 

Close relatives 3                    B1, D5, E2 

School 

Teachers 3                    A1, C4, C5 

Friends 3                    A1, A3, C1 

Attitude towards 

lessons 
1                    B4 

Environment   1                    B5 

Being affected by the 

occupation 
 1                    B1 

No affecting factor  4                    A5, B3, C2, D2 

 

The most frequently mentioned theme in the context of factors affecting the period of the first 

emergence of occupational and career ideas was "individual factors". It was seen that the participants 

expressed "personality/personality traits, interest, talent, personal desires, life experience" 

predominantly under the theme of individual factors. "Personality/personality traits" and "interests and 

talents" under "psychological Factors", one of the main headings of the factors affecting the 

occupation and career ideas, supports the importance of the harmony of the students with the 

personality traits and the occupation they want to choose (Telman, 2006) and the fact that the 

individual is aware of their talents will facilitate the occupational choice. The individual performing 

the task of developing occupational identity while developing "self-image" while leaving childhood 

begins to lay the foundation for his/her future decisions; he/she is experiencing a period of career 

discovery (Rogers and Creed, 2011).  
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There are factors such as "family, school, environment, being affected by the occupation and 

not being affected" among the themes created according to the students' data and based on the 

conceptual framework apart from individual factors. It is seen that family (f:7) and school (f:7) factors 

are equally effective in students when we examine these factors according to the intensity of the 

participants. The discourses of the family can also be more effective than the occupations of the 

family; this effect was both negative and positive depending on the situation. The effect of teachers 

and friends was observed equally in the school environment. Some students dreamed of being like the 

teachers they loved or developed a perspective on themselves from the ideas their teachers gave them 

whereas others thought that they could do it by emulating their friends. Social environment (family, 

friend, teacher, etc.) affects the development and achievements of the individual considering Bandura's 

"Social Cognitive Theory" framework. There is a triple interaction with the person's environment; 

"individual-environment-behavior" (Çakır, 2011).   

“… I wanted to be an interior designer or study fashion design because I loved 

drawing.” (E4)  

“... and my parents would say, you should be a lawyer, it will suit you.” (B5) 

“…I did not consider them as an occupation, the occupation I was going to do was 

already determined for me; it was to be in a science-oriented class and then study 

medicine.” (E2) 

“…we were even a few people in our class who wanted to be an architect. I think I 

wanted architecture because my friends wanted it.” (C1) 

3.Factors affecting the change of opinions about the occupation and career over time 

Students were asked "Have there been changes in your ideas from the emergence period to the 

last (12th) grade? If so, what were the factors affecting change or changes (family, environment, 

friend, teacher, etc.)?" and "Do you think that your personality traits, talents, occupational 

characteristics, etc. have an effect on your choices? - If their answer was "yes", they were asked to 

express their opinions through the questions "In what ways were you affected?" in order to reveal the 

factors affecting the change of opinions about the occupation and career over time. The factors 

affecting the change of opinions of the students about the occupation and career were given in Table 5 

as a whole through the analysis of the obtained data.  

Table 5. Factors Affecting the Change of Opinions on Occupation and Career Over Time 

Theme Sub-Themes f Participants 

 

 

Change in 

the process 

 

 

From primary school to the end of high 

school 
3 A2, B4, C2 

From secondary school to the end of high 

school 
1 C4 

Primary+Secondary+High School 1 A5 

Secondary+High School 6 A4, B1, B3, C5, D2, E1 

High School 12 A3, B2, B5, C1, C3, D3, D4, D5, E2, E3, E4, E5 

 At every grade during high school 2 A1, D1 

Occupationa

l factors 

Interaction with those in the occupation 6 A4, A5, B2, D2, E1, E2 

Occupation characteristics 10 A2, A4, B2, C1, C2, C3,  C4, C5, E4, E5 

Employment opportunities and 

materiality 
4 A1, A4, A5, D2 

Status of the occupation 3 B2, D1, E1 

Suitability for women 8 A1, A4, A5, B5, C1, C3, D2, E1 

The educational process of the occupation 5 A3, B5, C1, C5, D2 

Occupationa

l factors 

Employment conditions of the occupation 6 A4, C1, C3, D2, D5, E1 

Academic competence required by the 

occupation 
13 

A1, A4, A5, B1, B4, C1, C2, C3, C5, E1, E3, E4, 

E5 
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Actors 

Teacher 10 A1, A5, B4, C4, C5, D1, D2, D4, E1, E5 

Friends  6 A1, A4, A5, B2, C4, D4 

Family 21 
A1, A3, A4, A5,  B1, B2, B3, B5, C1, C2, C3, 

C4, C5, D1, D2, D5, E1, E2, E3, E4, E5 

Close relatives 2 A1, A4 

Environment/community 8 A4, A5, B2, B5, D1, D2, E2, E5 

Individual 

factors 

Personality/Personality traits 18 
A1, A2, A3, A4, A5, B2, B3, C1, C2, C4, C5, 

D2, D3, D4, D5, E1, E4, E5 

Life experience 7 B1, B3, C4, C5, D3, E2, E5 

Interest 13 
A1, A2, A3, A4, A5, B3, B4, C5, D1, D5, E2, 

E3, E4 

Talent  14 
A1, A2, A3, A4, A5, B3, B4, C5, D1, D2, D5, 

E2, E3, E4 

      Indecision  6 A1, C1, C5, D3, E4, E5 

 
   Doing the work they will be happy 

doing 
16 

A1, A2, A3, A4, A5, B5, C2, C3, C4, D1, D2, 

D3, D4, D5, E1, E3 

      National and spiritual values   11 
A5, B2, B5, C2, C3, C4, C5, D2,  

E1, E2, E3 

 

It is noteworthy that the students' opinions change at different grades over time, 

including the senior year from the first emergence; it is seen that there are frequent 

changes in the students. These changes are given in Table 3 under the theme of "Change 

in the process" with six different codes. There are very few students who behave 

consistently in their choices. The "High School" period (f:12) attracts attention with the 

highest number of students when the frequency numbers are examined. It is seen that the 

emergence of occupational and career ideas starts at the primary school level and is 

shaped in high school and especially in high school senior year. Students' full knowledge 

begins to set at the senior levels of the high school period (11th-12th grades). It was also 

observed that some students had difficulty making decisions until the senior year of high 

school.  

"I realized in secondary school that being a doctor was a very big goal for me. … I 

had the same thoughts in high school… Since I had difficulty in science classes... I could 

not do anything in the science-oriented class... I am thinking about Geography teaching 

now because I love Geography lessons and my teacher." (E5) 

“… Studying medicine is something completely within me…. If it were in a different 

situation, I would choose medicine again.” (A2) 

The study group discussed within the scope of the research is female students 

between the ages of 17-18. This age range is located in what Super calls the "Discovery" 

period (14-24 age range) within the framework of "Lifelong Development Theory." 

According to Super, individual knows themselves in this period, learn different 

occupational roles and occupations, interact with different people, and experience the 

process of examination, trial, and error. Especially senior students are between trial and 

transition periods (Akkoç, 2009). It is when students experience the most decision-

making intensity when they are in high school, as can be understood from the data. 

Occupational decision-making and career planning occur during adolescence, and 

planning and discovery about occupational interests mostly occur during these periods 

(Rogers and Creed, 2011). Adolescents enter the process of occupational discovery in 

their high school years (Schulenberg and Bachman, 1993).  

“Since there is not a clear field I like in 9th and 10th grades, I decided to choose the 

Foreign Language class because I like to study Language (English). ... 11. I thought I 

could study Arabic in class. ... In grade 12, I decided to shift to a very different direction 

and I decided to study Theology...” (D1) 
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"In the 10th grade, I was clear about studying in science-oriented class, and in the 

11th grade, I studied in science-oriented class. While I was studying in the 11th grade, I 

started to get confused… After a while, dealing with mathematics began to restrict me 

and I realized that I was having trouble… In Grade 12, I started to the EW class." (E3) 

These are remarkable results obtained from the data that students also consider 

situations that may affect their lives such as the material, spiritual effects of the 

occupation or the characteristics of the occupation; if the occupation they want to choose 

requires studying one of the courses they have failed or had difficulty in, the students do 

not turn to this occupation; they make choices because they cannot associate the 

characteristics of the occupation with their own lives or because they associate them with 

the characteristics they have; the male population moves away from the high rank 

occupations; female students act by thinking about the different roles they will acquire in 

their future lives (motherhood, spouse), and when necessary shift to occupations where 

they can work from home and spend time with their children; they do not want to spend 

most of their lives studying; it will be healthier to learn the advantages and disadvantages 

of the occupation by interviewing the people in the occupation; they are affected in career 

choices positively or negatively in the family.  

"Being a doctor requires a lot of sacrifice, there is a doctor in the family, I can see 

that. ... I want to spend time with my children when I have a family." (C1) 

“... I started to wonder if I could be a construction engineer. But the working 

environment and being a woman made me change my mind… then … I started to think 

that it might be electrical and electronic engineer, but it is also a male-dominated 

environment.” (A1) 

The individual is actually under the influence of their family since the age group of 

the students includes adolescence, and although the individual seems to be moving away 

from the family in these years (Akdeniz, 2009). Parents' perspectives on occupations 

affect their children at a high rate (Kuzgun, 2000). Children who can establish 

harmonious and democratic relations with their parents get through their occupational and 

career choice periods more healthily; on the contrary, the family is defined as an external 

obstacle in the career development phase of children (Sawitri, 2019). Parents of children 

with academic achievement support children to develop their talents by expecting more 

from them. This positively affects occupational results (Feldman, 2002). Children under 

parental pressure are negatively affected during career development (Corey, 2015).  

“My father didn't want me to study Psychology when I was in secondary 

school, and he was the one who discouraged me at the time because he thought I 

would be confused about religious issues.” (C2) 

“My father is a very controlling person; there almost seems to be competition 

in the family: ... He doesn't care much about what I want, and he decides on 

everything. The occupation I was going to do had already been determined for 

me; it was to be in a science-oriented class and study medicine.” (E2) 

"They thought that I would have difficulty in science-oriented classes because 

they knew me although my parents did not want to affect me very much. They 

knew that I was more successful in the literary fields. I think my father wanted me 

to learn it through experience, and he didn't interfere, but my mother didn't think 

a lady would be comfortable in dentistry. Despite everything, I chose the science-

oriented class in the 11th grade." (E1) 
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It is clear from the data that the opinion of the environment and society on the occupations 

students want causes shifts and changes in students' decisions or is not affected at all by their 

environment and society's judgments. Adolescents mostly interact with their environment, and 

Bandura created a "social learning theory" with this interaction (Tsui, Lee, Hui, Chun, and Chan, 

2019). The effect of society's opinion on occupations, especially on female students, is effective, as 

seen from the data. Students who are not affected by the positive or negative perspective of the 

environment or society's judgments are also encountered in the data. It is among the known and strong 

assumptions that students take their teachers as an example when they like them and increase their 

interest in the lessons, and when they do not like them, they take dislike the lesson. It was observed 

from the data obtained that "teachers" had significant effects on students. Students stated in their 

opinions that the teacher caused the reason they refrained from the lessons or that their interest 

increased, and they concentrated in that field because they liked the lesson because of the teacher. The 

circle of friends is one of the factors affecting students during adolescence. It is understood from the 

data obtained that the students experience changes in their areas of interest by being affected by their 

friends. However, they are not very affected by friends' occupational and career choices. Some 

students dream about the same occupation with their friends whereas others do not prefer to act with 

their friends' ideas. 

“Another lesson that I have been interested in since the 4th grade was 

English… I was even more interested in English seeing my teachers’ love and 

affection in secondary school.” (D1) 

"Society has guidance and bias about girls being in engineering. It is still not 

pleasant for a girl to study engineering such as construction, machinery, etc. … 

When we consider it, everything is dependent on society and we may turn out to 

be another Elon Musk. But the perception of society always leads us to become 

doctors." (A5) 

“I have a friend who wants to be a lawyer and we dream together; it's like 

opening a joint office and working. But some of my friends have said, “Are you 

going to be a lawyer and lie to defend the oppressor?” But I don't see it that way 

and it didn't affect my opinion either.” (B2) 

The sub-theme of "Personality/Personality traits" and "doing the work they 

will be happy doing" attracts attention that the data have dominant ideas for 

students to do what they want and to turn to occupations suitable for them. Even if 

there are a small number of students, there are those who still do not know 

themselves and do not know which occupation is suitable for them and what they 

will be happy within their future lives. Self-discovery and occupational discovery 

of the individual show a parallel structure (Bryant, Zvonkovic, and Reynolds, 

2006). The main factor that makes the choice process difficult is that the 

individuals do not know themselves and do not know what they are competent in 

(Kuzgun and Deryakulu, 2014).  

“I have a high level of tolerance towards people… I am not bored easily and 

I enjoy helping people. ... surgery came first, but if a person dies while operating 

on that person, I can't stand it and I will collapse. Therefore, for example, I would 

rather be a neurologist than a neurosurgeon, so I would prefer to be in the 

outpatient department; I want the patient to talk to me first, interact with me, and 

I do not want to be in the surgery department. … It is already difficult to study 

medicine, but thinking about the future of it makes me very happy. " (A2) 
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Interests and talents are among the special details students notice in their 

occupational choice. The majority of the students think that they can be more 

successful and/or happy in the occupation they choose according to their interests 

and talents. Talent is a natural phenomenon, and talent transformation into skill 

occurs only by revealing and developing talent. Being aware of the individual's 

talents is a positive factor that will bring occupational satisfaction by providing 

convenience to the individual in occupational choice (Rotundo, 2006). It can be 

noticed from the data that students' ideas are shaped in terms of "national and 

spiritual values." The effect of studying in Imam Hatip on this subject can be 

supported by the data obtained. Students are sensitive about this issue, and it is 

understood that some of their thoughts are especially compatible with national and 

spiritual values in their career orientation. Studies have shown that female 

students attach more importance to communication with people and community 

service than male students (Kuzgun, 2006). Values that differ between cultures 

include the purpose of being beneficial to the country in Turkey's students, and it 

is very important to consider this for female students. The individual has values, 

and these values affect their occupational values in their occupational lives 

(Bratsch, 2001). Results support that students determine their occupational choice 

and career orientation as a result of their experiences. Events experienced by 

students are one of the factors they are affected by as a result of a series of 

emotions. One of Super's most effective occupational and career choice theorists 

emphasizes in lifelong development theory that the stages that the individual has 

spent their life, the steps they take, and the occupational and career choice that 

have become concrete show developmental characteristics (Kaygın and Zengin, 

2019).  

“I am very interested in the structure of the buildings; I used to look at and 

examine the outdoor space in the places we went since I was a little girl… I would 

like to study architecture because it would be a very happy and satisfying 

occupation to see a building I designed to be built.” (A3) 

“I was a child who did not want to be a burden to my family. I decided to 

work due to this; my parents reacted first, but then they agreed. It was the summer 

of eighth grade, and I worked at a doner restaurant for about two months. My 

main goal was to buy a phone, and I didn't want my dad to buy one because we're 

four brothers and I didn't want to be a burden. It's been a very difficult and 

different experience for me. I've had a chance to see how people sweat to make 

money. I was very interested in people's behavior, their attitude towards the 

employee was not pleasant, and I understood the importance of studying in 

particular, and I could not accept a working life under these conditions. I thought 

that I should be a woman who can stand on my feet so that I can set an example 

for my children.” (B3) 

There may be situations in which every individual is indecisive, at least for a 

period of their life, and there may be uncertainties. This indecisiveness can 

sometimes occur as a personality trait. It is understood from the data that there are 

times and situations in which students experience indecisiveness in the choice 

processes. There are even those who are adversely affected by this indecisiveness. 

The individual's happiness in their future life is related to the occupation they will 

choose and the career steps they will take (Corey, 2015). Being indecisive can 
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lead to anxiety. This situation remains a source of stress on students (Germeijs 

and Verschueren, 2006).  

“At the moment, the exam is almost over, but I still don't know exactly what to 

choose… I feel like choosing all the jobs; I know it's out of the question, but I 

can't decide. For this reason, my only goal is the exam now.” (C1) 

DISCUSSION, CONCLUSION, AND RECOMMENDATIONS 

The results obtained as a result of the opinions received from the students were categorized 

into themes within the scope of factors affecting occupational choice and career orientation. We see 

that the emergence of occupational and career ideas is shaped by changes from the kindergarten period 

to secondary school, high school, and senior year of high school. We can say that students find 

common ground in the lifelong development process as well as individual differences regarding their 

career and occupational choices. We can say that an individual started to choose an occupation and 

career by imagining an occupation that they do not know exactly what it is like. It is seen that students' 

occupational thoughts, which develop in the form of dreams at an early age, progress from abstract to 

more realistic and concrete as they grow up and develop, changes and even indecisions occur with the 

increasing number of effective factors and the predominance of personal desires. It is understood that 

students make their first choices based on their personalities, interests, and talents, wishes, and life 

experiences. The time period in which students fully realize themselves, their talents, wishes, etc., is 

observed during the high school period.  

It can be said that the environment and being affected by the occupation are not very effective 

on students' occupational preferences. It was observed that a small number of students made stable 

decisions and were clear in their decisions. Students who were still making the same decision as their 

first decision can indicate that the effects are deep, albeit a little. We can say that most of the changes 

in the high school period are due to the fact that the students have entered a process where they know 

themselves better due to the characteristics brought by this period and age-related factor. Students in 

the "Discovery" age group start to make plans in high school and focus on clearer choices. Different 

studies support that the family is an important factor in the occupational choice. We have observed the 

effect of the family in two different ways; positive and negative. It is also noteworthy that negative 

effects cause problems for students and affect their academic achievement. On the other hand, the 

family who guides and gives advice is beneficial for the student. It is understood from the students' 

opinions that the families who support by being aware of the students' individual characteristics rather 

than a repressive attitude contribute to the students going through this choice process more 

comfortably. 

It is clearly seen in the data that students are prepared to choose the occupation they want, and 

when they have difficulty in the field courses, they are responsible for in the university entrance exam, 

they give up at the last minute and shift to different fields. It is understood that they mostly give up 

and start to think about an occupation for which they will study less. We can say that the students do 

not have enough information about the field they will choose or do not have full knowledge of their 

success areas until the field selection. It has been observed that the student speaks more 

enthusiastically about the occupation if the nature of the occupation is such that it will make the 

student happy and attract them in their working life. It is noteworthy that a significant majority of 

them investigate and prioritize how comfortable and suitable the occupation is for women, which will 

affect a large part of their lives in the future as "women" considering "suitability for women" and 

"working conditions of the occupation" in students' choices. It is thought that this situation is 

especially due to the type of school they study.  

Researches show that the individuals who choose the occupation suitable for their personality 

will be happier and more successful in their future life (Kuzgun, 2000). Individuals will be more 

productive and happier in other areas of their lives when they do the work they love. Results show that 

students want to have occupations that they will love and be happy in their work process. It is an 
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important step that they ask, "What occupation would suit me?" and try to find it. Students are never in 

favor of doing a job they will not like, and it is clear that they are making the necessary effort to do so 

against any negativity that may arise from their environment. In addition to these two factors, students 

aim to recognize their personality traits and turn to occupations appropriate for their personalities 

while trying to recognize their interests and talents and guide their choices. It can be seen clearly from 

the results that the students aim to be beneficial, productive individuals to their homeland and nation 

and determine their career goals in line with these goals. It is thought that students who see national 

and spiritual values as determinants in their occupational preferences and career orientations are due to 

the type of school they are studying.  

It is seen that studies were conducted on one or at most two factors affecting occupational and 

career choice when the studies in the literature are examined. The most important difference of this 

research from other studies is that it examined all the factors obtained from the data from a wide range 

as a qualitative study. At the same time, aspects of the research differ in some respects and harmony 

with the studies in the literature. The most studied title was "family," among the factors affecting the 

students' occupational choice and career orientation. Most of the results from this research are 

supported; furthermore, the "family" factor, which is among the two-way impact factors of the 

research (affecting the emergence of occupational and career ideas and change over time), is important 

and remarkable. It was concluded that families effectively direct their children's occupational choices 

directly or indirectly in the study titled "Bourdieuian view of the educational-teaching system: the role 

of schools in the preparation process of students for the exam, the example of Istanbul (Omurtak, 

2019)". It also concluded that this effect differs with the economic and cultural capital of the family. 

Differences were found according to gender; the difference in the scale was found to be higher in 

females than males, and at the same time, the family effect was higher in individuals aged 18-22 years 

than individuals aged 23-27 and 28 years and older in the study titled "A research on the effect of the 

family in the occupational choice (Kılıç, 2019)". It was suggested as a result of the study "The role of 

the school and the students in the occupational choice (Turan, 2018)" that the most important factor 

affecting the occupational choice was the family and the reason for this was the attachment of the 

Turkish society to the family and the importance given to the words of the family members.  

Another factor frequently studied in the literature was "personality-personality traits". Two-

way impact factors (affecting the emergence of occupational and career ideas and change over time) 

have a high rate of data in terms of "personality and personality traits" in this research. İçerli and Arsu 

(2019) concluded in their study "The effect of five factors personality traits on career values: research 

on university students" that the personality traits of individuals were interacting without separation and 

limitation. However, it was concluded that women were more affected by their emotions in their 

decisions than men and that there was a significant relationship between personality traits and career 

values. The significant and positive effect of personality variable on the effect of occupational choice 

was confirmed in the study titled "The effect of personality traits of students on the perspectives of the 

future of the occupation: the case of Hilvan Myo (Ahmetoğulları and Güneş, 2017)". Gülücü (2017) 

concluded in his study titled "The relationship between the occupational choice and career of the 

students and their occupational characteristics: A research on the students of the Faculty of Economics 

and Administrative Sciences" that the participants made choices without considering their personality 

traits. An important conclusion reached in the research is that these students are affected by very 

different factors apart from their personality traits; family attitude, economic opportunities, and 

cultural level were among the predominant factors.  

The transition to the university through the central examination system and the occupational 

orientation related to this prevent students from being oriented according to their interests and talents 

in Turkey. In this research, it is seen that the reason is that students still cannot find the direction of 

their interests and talents and that they will choose according to the score they will receive from the 

exam according to the data obtained, especially from the slightly indecisive students. It was concluded 

in the study titled "Factors affecting the occupational orientation of secondary school senior students 

and the choice of higher education institutions (Boyacı, Karacabey, and Bozkuş, 2016)" that students 

did not prioritize their interests and talents in their choices. Contrary to the research mentioned earlier, 
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a predominant number of participants mentioned their interests and talents and stated that they tried to 

choose an occupation appropriate to their interests and talents in this study. However, they emphasized 

that this effort was not supported. They argued that schools should focus on different studies. It was 

concluded in the study, as mentioned earlier, that the students supported this issue and similarly stated 

that the guidance activities were inadequate. It was concluded in the study titled "Evaluation of the 

factors affecting the occupational choice of the students: Example of call center services (Çelik and 

Üzmez, 2014)" that the students were interested and wanted to have an occupation appropriate to their 

talents.  

The fact that the study sample consisted of especially female students and that they studied in 

Imam Hatip High Schools and that most students studying in these schools had high religious values 

did not adversely affect their occupational orientation according to the results obtained from the data. 

It has been observed that the students made choices in line with their wishes even if the effect of the 

family is high. However, they considered alternatives having appropriate and comfortable working 

conditions for women. It is noteworthy that they shape their orientations with the idea of how they will 

be useful to their homeland and nation, especially in terms of national and spiritual values. Contrary to 

these results, it was found in the study titled "The relationship between attitude towards working 

women and religious orientation (Kuzgun and Sevim, 2004)" that the increase in the level of education 

decreased the level of religious orientation and those with high religious orientation had a lower view 

of working life. It was also stated that not only religious orientation could not be the cause, but also 

that women had to stay one step behind in their occupational lives due to their traditional gender roles 

and the society's perspective on the role of women. Students were aware that they should exist in their 

occupational life and stated that they would be useful to more countries with their religious knowledge 

and as individuals with these skills in this study. It is noticeable that the newly raised generation is 

more conscious and especially aware of having an occupation as a woman considering the time 

difference between the two studies (in the 15 years between 2004 and 2019). The fact that the country 

paved the way for studying and working, especially for women with hijab, and caused occupational 

choice and career orientation of students in this respect can be considered the reason for this 

difference. It is observed in Kılıç's (2018) study that the researcher reached almost the same 

conclusions as Kuzgun and Sevim's (2004) study. Kılıç concluded that women with high religious 

motivation attach more importance to family life and underestimate or give up their career goals in his 

study "Attitude, altruism, and religiousness towards family and career in women: a model testing study 

(2018)". The study sample consists of female and university students studying in different grades. For 

this reason, this study does not show consistency in terms of goals, but IHHS female students, who 

constitute the sample of this study, have stated that they wanted to be successful and useful individuals 

in their future lives without disrupting their family status. Recently, it can be said that the changing 

perspective missions and visions in Imam Hatip High Schools and the goals desired to be realized 

within the scope of the Ministry of National Education's 2023 Education Vision play a role in 

changing students' perspectives. 

The age group of the study sample represents Generation Z. The birth dates of female students 

are after 2000. Generation Z was born between 2000-2020 and is called the generation of the future; 

the labels "crystal generation," "Internet generation", "i-generation" are also used for this generation. It 

is a generation born with the Internet and unable to live independently of technology; speed and fast 

life are at the forefront for them in every field. This generation, which is intertwined with the digital 

world, will soon be thrown into business life with the retirement of the baby boomer generation from 

the business world. They have started their occupational choice and career plans even if they have not 

yet started to work (Çetin and Karalar, 2016). It was observed that Generation Z individuals had strong 

family relations and were heavily influenced by them in their work planning according to the results of 

the research titled "The Possible Effects of the Future Generation Z on Working Life (Taş, 

Demirdöğmez, and Küçükoğlu, 2017)". It is also a result that supports the characteristics of 

Generation Z that they want to turn to occupations that are comfortable and flexible to work. It was 

concluded that Generation Z students were more prone to a multi-faceted career and that female 

student acted according to values and psychological mobility perceptions in a study titled "A research 

on the very intense and unlimited career perceptions of Generation X, Y, and Z students (Çetin and 
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Karalar, 2016)". It was concluded that Generation Z students should be well known by their teachers 

and have deep knowledge about their developmental characteristics, talents, and personality traits in 

the study titled "Generation Z and teaching profession (Karadoğan, 2019)". These results coincide 

with the results obtained from Generation Z students, the age group sample of this study.  

In the data obtained from a considerable number of study students, their indecisiveness in 

occupational and career orientations and its adverse effect on them is noteworthy. It was concluded 

that high school students could not find sufficient support from their families, teachers, and friends 

during their occupational and career choices in the study titled "Social support and gender (Öztemel, 

2013), which are perceived as predictors of the career decision-making difficulties of high school 

students". It was observed that girls experienced more indecisiveness in terms of gender than boys. 

Meanwhile, the lack of guidance and counseling services provided to students in schools was 

understood.  

The fact that this study consists of only female students and other gender-related researches 

concluded as follows: female students generally make occupational choices in civil service and 

teaching that offer regular living conditions as stated in "Factors affecting the university and 

occupational choices of secondary school senior students: Sakarya city center example (Yelken, 

2008)"; students have a sense of equity in their occupational choices, and they are less affected by this 

as well as female students having more sense of equity as stated in "Gender's role in occupational 

choice in the society: a scale development study (Gökcan, 2018)"; female students have lower self-

efficacy and self-esteem in career decision-making compared to male students as stated in "Self-

esteem and perceived social support as predictors of career decision-making self-efficacy in secondary 

school students (Mert, Duman, and Kahraman, 2019)". These results are consistent with the data 

obtained from this research.  

It is a kind of need for the individual to have an occupation and to have a career goal. Meeting 

this need correctly and being happy as a result can be considered as an important turning point for 

individuals. Since an exam-oriented system is mostly carried out in Turkey and this process is 

stressful, it makes it debatable whether students make healthy choices in decision periods. It is thought 

that it will help restructure the studies to be conducted in Turkey since the research is a study to 

discover "factors affecting the occupational choice and career orientation". In the light of the study 

results, the following suggestions could be made:  

• It is recommended to policymakers to support female students to have an occupation in 

society and raise awareness of all environments of society in this regard and consider the 

principle of equality.  

• Psychological Counseling and Guidance (PCG) activities should be handled in a multi-

faceted way, as stated in the Ministry of National Education 2023 Vision Document, "... 

creating a system that allows children to receive education following their 

characteristics, interests, and talents... creating a career guidance system, career profile, 

and development file as well as carrying out these studies considering Turkish culture..." 

should be applied with sensitivity by school administrators.  

• It is recommended that school administrators and teachers get to know the students 

primarily from the lower classes according to the needs of the students; teachers are 

recommended to make students aware of their interests, talents, and personality traits. 

• It is recommended that schools inform their families step by step in this process and raise 

their children's awareness of how they can be more beneficial in the period when both 

physical and mental changes occur.  

• The implementation of the studies that can be carried out within the scope of the MoNE 

2023 objectives and are planned or in the planning phase by school administrators and 
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teachers considering the above-mentioned suggestions will also provide positive benefits 

for our young people who constitute the future of Turkey to be happier, healthier, 

productive, and beneficial to their homeland and nation. 
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Abstract 

Since its existence, the subject of man has been difficult and painful to understand. Philosophical 

anthropology comes to the fore as the field that deals with the essence and function of man to make 

sense of him. Philosophical anthropology tries to evaluate man from his birth to death. By doing so, 

philosophical anthropology draws on various philosophers. The process of understanding man, which 

started with Kant, is shaped by names such as Scheler, Cassirer, Mengüşoğlu, and Hartmann. In 

philosophical anthropology, besides these names, Maria Montessori, who assessed man as a child, is 

also significant. She contributed to philosophical anthropology by actualizing theoretical structures 

with the Montessori method of education, which is based on the understanding of a child who stands 

on his/her own feet and which presents a new perspective on the man. This study is considered 

important in terms of grounding the aforementioned contribution and guiding future studies on the 

subject. 

Keywords: Montessori, Philosophical Anthropology, Education, Child. 

DOI: 10.29329/ijpe.2022.431.16 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

------------------------------- 
i Zeynep Başerer Berber, Assist. Prof. Dr., Department of Social Work, Ataturk University, ORCID: 0000-

0002-5422-8532 

Correspondence: zeynep.baserer@atauni.edu.tr 

ii Dilek Başerer, Dr., Philosophy Group Education Department, Ataturk University, ORCID: 0000-0001-7098-

3645 

iii Mehmet Ali Dombaycı, Assoc. Prof. Dr., Philosophy and Related Sciences Education, Gazi University, 

ORCID: 0000-0002-2428-8884    



International Journal of Progressive Education, Volume 18 Number 2, 2022 

© 2022 INASED 

250 

INTRODUCTION 

It is very difficult to understand a man, who has a complex structure compared to other living 

beings in terms of his developmental process. Because human beings are living beings that think, 

produce, tries to complete himself by filling the gaps in his life. 

He takes steps towards self-realization by performing various activities from birth to death. 

Although it seems very difficult to understand man, this difficulty can be eliminated with the help of 

philosophical anthropology since philosophical anthropology was founded to address the essence or 

function of man and emerged as a way to make himself the object and subject (Çotuksöken, 2002). 

Therefore, philosophical anthropology plays an important role in understanding man. The effort to 

understand man begins with his birth and continues until the end of his life. Putting an effort to 

understand man, Maria Montessori also created her education method from this thought. Believing 

that development can be achieved through education, Montessori tried to understand man by revealing 

his whatness. Although Montessori drew on the views of philosophers such as Rousseau, Pestalozzi, 

and Fröebel while developing the Montessori philosophy of education, she focused also on man's 

different characteristics that separated him from animals and on the essence of man. These show that 

Montessori philosophy of education is similar to philosophical anthropology (Güral, 2015). 

However, such a relationship has not been found in the literature within the authors’ 

knowledge. Therefore, the purpose of the present study is to reveal this relationship. For this purpose, 

in the study, Maria Montessori’s method of education is discussed in terms of philosophical 

anthropology. Providing a new framework for philosophical anthropology, the study is believed to be 

important in terms of putting forth the relationship between Montessori’s understanding of education 

and philosophical anthropology. In addition, it is believed that the revealed relationship will provide 

proof for the need to use ideas from philosophical anthropology in the formation of new educational 

methods today. For this, the study first discusses the basic foundations of philosophical anthropology 

and Montessori's method of education and its stages. Then, the relationship between Montessori's 

method of education and philosophical anthropology is presented by comparing the two. 

Basic Fundamentals of Philosophical Anthropology 

Although philosophical anthropology emerged as an independent philosophical discipline only 

in the 20th century, it was implicitly or explicitly discussed and researched in every philosophical 

activity in every period of history since man is the subject of history and culture. The steps towards 

philosophical anthropology taken in the 20th century are very prominent in Kant's thoughts does not 

show that Kant's activities are far from, for example, Aristotle's. Thus, it seems preferable to adopt an 

attitude that implicitly emphasizes the importance of historicity, more specifically, the history of 

philosophy. There was a resistance that emerged as an opposition to the idea of emptiness and 

meaninglessness of human life in the face of history's important wars, pandemics, and deaths with the 

fact that man was shaped by religious authority, mathematics, and biology were explained in many 

different ways. In this resistance, Kant turned man into an independent field that needs to be examined 

ontologically by focusing on the question of "What is man?" and in this way, he led to the emergence 

of philosophical anthropology, which he based on ontological foundations (Mengüsoglu, 2015). 

According to Kant (2007; 2018), man is being equipped with incomplete tools when he is 

born. All the physiological needs necessary for survival must be met by himself. While meeting these 

needs, other species that will guide him and that he compare himself with are the animals. However, in 

this comparison, man has neither the strength of a bear, nor the speed of a hound, nor the strength of a 

tiger. All the characteristics animals need are given at birth. There is no need to teach a newly born 

rabbit what to eat and how to eat it. Yet, man needs someone to teach those to him. According to Kant 

(2018), the difference between man and animals is that man develops himself with his natural abilities, 

conveys his achievements, and possesses a structure that educates and is educated. For this reason, 

Kant stated that the most basic need for human development is education. Education is an art and a 

specialization that must be brought to perfection over generations. The capacity of man is developed 
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by transferring information from generation to generation through education. Based on ontological 

foundations, Kant's anthropology is an approach that does not place man in any value judgments or 

prejudices but tries to understand a man with the concrete things he has done. In this approach, Kant 

does not discuss man only biologically or psychically because, according to him, he is not static, he 

reveals his ontic integrity concretely with his achievements. All of his doings as a whole come from 

his achievements. After Kant, Max Scheler, another philosopher who has an important place in 

philosophical anthropology, also tried to understand man. In his philosophy, Scheler addressed the 

subject of man as with a personality and as a person. According to him, man is an entity gathering all 

the elements and laws of existence within himself. Arguing that man cannot be distinguished from 

animals as a biological entity, Scheler also stated that a definition with a biological basis for man 

cannot be given (Scheler, 1988). 

The unique entity and value limit that can be found among living beings is not there between 

man and animals. Although both of them are living beings, they can move from one to the other 

categorically in terms of genetics and for other reasons. The alternative to this is possible by 

discussing the boundary between the person and the organism, that is, between the geist (the unique 

being that is not made into an object) and the living being (Mengüşoğlu, 1949; 2015). Opposing Kant's 

unilateral understanding of man based on reason alone, Scheler stated that what makes man human is 

not only reason but also emotional acts and love. Therefore, Scheler pointed out that the concept of 

man has two meanings. The first of these is the concept of man that puts man among the vertebrates 

and presents man as a certain animal species. The second is the concept of man that gives man a 

special place in the universe and separates him from animals. In this second meaning, man is nothing 

but a spiritual-biotic being who emerges as a person. Man, as a microcosm (reflection of the whole 

universe), is a being that carries every real essence of what exists within himself. While presenting the 

idea of the totality of man, Scheler considered the man who became conscious of himself, nature and 

God, the spiritual-biotic entity, and the historical man, not a man who is an animal species. According 

to him, the totality of man is a man who carries all the possibilities of his essence. However, since 

humanity carries an infinite number of developments within itself, there are endless forms of the 

totality of man for every period in history (Scheler, 1988). While Scheler followed the aforementioned 

ways to understand human beings, Ernst Cassirer tried to answer the question of "What is man?" 

within the framework of cultural anthropology. 

Cassirer objected to the treatment of man as a rational being and regarded him as a being of 

symbols. Man does not live in the "world of reality" but in the "world of symbols", and this world 

consists of myth, language, religion, history, art, and science because the man can construct a cosmos 

of symbol forms in myth, language, religion, art, and science. This cosmos enables man to interpret 

and understand his experiences and lives, and to establish connections with the world of thoughts. 

Thus, according to Cassirer, anthropology should show the nature and structure of various symbol 

forms such as myth, language, art, religion, history, and science (Mengüşoğlu, 2015). Cassirer 

explained "what is man", the common point of cultural elements produced over the centuries, with the 

unity behind the diversity of culture. However, the answer Cassirer seeks is not a concrete answer to 

the unity of cultural elements. A functional answer that will help us in determining the unity of 

cultural elements and explaining cultural elements stemming from itself because, according to Cassirer 

(1980), there is no substance about the man. He argued that if there is any definition of the essence or 

nature of man, this definition can only be understood as a functional definition, not as a substantive 

one. He believed that we can define man neither by an innate principle constituting his metaphysical 

essence nor by any natural faculty or instinct that can be investigated by empirical observation. The 

remarkable distinguishing mark of the man is his work, not his metaphysical nature. Therefore, 

Cassirer (1980) stated that the answer to the question of "What is man?" should be given by looking at 

man's concrete productions and he distinguished man from other living beings with this characteristic. 

Hartmann, another thinker in the field of philosophical anthropology, has an important place 

in this field. According to him, man consists of various levels of reality. Hartmann argued that man is 

not composed of two separate and unrelated fields of existence (psycho-vital and geist), but four fields 

of existence/levels similar to the real world (Mengüşoğlu, 2015). The first of these levels of reality is 
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the field of existence where inanimate objects are located and are the inorganic level or the material 

level. The second level of reality is the level where living beings are. The third level of reality is the 

emotional level that is conscious but not yet a spiritual being. Finally, the last level of reality consists 

of spiritual beings. According to Hartmann (2005), the essence of man can only be comprehended 

with the levels of reality only within the integrity of the same level system found within the real world. 

Just as we cannot understand the world without understanding man, man cannot be understood without 

understanding the world in which he lives and is a member. 

 

Drawing on Hartmann's theory of levels of reality, Mengüşoğlu (2015) discussed man 

concretely and reached the fact that man is an independent entity. He referred to the man as an entity 

that knows, does, hears values, takes an attitude, foresees, predetermines, desires, is historical, ideates, 

devotes himself/herself, educates himself/herself, can be educated, founds countries, believes, creates 

art, and speaks. According to him, it is difficult to understand the man with just the concept of 

intelligence since man does not live day to day like an animal. Man's life depends on the realization of 

certain goals. According to Mengüşoğlu (2015), a man who can educate and can be educated is a being 

that bends accordingly. He stated that man has the opportunity to get a new form in this way and that 

such a situation does not exist in animals and that they are static beings Mengüşoğlu argued that man 

comes with core abilities and that it is possible to reveal and develop these abilities through education. 

As can be understood from the above explanations, philosophical anthropology emphasizes the 

"whatness" of man. In other words, it tries to show the characteristics of man that distinguish him from 

other beings, his structural features, and his unique place in existence (Mengüşoğlu, 2015). 

Montessori and Montessori Method of Education 

Maria Montessori was born in Italy in 1870. Being the first female medical doctor in her 

country, Montessori developed a new education method by working with children and thus became 

one of the important names of her period. Dedicating her life to the education of children, Montessori 

first worked with intellectually disabled children. She helped their development by putting them 

through special education (Montessori, 2016). Acting on the idea that children's minds are not 

completely unusable but they are just not used, she first examined the works of pioneers in the field of 

special education and developed special education and observation programs to be used in the 

education of intellectually disabled children. She observed the desire and need of intellectually 

disabled children to play that was not examined before and encouraged people to educate them. When 

the intellectually disabled children she worked with achieved the same success as normal students in 

the exams done in Italian public schools, she thought that the education system she applied could also 

be applied to normal students and she tried to implement this system. For this reason, she directed her 

works to the field of education and laid the foundations of a unique education method (Danişman, 

2012; Durakoğlu, 2010; Oğuz & Akyol, 2006). 

The main purpose of the educational method developed by Montessori (1997) is the discovery 

and liberation of the child. The first problem she faced was to engage directly with the child’s 

existence, and the second was to provide him/her with the necessary assistance as he/she progressed 

towards maturity. This method is a method of education that gives children opportunities to research, 

experiment, make mistakes and correct their mistakes on their own, Therefore, it prioritizes the 

individuality of the child because, according to Montessori, every child is an individual with a unique 

development (Koçyiğit & Kayılı, 2008; Montessori, 1997). The child who learns by himself/herself 

has a great desire to learn because he/she does what he/she wants. For this reason, the method provides 

the child with lifelong learning motivation. In addition, this method does not allow the child to be 

engaged in any activity that he/she does not see himself/herself ready for, as it allows the child to grow 

naturally and without environmental influence (Malloy, 1989). 

While creating this method of education, Montessori categorized developmental stages into 0- 

6 years old, 6-12 years old, and 12-18 years old and determined each plane according to the 

sensitivity, needs, and characteristics of children at those ages. In the Montessori method of education, 
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the first plane of development, which includes children 0-6 years, consists of two sub-planes. The first 

sub-plane is between the ages of 0-3 and the second sub-plane between the ages of 3-6. According to 

Montessori, in the first sub-plane, adults cannot even come close to the child's mind. There is no 

school for children in this period. In the second sub-plane, although the mind is the same, the child 

becomes open to the influence of adults in some ways. The personality goes through changes at this 

sub-plane and the child reaches an intelligence where he/she can go to school (Montessori, 2015). 

Furthermore, at this sub-plane, it is as if a separate window for learning is opened in the brain, all 

attention is directed to the environment or certain areas. As a result, the child learns easily (Danişman, 

2012). According to Montessori, this plane should not be seen just as a transitional stage on the path to 

adulthood because childhood has a unique development plan, and children are equipped with many 

abilities during this period. These abilities manifest themselves as the "absorbent mind", "sensitive 

periods", and "sense of order". According to Montessori, children with these abilities can achieve 

many gains even during infancy, which is perceived as the inactivity plane (Altınışık, 2014). 

Children's abilities are discussed in detail as follows; 

The principle of the absorbent mind, which is the basis of the Montessori method, refers to the 

child's ability to absorb all the spiritual, mental, and physical aspects of the environment without any 

effort and untiringly. This plane, which covers the ages of 0-6, is the period when the child's brain 

absorbs everything around him/her. In this plane, the importance of individual choice and self-directed 

learning increases. Children are starting to build their knowledge. In this way, learning becomes more 

individualized and the level of being curious about acquiring information increases (Lloyd, 2008; 

Zarybnisky, 2010). The absorbent mind principle aims to reveal the mental activities of the child. 

Therefore, in Montessori education, the child is never forced to attain mental achievements 

(Montessori, 2015). 

Sensitive periods are the periods in which the child can master certain skills and inherited 

programmed periods are explained. The child's sensory and mental abilities are guided by sensitive 

periods. These are excessive learning desires for specific and various environmental situations. 

Montessori believes that these sensitivities are not accidental and that this process occurs throughout 

the development because the development process has a structured plan and according to this plan, 

people develop as much as they interact with their environment. If the child cannot realize or get the 

experiences in these periods that nature planned for him/her, his/her future development will be 

jeopardized. For this reason, the child needs to complete the sensitive periods positively. At these 

periods, issues such as order, detail, use of hands, walking, social and communal skills, and language 

acquisition are at the forefront. These periods are important for maturation and learning. However, 

Montessori focused more on learning because what maturation brings to the child is just a step for 

him/her. The important thing for the child is to be able to climb these planes comfortably and with the 

highest power. For this, there is a need for an environment that can correctly structure the child's 

potential and well-prepared learning opportunities (Doğru, 2009). 

According to Montessori, the child is also extremely sensitive to order. For her, the sense of 

order is to memorize the place of each object in its environment and to mark where it should be. In 

other words, the sense of order is to adapt oneself to the environment and thus to dominate it down to 

the smallest detail. The desire for order in children is different from that of adults. While order 

provides the adult with a degree of outward pleasure, it is indispensable for the child because the child 

gains the opportunity to dominate the environment thanks to his/her sensitivity to order. The child’s 

intense sensitivity towards order is for distinguishing the relationships between objects. For this 

reason, Montessori considered the child’s unique need for order as the construction of the personality 

and knowledge within the individual (Montessori, 1997; Durakoğlu, 2010; Arslan, 2008). 

The second plane of the Montessori method of education goes from six to twelve. According 

to Montessori, on this plane, the child is calm and happy. The child is mentally healthy and strong and 

self-confident (Montessori, 2015). In this stage, the child begins to become conscious of good and 

evil. Children who questioned only personal behaviors in the previous period, try to make sense of 
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social events by approaching them from different perspectives in this period. The knowledge/skills to 

be acquired in this period; justice and moral judgments, social relations, money and economy, 

imagination, using tools and machines, perception of time and history, perceiving human traits, 

perception of belonging to a family, and being aware of the workings of the world (Montessori, 2015; 

2016). 

The third and last plane of the Montessori method of education goes from 12 to 18. This is a 

time of many changes. In this period, which is divided into two sub-places (12-15 and 15-18), physical 

changes are experienced and the body reaches full adulthood (Montessori, 2015). In this plane, which 

is built on indecisions, the child requires protection and safety due to physical change. During this 

period, knowledge and skills such as confidence, self-expression, analytical thinking, commitment, 

and responsibility are attained. In addition to these, social and religious feelings also develop in this 

plane. Moral teaching can now be done for the child who has started to gain spiritual feelings since the 

child's moral and social consciousness has now reached the level of maturity (Arslan, 2008; Danişman, 

2012; Durakoğlu, 2011). 

The Relationship between Philosophical Anthropology and the Montessori Method of 

Education 

 

Philosophical Anthropology 

As mentioned at the beginning, although Montessori drew on from the views of philosophers 

such as Rousseau, Pestalozzi, and Fröebel while creating her understanding of education, she 

developed her method with the belief that the qualities, purposes, and elements of the spiritual life 

stemming from man's existential structure. Montessori set out from the idea that to know the child, it is 

necessary to know man. This idea of Montessori is similar to the general mentality of philosophical 

anthropology. Philosophical anthropology also emerged from the idea of the essence of man and its 

realization in a certain concrete life. Thus, it can be said that the Montessori method of education has 

similar points with philosophical anthropology. At this point, it is necessary to discuss Montessori's 

understanding of man. 

While analyzing how the child learns, Montessori turned her attention from the human body to 

the human mind and tried to make sense of the man through the mind (Durakoğlu, 2011). While doing 

this, she approached the man as a biological being. For this purpose, Montessori tried to put forth her 

various judgments about a man with the difference between man and animals. According to 

Montessori, man, unlike animals, is not born with a predetermined character. She believed that the 

instincts of animals reveal themselves easily. However, since the soul of man remains in the depths, it 

does not have a predetermined characteristic. The man also has innate psychological characteristics. 

Yet, they are not predetermined as in animals. All movement patterns such as running, jumping, and 

climbing seen in animals are determined by heredity. They carry the formations in their hereditary 

characters throughout their lives. Man, on the other hand, has unlimited adaptability power, unlike 

animals. Due to this characteristic, man can attain countless forms of work and habits. In addition, 

man has the opportunity of endless change and development with the characteristics they reveal in the 

external world. To sum up, the differences between man and animals reveal that while animals are 

closely tied to heredity, a man certainly does not accept an unchangeable behavior that comes with an 

inherited behavior. While it is known in advance what the offspring of animals will be like when they 

mature, it is not known how human beings will be when they mature (Montessori, 2002). 

According to Montessori, another feature that distinguishes man from animals is the presence 

of a soul and creative intelligence in man's entity as a biological being. Thanks to the psychophysical 

functions that are embedded in the soul and creative intelligence and that enable us to exhibit human 

behavior, the child becomes a superior biological being that has the power to reveal his/her free will 

with his/her own choices. According to Kant's anthropology based on ontological foundations, man is 

a biological and psychic entity but also an entity that concretely reveals his ontic integrity with his 
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achievements. Kant believed that all of man's doings as a whole come from his achievements. 

According to Montessori, man is a living being that develops by being educated, and natüre 

characterizes man with his instinct to work. According to Kant, man, unlike animals, is a being who 

conveys his achievements, educates, and is educated. The main purpose of the Montessori method of 

education is the discovery and liberation of the child. Thanks to the desire to learn, the child, who goes 

through different stages, gains his/her freedom in this way. According to Mengüşoğlu, man is a liberal 

being. According to Montessori, every child has an individual personality with a unique development. 

For this reason, Montessori developed an education method that prioritizes the individuality of the 

child (Kant, 2007; 2018; Montessori, 2007; 2015; 2016). 

According to Scheler, the unique entity and value limit that can be found among living beings 

is in a man who passes from one to the other without interruption in genetic and systematic terms. 

According to Montessori, the development process has a structured plan and according to this plan, 

people develop as much as they interact with their environment. There is a need for an environment 

that can correctly structure the child's potential and well-prepared learning opportunities. According to 

Mengüşoğlu, man has a predetermining feature that knows, does, hears values, takes an attitude, and 

sees in advance. Similarly, Cassirer stated that if there is any definition of the essence or nature of 

man, this definition can only be understood as a functional definition, not as a substantive one. It can 

be said that Cassier, who lived in the same period as Montessori, had similar beliefs since he stated 

that we can define man neither by an innate principle constituting his metaphysical essence nor by any 

natural faculty or instinct that can be investigated by empirical observation. According to Montessori, 

the ideal man is a man of nature. Man is not only a member of nature but also a member of nature 

which is his product. Man dominates nature thanks to this creation. For this reason, Montessori 

emphasized the importance of the environment in which one lives. Similarly, Hartmann discussed the 

importance of the environment by saying just as we cannot understand the world without 

understanding man, man cannot be understood without understanding the world in which he lives and 

is a member. The man of nature, Montessori's ideal human type, is discussed in parallel with her 

principle of 'normalization' principle, which is one of the goals of her method. As it can be understood, 

the principle refers to the process of adapting the individual to his/her nature. Based on this, the 

principle of ‘normalization’ was developed to help people regain their deteriorated nature over time. 

Montessori's man of nature is characterized by his/her working instinct and creates his/her 

environment. This person can also be identified with productivity. According to Montessori, man is 

not only a member of nature but also a member of nature which is his product. Man dominates nature 

thanks to this creation. Therefore, man gradually begins to adopt the environment he has created and 

makes this environment the basic element of his life. Thus, as a man of nature, he/she dominates the 

environment is through a continuous fight and education (Durakoğlu, 2010). 

Montessori Method of Education 

According to Montessori philosophy, the child is the ancestor of man. He/she must be 

respected and his/her dignity should be protected. The child is the carrier and reflector of culture. 

Rewards and punishments disrupt the child's internal structure. The child is eager to learn and it is in 

their nature. The rewards are also in himself/herself. The child should learn naturally. The adult should 

arrange the environment following the child's structure and needs. The nature of the child leads 

him/her to normality. The materials used by the child who learns naturally should also be natural since 

materials are toys that help children to do over and over. Materials should teach life and scientific 

knowledge. The Child who enjoys doing tasks should not move on to the next before they mastered 

the previous skill. Then there is no learning. Mind development is fueled by movement. Hands are 

especially important. Like all living things, children have sensitive periods. These periods are 

important in terms of education (Montessori, 1999; Morrison, 2007). As these show, there are 

common points between the development and education of the child and view of man in the 

Montessori method and philosophical anthropology. 

Since man is a living being that develops by being educated, the basis of Montessori’s 

pedagogy is intertwined with philosophical anthropology because Montessori questions the child both 
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as an educator and as a doctor physiologically. However, despite being a doctor, her physiological 

questioning should not be limited to physiology. According to Montessori, the child should be kept 

active from the moment he/she is born until he/she comes of age, and he/she should be helped step by 

step to develop his/her personality. Montessori summarized this basic idea as “help me to do it 

myself”. The image of the child in Montessori’s child anthropology is that the child is not a small 

adult, but is different from an adult in terms of both spiritual and physical development. The child has 

a structure that differs from the adult in terms of representing a unique being and a special form of life 

(Arslan, 2008). 

A person's life is shaped by certain content, energy, meaning, and purpose, starting from 

childhood since this period is the period when the foundations of the totality of existence are laid. The 

child's experiences, impressions, and behaviors affect his/her behaviors and everything that will be 

done when they reach adulthood. This brings to mind that the qualities, purposes, and elements of the 

spiritual life stemming from man's existential structure are under their way to a totality of existence, 

and that totality also includes unchangeability to some extent. Therefore, knowing the child forms the 

basis of the art of knowing man (Güller, 2013). According to Montessori, the child has a mysterious 

structure in himself/herself that cannot be understood by adults. The mysteriousness of this structure 

comes mainly from temporary forces. The child forms his/her personality with the help of the forces 

that are activated in the sensitivity period. Thanks to his/her desire to learn, which one of these forces 

is, the child who passes through different planes is liberated. In other words, the child changes by 

passing through these planes, but he/she also moves towards a kind of uniformity as he/she moves 

towards liberation. Because of these characteristics, the child can be described as an individual who 

represents a special period of life quite different from the adult. Montessori also treats the child as an 

individual independent from the species. At this point, to reveal and support the development process 

of the individual's personality, Montessori advocates a fair education specific to the individual in 

which the individual tries to individualize and socialize. Therefore, Montessori gives importance to the 

formation of personality. She advocates keeping the method in the background in education to 

emphasize personality. Montessori considers the development of personality, which is revealed in 

individualization and socialization, as the ability of the individual to get together with other 

individuals and to protect his/her liberal individuality. Here, Montessori does not regard childhood as a 

transitional stage to becoming an adult. On the contrary, Montessori regards this period as a unique 

developmental stage with its own rules. Stating that the child is the architect of his/her humanity and 

the people around him/her, Montessori also expressed that children have a construction plan of their 

own at this architectural stage and they try to improve themselves within the framework of their views 

by following this plan. However, in this construction process, adults should not have any influence 

because it is the child who forms the basis of this architecture and only he/she knows this construction 

plan. The untimely intervention of the adult can change the whole plan. The important thing is to 

guide the child in the right place and time and to ensure the individualization and socialization of the 

child. At this point, the responsibility of the adults is to awaken the ability and hidden power in the 

child and to support him/her in the development process. In addition to all these, the child is also 

regarded as God's creation in the Montessori method. According to Montessori, the laws of 

development in nature are determined by God and there is a divine sanction in the development plan 

of the child. The vital needs of the child are the requests commanded by God. This shows that God has 

given the child tremendous strength for his/her path of life. Giving the child the power to learn on 

his/her own, this energy has an important role in Montessori's pedagogy because this is the basis of all 

behaviors and this requires love, respect, and responsibility. In fact, at the beginning of Montessori's 

educational goals comes individuals taking responsibility and respecting themselves and others 

(Arslan, 2008; Montessori, 1997; 2007; 2016). In this way, Montessori discussed the child as both a 

biological and independent man and as a man created by God, as well as a separate entity from the 

adult (Morrison, 2007). 

CONCLUSION 

Montessori presented a view on the man with his/her method of education, acting from the 

understanding of a child who is free, individual, and standing on his/her own feet to become an adult 
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individual. While doing this, it can be seen that the theoretical and practical integrity lost in education 

today is concretized in philosophical anthropology. Although Montessori's views seem to be practical, 

it can be said that philosophical anthropology feeds the theoretical aspect of the method, and one side 

complements each other in terms of theoretical value and the other in terms of practical value. In line 

with the aforementioned argument, it can be stated that by going deeper into these two theories, 

focusing on integrity and especially focusing on philosophical anthropology, Montessori’s views will 

be carried to the next current level and updated without losing their content, because in areas where 

people and education are concerned, updating is not like a phone being updated. When each update in 

the social sciences does not give enough attention to the theory, it destroys the subject it has updated 

and causes today’s education to become dysfunctional and lose various values by wasting its solid 

foundations regarding man. 

As a result, it is important to train teachers who know how to teach and use various methods 

well in order not to fall into the position of a technician in education. For this, it may be necessary to 

develop a model that integrates philosophical anthropology and Montessori's educational method. 
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Abstract 

The aim of this study is to develop a measurement tool for self-efficacy perception to support early 

literacy skills. In the study, an item pool of 60 items was created by considering the relevant literature. 

The form was presented to the field experts who had studies in the relevant fields, and 5 items in the 

item pool of the scale were removed from the scale in line with the expert opinions. After taking 

expert opinions, the 60-item form was filled in by 493 pre-school teacher candidates at Sivas 

Cumhuriyet and Tokat Gaziosmanpaşa Universities. Before the analysis, extreme, deviating, missing 

or erroneous values were corrected. As a result of the corrections made, validity and reliability studies 

were carried out in line with the responses from 467 students.  As a result of the exploratory factor 

analysis, it was determined that the scale consists of 40 items and 6 sub-dimensions. The form 

consisting of 40 items and 6 sub-dimensions explains 65.10% of the total variance. These dimensions 

are named as Visual Reading, Listening / Monitoring, Phonological Awareness, Print Awareness, 

Basic Writing Skills and Assessment of Progress in accordance with the literature. As a result of the 

confirmatory factor analysis, it was determined that the fit indices of the 6-factor structure were within 

acceptable limits. The Cronbach alpha reliability coefficient for the whole scale is 0.96, and the 

Cronbach alpha reliability coefficient for the sub-dimensions is between 0.84 and 0.91. As a result of 

these findings, it was revealed that the scale measures the self-efficacy perception to support early 

literacy skills in a valid and reliable way. 
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INTRODUCTION 

Literacy skills form the basis of lifelong learning skills as a critical process in human 

development process. Literacy skills also play an important role in the formation of thought in the 

process of making and sharing meaning. In this period, which can be defined as the information and 

communication age, the critical role of literacy skills in the process of making meaning and sharing 

continues, although the means of acquiring and sharing information are transforming from paper / 

pencil form to screen / light form. As such, the support of children's literacy skills from early 

childhood should be considered in terms of making them successful individuals in terms of creating 

and sharing meaning in the future. 

When the literacy development process of the individual is considered as a whole, learning to 

read and write formally, in other words, the ability to produce and share ideas through the alphabetical 

system plays a critical role to maximize the literacy skill of the individual. Especially in academic 

terms, the fact that the individual performs all learning processes with literacy skills makes the 

importance of this process even more clear. For this reason, learning to read and write includes a 

process that can be called a turning point in an individual's life. In general, learning to read and write 

is considered as a task to be carried out in the first grade of primary school. Studies on children's 

learning processes of reading and writing show that children have knowledge and skills in many areas 

in terms of reading and writing skills until they start primary school (Armbruster, Lehr, & Osborn, 

2006; Barratt-Pugh & Rohl, 2000; Langer & Sheila Flihan, 2000; Teale and Sulzby, 1988). These 

skills, stated as early literacy skills, are important predictors of reading and writing success (Strickland 

1998). In the relevant literature, researchers classify these skills in various ways. Phonological 

awareness, print awareness and verbal language skills, listening comprehension, visual discrimination, 

auditory discrimination, rapid automatized naming, memory, attention, etc. It is stated that many 

structures have an important role in the process of learning reading and writing skills (Akyol, 2007; 

Bayraktar & Temel, 2014; Gökkuş, 2016; Karaman, 2016; Kargın, Ergül, Büyüköztürk, & 

Güldenoğlu, 2015; Wagner, Torgesen, and Rashotte; 2013;). When these classifications are examined, 

it is also possible to classify early literacy skills under the headings of visual reading, listening / 

watching, phonological awareness, print awareness and basic writing skills (Delican, 2018). It can be 

stated that these structures, which started to develop from early childhood, have a significant effect on 

reading and writing success. However, it is also among the results of many studies (Aram & Biron, 

2004; Erdoğan, 2009; Lonigan, Allan, & Lerner 2011; Şimşek, 2011) that children started primary 

school with various difficulties in terms of early literacy skills. 

In addition to early literacy skills, pre-school education, the educational background of the 

family, mother tongue, socio-economic level, home literacy environment and school starting age, etc. 

It is known that many factors have an effect (Alisinanoğlu & Şimşek, 2012; Neumann & Neumann, 

2014; Lonigan, Allan, & Lerner, 2011; Oktay, 2007). Along with these factors, families, preschool 

teachers and classroom teachers also have roles and responsibilities on early literacy and literacy skills 

in early childhood. The knowledge and desire of parents and teachers to support early literacy skills 

can also ensure that children have qualified experiences in terms of literacy development. This is the 

reason why families 'and teachers' self-efficacy perceptions to support early literacy skills are an 

important variable in forming this process. Bandura (1977) states that the concept of self-efficacy as 

the belief in one's own abilities in planning and realizing the forms of action that an individual needs 

to manage their future situations (Arseven, 2016). In this respect, the roles of families and teachers in 

the process of supporting early literacy skills are also in relation to their self-efficacy perceptions. 

It is seen that various researches have been made When examining the literature on self-

efficacy perception in Turkey to determine the children's literacy development and the promotion of 

literacy teaching. The study conducted by Delican (2016), a tool was developed to evaluate teachers' 

self-efficacy perceptions for teaching first reading and writing. The study conducted by Yıldırım, Ateş, 

and Çetinkaya (2016), a scale adaptation study was conducted to determine teachers' self-efficacy 

perceptions for teaching reading and writing. Early Literacy Home Environment Scale was created in 

the study conducted by Karaahmetoğlu (2015). Baştuğ (2020) established the Early Literacy 
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Environment Assessment Scale of Preschool Classes. Altun and Tantekin Erden (2016) evaluated pre-

school pre-service teachers' knowledge of the concept of early literacy and determined that they did 

not have sufficient knowledge. However, it is seen that various assessment and evaluation tools have 

been developed for evaluating children's early literacy skills (Delican, 2018; Karaman, 2016; Kargın, 

Ergül, Büyüköztürk, & Güldenoğlu, 2015). Considering these studies in the relevant literature, it can 

be stated that various studies have been conducted to develop and support children's early literacy and 

literacy skills. It was observed that various factors that are thought to have an impact on the 

development of early literacy skills were taken into account in these studies. On the other hand, it can 

be stated that a measurement tool for determining the perception of self-efficacy towards supporting 

early literacy skills was not encountered in the relevant literature. It is thought that a tool created to 

evaluate the perception of self-efficacy towards supporting early literacy skills will contribute to the 

determination of the educational needs of families, preschool teachers and classroom teachers. In this 

sense, the main purpose of this study is to develop a valid and reliable measurement tool to reveal the 

perception of self-efficacy to support early literacy skills. 

Procedure 

This research, which aims to develop a tool to determine the perception of self-efficacy to 

support early literacy skills, was planned in a survey model in the nature of developing a scale. The 

stages at which the self-efficacy perception scale development work to support early literacy skills 

took place and the characteristics of the study group are presented below.  

Study Group 

The study group of the study included 2nd, 3rd and 4th grade students enrolled in the 

Preschool Education undergraduate program at Sivas Cumhuriyet and Tokat Gaziosmanpaşa 

Universities. There are 467 pre-school teacher undergraduate students in the study group. 

Development of Scale 

At the first stage of scale development, the literature was examined and what could be the 

indicators to support early literacy development was investigated. In this context, studies in this field 

at home and abroad were examined and expressions that could be used in the scale were determined. 

Categories, indicators, definitions and items related to this definition regarding the support of early 

literacy skills are presented in Table 1. 

Table 1 Indicators and Items Written on the Indicators for Supporting Early Literacy Skills 

Dimension Definations Indicators References 

V
is

u
al

 R
ea

d
in

g
 

Supporting children's skills of 

recognizing, understanding and 

interpreting images between the 

ages of 0-8. 

(m1-m11) 

To be able to notice the pictures that are the same / different, 

To be able to identify the related pictures, To find the parts 

that complement the picture, To match the colors, To 

determine the visual equivalent of the word / sentence, To be 

able to answer questions using visuals, To sort the visuals in 

order of occurrence 

 L
is

te
n

in
g

/ 

M
o

n
it

o
ri

n
g
 

Supporting the skills of children 

between the ages of 0-8 to 

comprehend what they hear, to 

understand what they listen, and 

to interpret what they listen. 

(m12-m20)  

Following the instructions, Expressing the synonymous / 

antonymous meaning of the concepts, Comprehending what 

they listened to, Drawing conclusions from what they 

listened, Being able to remember what you listened, 

Understanding what you listened to, Being able to apply what 

you listened to 
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P
h

o
n

o
lo

g
ic

al
 A

w
ar

en
es

s 
Supporting word, syllable, first 

sound - last phoneme and 

phonemic awareness of children 

aged 0-8 and counting, 

recognition, combining, 

seperating, deleting and 

changing skills for these sub-

skills. 

(m21-m31) 

Recognizing Rhyme Sequences, Matching Rhyme Words, 

Matching Words Starting with the Same Sound, Making 

Words Appropriate to the Sound, Deleting the First Sound of 

the Word, Deleting the Last Sound of the Word, Changing 

the First Sound of the Word, Changing the Last Sound of the 

Word, Word Merge, Syllable Combination, Sound 

Combining, Word Separation, Syllable Separation, Sound 

Separation 

A
k

y
o

l,
 2

0
0

7
; 

A
rm

b
ru

st
er

, 
L

eh
r 

v
e 

O
sb

o
rn

, 
2
0
0
3
; 

B
aş

 v
e 

Ö
rs

, 
2
0
1
5
; 

B
au

se
rm

an
, 

2
0
0
8
; 

B
ay

ra
k
ta

r 
v
e 

T
em

el
, 

2
0
1
4
; 

B
ea

u
ch

at
, 

B
la

m
ey

 v
e 

W
al

p
o
le

 2
0
1
0
; 

B
en

ti
n
 v

e 
L

es
h
em

, 
1
9
9
3
; 

B
o
st

o
rm

, 
2
0
1
1
; 

C
is

er
o
, 

1
9
9
3
; 

C
o
o
p
er

 1
9
9
7
; 

D
o
ğ
an

, 

2
0

1
1

; 
F

o
rd

, 
2

0
1

0
; 

G
ar

n
er

 v
e 

B
o
ch

n
a,

 2
0
0
4
; 

G
ö
k
k
u
ş,

 2
0
1
6
; 

G
ü
n
eş

, 
2
0
0
7
; 

Ju
st

ic
e 

v
e 

E
ze

ll
, 

2
0
0
1
; 

 J
u
st

ic
e 

v
e 

P
u
ll

en
 

2
0

0
3

; 
K

am
e'

en
u

i,
 A

d
am

s 
v
e 

L
y
o
n
, 

2
0
0
2
; 

K
o
n
za

, 
2
0
1
1
; 

L
as

so
n
d
e 

2
0
0
1
; 

L
o
n
ig

a
n
 v

e 
W

h
it

eh
u
rs

t,
 1

9
9
8
; 

M
E

B
, 

2
0
0
9
; 

M
E

B
, 

2
0

1
3

; 
M

E
B

, 
2

0
1

3
; 

M
E

G
E

P
, 

2
0
0
7
; 

O
k
ta

y
, 

2
0
1
0
; 

Ö
zb

ay
, 

2
0
0
5
; 

R
at

zo
n
, 

E
fr

ai
m

 v
e 

B
ar

t,
 2

0
0
7
; 

S
ch

u
el

e 
v
e 

B
o

u
d

re
au

, 
2

0
0

8
; 

S
én

éc
h

al
 v

e 
L

eF
ev

re
, 

2
0
0
2
; 

S
te

w
ar

t 
v
e 

L
o
v
el

ac
e,

 2
0
0
6
; 

S
v
an

t,
 2

0
1
6
; 

Ş
im

şe
k
, 

2
0
1
2
; 

T
o

rg
es

en
 v

e 

M
at

h
es

, 
1

9
9

8
; 

T
u

ra
n

 v
e 

A
k
o
ğ
lu

, 
2
0
1
1
; 

V
el

lu
ti

n
o
 v

e 
S

ca
n
lo

n
, 

1
9
8
7
; 

W
o
lw

in
 v

e 
C

o
ak

le
y
 2

0
0
0
. 

P
ri

n
t 

A
w

ar
en

es
s 

Supporting the knowledge of 

children between the ages of 0-8 

on writing editing, writing 

functions and book 

arrangements. 

(m32-m41) 

Understanding the aim of the creation of the Books, the way 

of using the Books, the organization of the Books, 

Understanding how the writing is organized, Understanding 

how words and letters can be named, Understanding the 

concepts of sentences, words and letters, Realizing that 

letters have meaning, Understanding that words and letters 

are different from other text types such as numbers or 

scribbles. 

B
as

ic
 W

ri
ti

n
g
 

S
k

il
ls

 

Basic writing skill is the ability 

to perform the physical 

elements of writing based on 

small muscle skills, to draw 

knitting and shapes, and to write 

letters. 

(m42-m50) 

Combining Lines, Copying Lines, Weaving and copying 

shapes, Drawing letters, Sitting position, Holding paper, 

Wrist posture, Holding a pencil, Distance between paper and 

eye, Writing from left to right, Writing from top to bottom 

E
v

al
u

at
io

n
 o

f 
P

ro
g

re
ss

 

It is the evaluation of the 

development in Early Literacy 

skills and the reflection of the 

results in the programs. 

(m51-m60) 

To be able to create appropriate measurement tools, to use 

evaluation tools, 

To be able to organize studies according to the results of the 

evaluation, to identify students who have difficulties, to 

organize studies to eliminate difficulties, to keep a record of 

development, to implement individual development 

programs 

 

A pool of 60 items in total was created, taking into account each indicator on the promotion of 

early literacy skills. Considering each one of the indicators to support early literacy skills, a pool of 60 

items in total was created. The pool included 11 items for the Visual Reading dimension, 9 items for 

the Listening / Monitoring dimension, 11 items for the phonological awareness dimension, 10 items 

for the print awareness dimension, 9 items for the basic writing skills and 10 items for the evaluation 

of progress.  

The 60-item trial form was evaluated by 3 experts working in the field of early literacy, 1 

expert from the field of assessment and evaluation, and 2 experts from the field of literacy teaching in 

order to obtain expert opinions. A triple rating (suitable / corrected / subtracted) was used to obtain the 

opinions of the experts. In the expert evaluation form prepared, each item was evaluated under the 

headings of measuring self-efficacy for evaluating early literacy skills, being related to the relevant 

sub-dimension, comprehensibility of the expression, and appropriateness of language. In line with the 

expert opinions obtained, 7 items were rearranged and some items were corrected. In the last case, a 

60-item form was created. Individuals' self-efficacy levels for the items in the scale were determined 

using the Likert-type five-point rating scale, with 1 being the lowest and 5 being the highest. 

Data Collection and Analysis 

The created scale form was applied to the students by the researcher. Before the application 

was made, the study groups were informed about the subject of the research. The form was shared 

with prospective teachers through the Google Forms Application. During the data collection process, 

493 participants filled the form. Before starting the analysis of the data, extreme, outlier, missing or 

incorrect values were corrected. In this process, validity and reliability studies of the scale were 

conducted in line with the answers from a total of 467 participants who participated in the study.  
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Within the scope of the research, it was first evaluated whether the data were suitable for 

factor analysis (Kaiser-MeyerOlkin [KMO] coefficient and BarlettSphericity Test). In order to 

determine the construct validity of the Self-Efficacy Scale for Supporting Early Literacy Skills, EFA 

was performed using principal component analysis with Oblimin rotation. Cronbach alpha coefficient 

was calculated for the sub-dimensions and total reliability of the scale. Item test correlations were 

determined to provide evidence for item validity. In addition, CFA was performed to test the accuracy 

of the theoretical factor structure revealed by EFA.  

FINDINGS 

In this study, which aims to develop a tool to determine the perception of self-efficacy to 

support early literacy skills, the validity and reliability studies of the scale were carried out in line with 

the data obtained from 467 pre-school pre-service teachers. In this context, exploratory factor analysis, 

confirmatory factor analysis, item total correlation analysis, Cronbach Alpha reliability coefficient and 

t-test analysis between 27% lower and upper groups were performed. 

Exploratory Factor Analysis Results 

Before the exploratory factor analysis application, the Kaiser-Meyer-Olkin (KMO) test was 

applied to test the suitability of the sample size to factoring. As a result of the analysis, it was 

determined that the KMO value was 0.95. This finding shows that the sample size is sufficient for 

factor analysis (Field, 2009; Hutcheson & Sofroniou, 1999). In addition, Bartlett Sphericity test was 

applied to determine whether the data came from multivariate normal distribution. When Bartlett test 

results were examined, it was seen that the obtained chi-square value was significant (x2 = 12946.465; 

p = 0.00). It is desirable for the KMO value to approach 1 in the suitability of the data for factor 

analysis (Tavşancıl, 2010) and Bartlett test to be significant (Büyüköztürk, 2010; Kalaycı, 2010). 

Accordingly, it was accepted that the data came from multivariate normal distribution. It was 

concluded that the data obtained according to KMO and Bartlett Sphericity test values were suitable 

for factor analysis study. Tabachnick and Fidell (2007) state that components with an eigenvalue of 

one and above have a significant contribution to variance. As a result of the analysis, it was seen that 

there were 10 components with an eigenvalue above 1 for the 52 items that were taken as the basis of 

the analysis. It was observed that the items that do not load any factors and when the overlapping 

items are removed, the items can be assembled under 6 components. Considering the contribution of 

the 6 components identified to the total variance explained and the slope-puddle plot, it was seen that 6 

components made a significant contribution to the variance. Breaking points and eigenvalues in the 

slope-plot graph reveal that the scale has a six-component structure. This result is considered 

significant in terms of being compatible with the expected number of components in the theoretical 

structure predicted during the development process of the scale. 

 

Scree Plot chart is presented in Model 1. 

Model 1 Scree Plot Chart 
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In the exploratory factor analysis conducted to reveal the factor design of the Self-Efficacy 

Scale for Supporting Early Literacy Skills, factor load values range from 0.41 to 0.92. In the analysis 

process, items with factor load values below 0.30 acceptance value, overlapping and incompatible 

with the factor were excluded from the analysis. In addition, in order to make the scale convenient for 

the number of items / usefulness, the number of items was reduced by taking into account the total 

variance explained and the common factor variance of the items. These items were excluded from the 

analysis and the exploratory factor analysis was performed again. In Table 2, factor load values and 

common factor variance are presented after removing the items that are overlapping, below the 

acceptance value and eliminated in terms of usefulness. 

Table 2 Self-Efficacy Perception Scale for Supporting Early Literacy Skills Factor Load Values 

and Common Factor Variance 

Size Item Item Number 
Factor Common Factor 

Variance 1 2 3 4 5 6 

V
is

u
al

 R
ea

d
in

g
 1 M1 0.60      0.43 

3 M2 0.79      0.68 

4 M3 0.79      0.60 

6 M4 0.52      0.55 

7 M5 0.68      0.61 

8 M6 0.56      0.53 

L
is

te
n

in
g

/M
o

n
it

o

ri
n

g
 

9 M7  0.72     0.53 

18 M8  0.73     0.63 

19 M9  0.72     0.69 

20 M10  0.73     0.75 

21 M11  0.80     0.71 

22 M12  0.62     0.72 

P
h

o
n

o
lo

g
ic

al
 

A
w

ar
en

es
s 

23 M13   0.59    0.61 

27 M14   0.57    0.51 

28 M15   0.91    0.60 

29 M16   0.86    0.80 

30 M17   0.81    0.78 

31 M18   0.47    0.78 

32 M19   0.55    0.62 

P
ri

n
t 

A
w

ar
en

es
s 

33 M20    0.61   0.61 

36 M21    0.54   0.53 

37 M22    0.65   0.57 

38 M23    0.68   0.66 

39 M24    0.72   0.69 

40 M25    0.69   0.69 

41 M26    0.63   0.69 

42 M27    0.51   0.60 

B
as

ic
 W

ri
ti

n
g
 

S
k

il
ls

 

43 M28     0.56  0.54 

49 M29     0.80  0.57 

50 M30     0.85  0.74 

51 M31     0.81  0.75 

52 M32     0.65  0.72 

E
v

al
u

at
io

n
 o

f 
P

ro
g

re
ss

 53 M33      0.76 0.55 

54 m34      0.82 0.65 

55 M35      0.85 0.73 

56 M36      0.77 0.75 

57 M37      0.83 0.64 

58 M38      0.70 0.73 

59 M39      0.81 0.63 

60 M40      0.76 0.68 

 Eigenvalue 16.18 2.87 2.25 2.10 1.37 1.30  

 Variance Explained 40.46 7.18 5.57 5.21 3.42 3.21  

 T. Variance Explained 65.10  

 

As seen in Table 2, out of 7 items with the first dimension factor load ranging from 0.55 to 

0.80; Second dimension factor load was composed of 6 items with varying between 0.59 and 0.73; 
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Third dimension factor loading consists of 7 items varying between 0.47 and 0.92; The fourth 

dimension included 8 items with a factor load between 0.51 and 0.73; The fifth dimension included 5 

items with a factor load between 0.56 and 0.85; The sixth dimension consists of 7 items with a factor 

load between 0.71 and 0.86.  It has been observed that all factors explain 65.10% of the total variance. 

The first factor explains 40.49% of the total variance and was named as "visual reading" considering 

the literature. The second factor explains 7.18% of the total variance and was named as "listening / 

monitoring". The third factor explains 5.57% of the total variance and was named as "phonological 

awareness". The fourth factor explains 5.21% of the total variance and was named "print awareness". 

The fifth factor explains 3.41% of the total variance and was named as "basic writing skills". Sixth 

factor explains 3.24% of the total variance and is named as "evaluation of progress".     

The relationship between the sub-dimensions of the scale was questioned on the same study 

group. Correlation coefficients between sub-dimensions are presented in Table 3. 

Table 3 Correlation Coefficients Between Sub-Dimensions 

Dimensions VR L/M PA PrA BWS EP 

Visual Reading 1 0.40 0.45 0.34 0.36 0.44 

Listening/Monitoring  1 0.37 0.33 0.12 0.37 

Phonological Awareness   1 0.44 0.39 0.46 

Print Awareness    1 0.36 0.53 

Basic Writing Skills     1 0.44 

Evaluation of Progress      1 

P<0.01 

When Table 3 is examined, it is seen that the correlations between the sub-dimensions of the 

scale differ between 0.12 and 0.53 and have a notable difference at the 0.01 level. According to the 

results of the analysis, it was seen that the dimensions were in a low but significant relationship with 

each other. 

Confirmatory Factor Analysis Results 

CFA was applied to the model obtained in order to test the validity of the factor structure that 

emerged as a result of the exploratory factor analysis. In the examination of the model that emerged as 

a result of EFA, it was first evaluated whether the items were compatible with the resulting factor 

structure, and the significance of the t-values of each item was questioned under the determined factor 

structure. In this review, it was determined that 40 items within the 6-factor structure resulting from 

EFA are significant under the relevant factors. Secondly, the standard factor load values of each item 

were examined. As a result of the analysis, it was observed that the standard factor load values were 

0.30 and above. Finally, the fit values of the model reached were examined. The fit values of the 

model achieved are presented in Table 4.  

Table 4 Confirmatory Factor Analysis Adjustment Values of the Self-Efficacy Perception Scale 

for Assessing Early Literacy Skills 

Fit Indices Good Fit Indices Perfect Fit Indices CFA Results 

Chi-square/sd 3 < X²/sd ≤ 5 0 ≤ X²/sd ≤ 3 3.06 

RMSEA 0.05 ≤ RMSEA ≤ 0.08 0.00 ≤ RMSEA ≤ 0.05 0.07 

SRMR 0.05 <SRMR ≤0.08 0.00 ≤ SRMR ≤ 0.05 0.06 

NNFI 0.90 ≤ NNFI< 0.95 0.95 ≤ NNFI ≤ 1.00 0.97 

CFI 0.90 ≤ CFI < 0.95 0.95 ≤ CFI ≤ 1.00 0.97 
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When the CFA fit indices expressed in Table 4 are examined; When the values reached are 

compared with acceptable ranges, it can be said that the values are within acceptable limits (Çokluk, 

Şekercioğlu ve Büyüköztürk, 2012; Jöreskog ve Sörbom, 1996; Seçer, 2013; Tabachnick ve Fidell, 

2007). 

Chi-square / sd value is 3.06 and it fits well; The RMSEA value is 0.06 and it fits well; The 

SRMR value is 0.06 and it fits well; The NNFI value is 0.97 and it fits perfectly; It can be said that the 

CFI value is 0.97 and it fits perfectly. According to the adjustment values obtained as a result of the 

confirmatory factor analysis, it can be stated that the model of the Self-Efficacy Scale for Supporting 

Early Literacy Skills, consisting of 40 items and 6 dimensions, has generally been a good fit. 

Since it was determined that the fit values obtained as a result of the CFA analysis fit well, 

there was no need for any modification between the items. Standard factor load values for each item 

are presented in Figure 2. 

 

Model 2. Self-efficacy perception scale confirmatory factor analysis for assessment of early 

literacy skills. 
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When Model 2 is examined, it is seen that the factor load values vary between 0.29 and 0.67. 

This finding shows that the factor loading values of the items should be 0.30 and above. 

Findings Regarding Reliability and Item Analysis 

First, item-total correlations were calculated in order to determine whether each item in the 

scale measured the property they wanted to measure and how they were sufficient in distinguishing 

individuals in terms of the feature they measured. Secondly, t-test was used for the significance of the 

difference between item scores of the upper 27% and lower 27% groups according to the total score. 

In addition, Cronbach alpha internal consistency coefficient was examined to determine the reliability 

of the scale. 

Item total correlations for each item in the scale and Crα reliability coefficients for each sub-

dimension are presented in Table 5. 

Table 5 Item-Total Correlations and Crα Reliability Coefficients for Each Sub-Dimension 

Dimension 
Cronbach 

Alpha 
Item X S 

Item Total 

Correlation 

Cronbach Alpha When 

Item Is Removed 

Visual Reading 0.84 

m1 3.94 0.77 0.50 0.83 

m3 4.25 0.69 0.70 0.79 

m4 4.52 0.62 0.60 0.81 

m6 3.96 0.80 0.63 0.80 

m7 4.14 0.74 0.67 0.79 

m8 4.17 0.81 0.59 0.81 

Listening/Monitoring 0.89 

m9 3.99 0.79 0.55 0.89 

m18 4.20 0.75 0.69 0.87 

m19 4.05 0.78 0.73 0.87 

m20 4.04 0.77 0.79 0.86 

m21 4.01 0.81 0.75 0.86 

m22 4.02 0.79 0.75 0.86 

Phonological 

Awareness 
0.89 

m23 4.12 0.78 0.48 0.90 

m27 3.92 0.85 0.63 0.88 

m28 3.85 0.83 0.71 0.87 

m29 3.53 0.92 0.77 0.86 

m30 3.49 0.96 0.79 0.86 

m31 3.49 0.94 0.79 0.86 

m32 3.79 0.85 0.65 0.88 

Print Awareness 0.89 

m33 3.70 0.87 0.56 0.89 

m36 4.20 0.81 0.61 0.88 

m37 4.11 0.78 0.67 0.88 

m38 4.32 0.74 0.69 0.88 

m39 4.35 0.73 0.71 0.87 

m40 4.02 0.83 0.73 0.87 

m41 3.99 0.85 0.75 0.87 

m42 3.97 0.84 0.66 0.88 

Basic Writing Skills 0.82 

m43 3.79 0.98 0.41 0.86 

m49 4.23 0.77 0.65 0.77 

m50 4.43 0.71 0.73 0.75 

m51 4.44 0.69 0.71 0.76 

m52 4.46 0.71 0.65 0.77 

Evaluation of Progress 0.91 

m53 4.58 0.68 0.38 0.92 

m54 3.86 0.93 0.71 0.89 

m55 3.78 0.90 0.79 0.89 

m56 3.88 0.86 0.79 0.89 

m57 4.05 0.82 0.71 0.89 

m58 3.85 0.91 0.80 0.89 

m59 4.02 0.88 0.71 0.89 

m60 3.73 0.97 0.75 0.89 
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0.95 for Crα reliability of the whole scale, Crα 0.84 for Visual Reading, Crα 0.89 for Listening 

/ Monitoring, Crα 0.89 for Phonological Awareness, Crα 0.89 for Print Awareness, Crα 0.82 for Basic 

Writing Skills and Crα 0.91 for Evaluation of Progress was found. All these findings show that the 

scale has a satisfactory level of reliability.  

With factor analysis, 40 item analyzes were made in 6 dimensions, and individuals who did 

not serve for the purpose of questioning and had the feature to be measured and those who did not 

know were questioned. To determine that measurement items do not serve the purpose of measuring, 

item analysis results summarized in Table 4 were examined. According to this; When the item-total 

test correlations to the Visual Reading dimension are examined, the values vary between r = 0.50 and r 

= 0.70. When the item-total test correlations in the listening / monitoring dimension are examined, the 

values vary between r = 0.55 and r = 0.79. When the item-total test correlations in the Phonological 

Awareness dimension are examined, the values vary between r = 0.48 and r = 0.79. When the item-

total test correlations in the Print Awareness factor are examined, the values vary between r = 0.56 and 

r = 0.75. When factor-total test correlations in Basic Writing Skills are examined, the values vary 

between r = 0.41 and r = 0.71. When the item-total test correlations are examined in the evaluation 

factor of progress, the values vary between r = 0.38 and r = 0.80. When the item total test correlations 

are examined, it is above r = 0.30 for an item. This situation serves the purpose of being measured. 

In addition, whether each item distinguishes individuals with the desired feature to be 

measured and those who do not, the upper 27% (assumed to have a high level of the measured feature) 

and the lower 27% (assumed to have low or not the measured feature) determined according to the 

total scale scores. The differences between the mean scores were examined using the unrelated t-test. 

These data are presented in Table 6. 

Table 6 Lower and Upper Groups t-Test Results of 27% of the Self-Efficacy Perception Scale for 

Supporting Early Literacy Skills 

M. No  
Lower %27 (n=127) 

 
Upper %27(n=127) 

 t 
X  S X  S 

m1 

 

3.47 0.70 

 

4.42 0.77 

 

10.23 

m3 3.71 0.70 4.76 0.44 14.30 

m4 4.15 0.70 4.91 0.32 11.04 

m6 3.25 0.71 4.58 0.61 15.99 

m7 3.59 0.74 4.72 0.53 14.06 

m8 3.57 0.82 4.81 0.43 15.10 

m9 3.43 0.71 4.64 0.57 15.01 

m18 3.59 0.63 4.78 0.49 16.76 

m19 3.32 0.58 4.72 0.52 20.28 

m20 3.35 0.62 4..77 0.42 21.38 

m21 3.28 0.65 4.76 0.46 21.01 

m22 3.32 0.69 4.72 0.51 18.37 

m23 3.42 0.66 4.83 0.39 20.79 

m27 3.31 0.73 4.59 0.61 15.22 

m28 3.17 0.69 4.56 0.63 16.75 

m29 2.94 0.79 4.22 0.83 12.51 

m30 2.84 0.83 4.24 0.79 13.75 

m31 2.84 0.75 4.28 0.87 14.12 

m32 3.11 0.69 4.61 0.55 19.04 

m33 3.00 0.71 4.46 0.65 17.09 

m36 3.57 0.86 4.78 0.43 14.18 

m37 3.49 0.72 4.75 0.47 16.47 

m38 3.76 0.75 4.88 0.32 15.48 

m39 3.79 0.76 4.88 0.32 14.89 

m40 3.39 0.72 4.74 0.54 16.92 

m41 3.29 0.74 4.77 0.47 19.05 

m42 3.32 0.78 4.65 0.55 15.73 

m43 3.00 0.82 4.61 0.67 17.15 

m49 3.65 0.73 4.83 0.39 16.16 

m50 3.92 0.83 4.89 0.34 12.15 

m51 3.99 0.78 4.87 0.34 11.55 
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m52 3.95 0.82 4.87 0.40 11.44 

m53 4.15 0.86 4.94 0.23 10.12 

m54 3.11 0.89 4.62 0.62 15.70 

m55 2.98 0.75 4.59 0.63 18.50 

m56 3.19 0.77 4.64 0.57 16.96 

m57 3.41 0.82 4.72 0.48 15.58 

m58 3.17 0.83 4.66 0.58 16.60 

m59 3.32 0.85 4.72 0.54 15.71 

m60 3.05 0.89 4.59 0.65 15.81 

p<0,001 

It is seen that the t values regarding the differences between item scores of 27% of the lower 

and upper groups of the scale ranged from 10.12 to 21.38 and all of them were significant (p <0.01). 

The average scores of the items in the 27% subgroup ranged from 2.84 to 4.15. The average scores of 

the items in the upper group of 27% range from 4.22 to 4.94. Based on this finding, it can be said that 

all items of the scale can reveal the differences between individuals, in other words, by distinguishing 

between those that have a feature and those that do not.  

RESULTS 

In this study, which aims to develop a tool to determine the perception of self-efficacy to 

support early literacy skills, the validity and reliability studies of the scale were carried out in line with 

the data obtained from 467 pre-school pre-service teachers. In this context, exploratory factor analysis, 

confirmatory factor analysis, item total correlation analysis, Cronbach Alpha reliability coefficient and 

t-test analysis between 27% lower and upper groups were performed. The results achieved are as 

follows; 

Firstly, Kaiser-Meyer-Olkin (KMO) and Bartlett Sphericity tests were applied to test the 

suitability of the tool for factoring. These tests are frequently used to examine the suitability of the 

sample and the data set to factorization, and the KMO value is expected to be 0.5 and above and the 

Bartlett Sphericity test to be significant (Büyüköztürk, 2010; Tavşancıl, 2010). Considering that the 

KMO value reached in the scale is 0.95, it has been determined that the sample size is suitable for 

factoring. In addition, the fact that Bartlett Sphericity test was found to be significant indicates that the 

data set is suitable for factor analysis (Büyüköztürk, 2010; Seçer, 2013; Tavşancıl, 2010). 

In order to reveal the construct validity of the instrument, exploratory factor analysis was 

applied first. As a result of EFA, it was determined that the scale explained 65.10% of the total 

variance with 40 items assembled under 6 components. It was determined that there are 6 components 

with an eigenvalue above 1 in the structure reached after the items that are unbound and do not load 

any factor are removed. In the relevant literature, many researchers state that components with an 

eigenvalue of 1 and above have a significant contribution to variance (Seçer, 2013; Çokluk, 

Şekercioğlu, & Büyüköztürk, 2012). Seçer (2013) states that considering more than one technique 

together instead of a single technique in determining the factor and deciding the number of factors 

gives healthier results. When the slope plots of the 6 components reached in this direction were 

examined, it was observed that the fractures in the graph indicated 6 components. Factor load values in 

the structure reached during the EFA process vary between 0.41 and 0.92. Many researchers state that 

item factor loads should be above 0.40, but this value may decrease to 0.30 as the number of samples 

increases (Büyüköztürk, 2010; Field 2009; Tabachnick & Fidell, 2007). It can be said that the factor 

loads reached in the scale also have the desired properties. These results obtained in the exploratory 

factor analysis can be presented as evidence for the validity of the tool. This structure obtained as a 

result of EFA is also important in terms of compliance with the theoretical structure predicted during 

the creation of the tool. For this reason, the achieved factors are named as visual reading, listening / 

monitoring, phonological awareness, print awareness, basic writing skills and evaluation of progress in 

line with the relevant literature. Confirmatory factor analysis (CFA) is among the frequently preferred 

techniques in testing the factor structure obtained as a result of EFA (Çokluk, Şekercioğlu, & 

Büyüköztürk, 2012; Harrington, 2009; Tabachnick & Fidell, 2007). In this study, confirmatory factor 

analysis was applied to test the factor structure obtained as a result of the exploratory factor analysis. 
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In this process, firstly, the t values of each item were examined and it was found that they were 

significant under the related factors. It was observed that the standard factor load values were above 

0.30. In the relevant literature, it is pointed out that the t values of the items under the related factors 

should be significant and the standard factor load values should be 0.30 and above (Jöreskog & 

Sörbom, 1996, Seçer, 2013). However, in the relevant literature, researchers also state that the fit 

values of the model reached should be questioned (Çokluk, Şekercioğlu, & Büyüköztürk, 2012; Seçer, 

2013). In this study, chi-square / df, RMSEA, SRMR, NNFI and CFI values were examined and it was 

determined that the values obtained indicate good fit of the model. As a result of the values obtained in 

the exploratory and confirmatory factor analysis, it was concluded that there were desired features in 

the factor structure of the scale. 

Within the scope of the reliability and item analysis studies of the Self-Efficacy Scale for 

Supporting Early Literacy Skills, item-total correlations were determined in order to indicate whether 

each item measured the property it wanted to measure and how sufficient they were in distinguishing 

individuals in terms of the feature they measured. As a result of this analysis, it was determined that 

the item total correlations were 0.30 and above. In the relevant literature, many researchers state that 

values of 0.30 and above can be presented as an evidence for the validity of scale items (Çokluk, 

Şekercioğlu, & Büyüköztürk, 2012; Seçer, 2013). Accordingly, it was concluded that the items in the 

scale serve the purpose of measurement. The Cronbach Alpha reliability coefficient obtained as a 

result of the reliability analysis varies between 0.82 and 0.91 for the factors. The Cronbach Alpha 

reliability coefficient for the whole scale is 0.95. In the relevant literature, researchers state that the 

Cronbach Alpha reliability coefficient should be 0.70 and above (Büyüköztürk, 2010; Seçer, 2013; 

Tavşancıl, 2010). When compared with the reliability coefficients identified during the analysis 

process, it can be said that the reliability of the scale is high. In addition, it was examined whether the 

items of the scale differentiated individuals with the desired feature from those who did not. In the 

relevant literature, it is seen that questioning the significance of the difference between the average 

scores of the items between the lower and upper 27% groups is a frequently used technique to reveal 

this situation (Büyüköztürk, 2010; Field 2009; Tavşancıl, 2010). As a result of the analysis, it was 

determined that there is a remarkable difference for each item between the lower and upper 27% 

groups. This result supports that the items in the scale are successful in distinguishing between 

individuals who have the desired characteristics and those who do not. In line with these results, it can 

be said that the self-efficacy perception scale for supporting early literacy skills makes valid and 

reliable measurements. 
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APPENDIX – 1 Scale 

Self-Efficacy Perception Scale for Supporting Early Literacy Skills 

Mark your level of 

self-sufficiency as 1 

low and 5 high. 

1 2 3 4 5 

V
is

u
al

 R
ea

d
in

g
 

1 I can organize activities to help children distinguish the differences between pictures. 1 2 3 4 5 

2 I can prepare activities for children to find the missing piece in a picture. 1 2 3 4 5 

3 I can organize activities so that the children can match the colors. 1 2 3 4 5 

4 I can prepare activities that will enable children to make sense of pictures and symbols. 1 2 3 4 5 

5 I can prepare activities for children where they can find visual equivalents of the expressions. 1 2 3 4 5 

6 I can prepare activities where children can tell stories based on visuals. 1 2 3 4 5 

7 I can organize activities to support children's visual discrimination skills. 1 2 3 4 5 

L
is

te
n

in
g

/M
o

n
it

o
ri

n
g

 8 I can organize exercises for the children to add new words to their vocabulary. 1 2 3 4 5 

9 I can use strategies to improve children's listening skills. 1 2 3 4 5 

10 I can organize activities to improve children's listening comprehension skills. 1 2 3 4 5 

11 I can organize activities to improve the ability of children to remember what they listen. 1 2 3 4 5 

12 I can organize activities so that children can draw conclusions from what they listen to. 1 2 3 4 5 

13 I can organize studies so that children can distinguish sounds. 1 2 3 4 5 

P
h

o
n

o
lo

g
ic

al
 A

w
ar

en
es

s 

14 I can organize exercises so that children can match words that start with the same sound. 1 2 3 4 5 

15 I can organize activities so that children can produce words related to a specified sound. 1 2 3 4 5 

16 
I can make the children realize that new words can be produced when the first sound of some 

words is erased. 
1 2 3 4 5 

17 
I can make the children realize that new words can be produced when the last sound of some 

words is erased. 
1 2 3 4 5 

18 I can make children realize that new words can be produced when sounds change places. 1 2 3 4 5 

19 I can grasp the children that sounds come together to form words. 1 2 3 4 5 

20 I can grasp the children that words can be divided into sounds. 1 2 3 4 5 

P
ri

n
t 

A
w

ar
en

es
s 

21 I can make the children notice the book organization. 1 2 3 4 5 

22 I can make the kids realize that words mean 1 2 3 4 5 

23 I can grasp the children that writing progresses from left to right. 1 2 3 4 5 

24 I can make the kids notice that the writing is running from top to bottom. 1 2 3 4 5 

25 I can make kids realize that letters are symbols that represent sounds. 1 2 3 4 5 

26 I can make children realize that letters have different meanings than scribbles and numbers. 1 2 3 4 5 

27 I can make the children understand the spaces between words. 1 2 3 4 5 

28 I can make children realize that punctuation marks have meaning. 1 2 3 4 5 

B
as

ic
 W

ri
ti

n
g
 S

k
il

ls
 

29 I can make sure the kids can set the correct distance between the paper and the eye. 1 2 3 4 5 

30 I can give children the correct way of holding a pencil. 1 2 3 4 5 

31 I can give children the right way to hold paper. 1 2 3 4 5 

32 I can give the children the proper sitting position in the queue. 1 2 3 4 5 

33 I can organize painting / drawing activities to support children's motor development. 1 2 3 4 5 

34 I can use various assessment and evaluation methods to assess early literacy skills. 1 2 3 4 5 

E
v

al
u

at
io

n
 o

f 
P

ro
g

re
ss

 35 I can use tools that can evalate the progress in early literacy skills. 1 2 3 4 5 

36 After evaluating early literacy skills, I can organize studies according to the results. 1 2 3 4 5 

37 I can identify students with early literacy skills difficulties. 1 2 3 4 5 

38 I can organize studies to overcome the difficulties in early literacy skills. 1 2 3 4 5 

39 I can keep track of children's early literacy development. 1 2 3 4 5 

40 
I can implement individual development programs suitable for the early literacy development 

of children. 
1 2 3 4 5 
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Abstract 

In this study, mindful attention awareness (MAA) and cognitive flexibility (CF) were considered as 

structures that protect the mental health of teacher trainees. The main purpose of the study is to 

examine the relationships between mindful attention awareness, cognitive flexibility levels, and 

mental symptoms of teacher trainees. The sample is consisted of 396 teacher trainees from Turkey. 

Data were collected by Mindful Attention Awareness Scale, Cognitive Flexibility Inventory, Brief 

Symptom Inventory. The model was predictive associational survey model. Data analyses were made 

by Pearson correlation coefficients and multiple linear regression techniques. Significant negative 

correlations were found between  mental symptoms and both mindful attention awareness and  

cognitive flexibility, especially its control sub-dimension. As a result of regression analysis mindful 

attention awareness and cognitive flexibility control sub-dimensions together explain 31% of mental 

symptoms. MAA co-operates with CF as mental health protective structures, and the growth of 

mindful attention awareness creates positive effects on cognitive flexibility.  

Keywords: Mindful Attention Awareness, Mindfulness, Cognitive Flexibility, Mental Symptoms, 

Emerging Adulthood 

DOI: 10.29329/ijpe.2022.431.18 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

------------------------------- 
i Aybala Ceylin Gürpınar, Expert, Psychological Counseling and Guidance, Dokuz Eylül University, ORCID: 

0000-0001-6092-8642 

ii Fatma Ebru İkiz, Prof. Dr., Educational Sciences Psychological Counseling and Guidance, Dokuz Eylul 

University, ORCID: 0000-0003-4381-1658 

Correspondence: ikizef@gmail.com  



International Journal of Progressive Education, Volume 18 Number 2, 2022 

© 2022 INASED 

276 

INTRODUCTION 

Mental health is a concept that indicates that the individual is healthy in terms of thinking, 

feeling, and behavior (İkiz, 2020). During emerging adulthood period, individuals struggle with  

matters such as relationships, work, employment, on the other hand, they are subjected to many 

stresses and demands such as decreasing family support and increasing independent decision-making 

responsibility (Matud, Díaz, Bethencourt, & Ibáñez, 2020). It is thought that mental health gains 

importance in the emerging adulthood period, which coincides with the university years, especially for 

young people who want to be teachers, is equivalent to the period in which they receive training in 

faculties of education in Turkey. These young people are teacher trainees. As a matter of fact, studies 

show that this period, which is characterized by transitions, confusion, and indecision, may create 

problems for individuals' mental health (Bell & Lee, 2008; Lane, Leibert, & Goka-Dubose, 2017) and 

state that mental health problems are particularly intense in this period. (Özü, 2020). Consistent with 

these studies, it was revealed that teacher trainees had problematic internet use and mental symptoms 

(İkiz, Savcı, Asıcı, & Yörük, 2015) and they may have difficulties in regulating their positive 

emotions (Asıcı, İkiz, & Karaca, 2018). 

Considering that teachers play a key role in the formation of a healthy society (Çapa & Çil, 

2000), it is believed that it is necessary to protect and improve the mental health of teacher trainees. 

For mental health, cognitive flexibility and mindful attention awareness are considered important 

structures in terms of mental health. Some studies indicate that as mindful attention awareness 

increases, depression, anxiety, and stress levels decrease (Demir, 2017; Hofmann, Sawyer, Witt, & 

Oh, 2010). Similarly, some studies highlight the relationship between cognitive flexibility and mental 

disorders (Kara, 2020; Yazar & Meterelliyoz, 2019). When the literature is examined, no research has 

been found in which mindful attention awareness, cognitive flexibility, and mental symptoms are 

discussed together. However, there are scarcely any studies (Özsoy, 2019) evaluating the role of 

mindful attention awareness on cognitive flexibility, and it is thought that this study will be functional 

in filling the existing gap in the field. 

Accordingly, we handled mindful attention awareness and cognitive flexibility as personality 

qualities, which effective teacher trainees need to possess to meet the expectancy of becoming healthy 

teachers in new era, relation between these qualities and try to understand the predictive effects on 

mental symptoms. Moreover, we tried to figure out the relations between mindful attention awareness 

and cognitive flexibility and mental symptoms, since mindful attention awareness and cognitive 

flexibility are believed to be protective factors in mental health. 

Mindful attention awareness 

The concept of mindfulness is generally used as mindful attention awareness, but also the 

terms of self-awareness, awareness, and wise awareness are encountered. The effects of mindfulness 

on psychological disorders are increasingly understood, has become one of the most popular concepts 

today. This understanding, which existed thousands of years ago, when the name is not mindful 

attention awareness, is based on the Buddhist teachings of 2500 years. Therefore, it is also known as 

the heart of Buddhist meditation (Alidina, 2010; Kabat-Zinn, 1994). Its etymological origin suggested 

that the Pali term Sati is its English translation (Siegel, 2010); the first person to present the English 

translation using the concept of "Mindfulness" was Rhys Davids (Levey & Levey, 2018). Adapting 

mindful attention awareness to the therapeutic environment and turning it into an evidence-based 

practice, Dr. According to Jon Kabat-Zinn (2003), this concept is conceptualized as the deliberate 

focus of the individual's attention on the present moment and doing this with a non-judgmental and 

reactive attitude as possible.  

Mindful attention awareness refers to the capacity of an individual to deliberately participate 

in experiences that occur at the moment Coffey & Hartman (2008), is a state of consciousness 

experienced without prejudices, flexible, attached to a certain emotion or thought, and not identifying 

with them (Brown, Ryan, & Creswell, 2007; İkiz & Totan, 2012). It includes being alert, bringing all 
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attention to the present moment experience with acceptance and compassion, recognizing their 

sensations, and being present in the individual's life (Atalay, 2019), but most people cannot do this and 

find themselves in thoughts due to distracting factors. At this point, the diminishing awareness of the 

present creates many problems such as being stuck in automatic and unconscious actions driven by 

emotions such as fear and insecurity, detached from contact (Kabat-Zinn, 1994). As a matter of fact, 

studies show that as the level of mindful attention awareness decreases, mental symptoms such as 

depression and anxiety are seen more (Carmody & Baer, 2007; Demir, 2017; Ülev, 2014). Feldman, 

Hayes, Kumar, Greeson, & Laurenceau (2007) consistently state that mindfulness is about 

psychological health and responses to distress. 

Especially in recent years, it has been observed that there has been an increase in the effort to 

include mindful attention awareness in the education process (Lillard, 2011). Studies on this subject 

show that integrating mindful attention awareness into school culture will create positive effects for 

both students and teachers (Bernay, 2014; Emerson et al., 2017; Zenner, Herrnleben-Kurz, & Walach, 

2014). Therefore, it is thought that increasing the level of mindful attention awareness of teacher 

trainees will help them to do their work more efficiently by contributing to their mental health and to 

raise happy, careful, and successful students who are aware of the moment. 

Cognitive flexibility 

The world of the 21st century, where changes occur extremely quickly and environmental 

demands become increasingly complex, strengthens the need for cognitive flexibility, which plays an 

important role in actively adapting to changes, dealing with stressful situations, and solving problems 

(Martin & Anderson, 1998). The concept of cognitive flexibility, which has been studied since 1990 

(Gündüz, 2013), is defined as an important feature of human cognition that enables individuals to 

adapt by adjusting thoughts and behaviors according to changing environmental and internal 

conditions (Braver, Paxton, Locke, & Barch, 2009). 

Considering the definitions of cognitive flexibility in the literature, the ability of this concept 

to adapt behaviors flexibly by changing cognitions according to widely changing environmental 

demands (Armbruster, Ueltzhöffer, Basten & Fiebach, 2012; Cañas et al., 2003; Dajani & Uddin, 

2015) and rarely conceptualized beyond this definition (Rende, 2000). However, cognitive flexibility 

is a multidimensional concept. For example, cognitive flexibility is an aspect of executive function 

(Dajani & Uddin, 2015; Rende, 2000), an essential element for effective social communication 

(Martin & Rubin, 1995), and the questioning of dysfunctional thoughts from a clinical perspective. It 

is considered as the cognitive ability required to restructure them in a more balanced and functional 

way (Dennis & Vander Wal, 2010). 

Studies on cognitive flexibility have shown that a flexible cognition can be easily adapted to 

social environments, trust in communication ability (Martin & Anderson, 1998), perception of high 

control in the face of difficult situations, and competence in solving problems (Dennis & Vander Wal, 

2010), using the appropriate coping strategy. It reveals that it is associated with effective coping with 

stressful situations (Bedel & Ulubey, 2015) and happiness (Asıcı & İkiz, 2015). Adherence to rigid 

thinking styles is stated to cause adjustment disorders (Bilgin, 2009), neuroses, and mental disorders 

(Altunkol, 2017). Accordingly, it is thought that many types of psychopathology are conceptualized 

with reduced cognitive flexibility (Masuda & Tully, 2012) and that cognitive flexibility is an effective 

factor in emotion regulation, it has an important role in mental health (Soltani, Shareh, Bahrainian, & 

Farmani, 2013; Zaehringer. , Falquez, Schubert, Nees & Barnow, 2018) 

It is stated that cognitive flexibility, which is a multidimensional concept, is basically 

intertwined with the operations performed with attention (Cañas, Quesada, Antolí & Fajardo, 2003). 

Since mindful attention awareness depends on (re) investment in the attention of the moment, it has 

been suggested that a high level of mindful attention awareness may be effective in increasing 

cognitive flexibility and the individual's ability to think and act in an unusually flexible way in 

different, new and unusual situations (Moore & Malinowski, 2009). Hence, Sinnott, Hilton, Wood, & 
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Douglas (2020) established in their study a meaningful relation between mindfulness and cognitive 

flexibility. At this point, it is thought that the attention to be in the present rather than the past or the 

future will result in the individual being aware of the current alternatives and a more cognitively 

flexible mind. 

Mental symptoms 

Mental symptoms are defined as signs indicating abnormal deviations in cognitive, emotional, 

and behavioral areas (Öztürk, 2001). These mental symptoms mentioned in the present study are 

depression, hostility, anxiety, negative self-image, and somatization. Anxiety refers to a forward-

looking mood characterized by anxiety because it is out of control (Barlow & Durand, 2016). 

Depression, on the other hand, is a mood disorder characterized by feelings and thoughts of 

pessimism, worthlessness, weakness, reluctance (Öztürk & Uuşahin, 2011). Somatization is a 

psychological mechanism in which psychological distress is expressed as physical symptoms 

(Hurwitz, 2004). The negative self-image that individuals think that others do not like them because 

they do not like them and that they do not feel comfortable in communicating with them (Yıldız, 

2018). Hostility is the constant or frequent feelings of anger, anger, or irritability in response to minor 

movements or breakages; It is a concept characterized as rude or vengeful behavior (APA, 2013). 

Studies show that students are exposed to stress more than ever before, this situation results in various 

mental symptoms including depression, anxiety, behavioral disorders including anger and violence, 

and their psychological health is at risk (Bernay, Graham, Devcich, Rix & Rubie-Davies., 2016; 

Napoli, Krech & Holley, 2005; Rix & Bernay, 2015). Perceived stress experience level is also affected 

by cognitive flexibility and mindfulness levels among university students in Turkey (Ozcan,2019). 

School climate and the teacher-child interaction is very important. It is believed that school-

based interventions are important, considering that the protection of students' mental health in 

childhood acts as a buffer against mental disorders that occur in adulthood. Considering the literature, 

the inclusion of cognitive flexibility and mindful attention awareness, which is also a psychotherapy 

method, into school culture helps students improve their academic performance, interpersonal 

communication, attention, and ability to cope with negative situations; it seems to be effective in 

reducing substance addiction and anxiety levels (Bedel & Ulubey, 2015; İkiz & Uygur, 2019; Özcan 

& Esen, 2016; Sibinga et al., 2011). And it is understood that mindfulness undertakes a protective role 

against problematic smartphone and social media use that could cause psychological disorders (Bilgiz 

& Peker, 2021). Studies asserted that the students’ level of a tendency to violence was determined to 

be increasing as their level of engagement to school decreases ( Sağlam ve İkiz, 2017). The teacher is 

the most fundamental factor for young people's mental health and school attachment. It is indirectly 

important that university students who receive teacher education have resolved their mental distress, 

be cognitively flexible and mindful. Therefore, it is thought that teacher trainees, who will be role 

models for their students, have important roles in this regard. In addition, teacher trainees should be 

aware of the situations and problems that occur spontaneously and overtly in the school environment; 

Having the ability to think and act flexibly in new and unusual situations they may encounter in the 

management and training processes of different student and parent profiles is considered important in 

order to positively support the spiritual development of both themselves and the students they will 

train.  
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Figure 1. Relations between MAA and CF and mental symptoms 

Accordingly, in the present study, the relationships between teacher trainees’ mindful attention 

awareness, cognitive flexibility levels and mental symptoms were examined and answers were sought 

for the following research problems: 

1-Do the mindful attention awareness levels of the teacher trainees significantly predict their 

psychological symptom levels? 

2-Do the cognitive flexibility levels of teacher trainees significantly predict their 

psychological symptom levels? 

3-Do the mindful attention awareness and cognitive flexibility levels of the teacher trainees 

together significantly predict their mental symptoms? 

4-Does the mindful attention awareness levels of the teacher trainees significantly predict their 

cognitive flexibility levels? 

METHODOLOGY 

Research Design and Participants 

This research is based on predictive associational survey model.  Participants are 

undergraduate students studying at the faculty of education in the 2019-2020 academic year, 298 

(75.3%) were female and 98 (24.7%) were male. The average age of the participants is 20.91 (sd = 

2.13). Class level of the participants: 45 (11.4%) are first class, 62 (15.7%) are second class, 130 

(32.8%) are third class and 159 (40.2%) are fourth class. These demograhphic characteristics of the 

participants are given on Table 1 . 

Table 1. Demographic Characteristics of Participants 

Demographic characteristics N % 

Gender Female 298 75.3 

Male 98 24.7 

Class Level First class 45 11.4 

Second class 62 15.7 

Third class 130 32.8 

Fourth class 159 40.2 

 

Mindfulness Mental Symptoms

Attention Awareness  

Control 

Alternatives

Depression

Anxiety

Hostility

Somatization

Negative Self

Cognitive Flexibility
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Research Instruments 

Within the scope of the research, "Mindful Attention Awareness Scale (MAAS)", "Cognitive 

Flexibility Inventory (CFI)", "Brief Symptom Inventory (BSI)" were used as data collection tools. 

Mindful Attention Awareness Scale (MAAS). Developed by Brown & Ryan (2003), MAAS 

was developed to measure individual differences in the ability to be mindful of what is happening now 

and be aware of current experiences. MAAS consists of 15 items and is graded in 6-point Likert type 

(almost always-1, most of the time-2, sometimes-3, rarely-4, very rare-5, almost never-6). The high 

score obtained from the single-dimension MAAS indicates that conscious mindfulness is high. The 

adaptation study of the scale into Turkish was conducted by Özyeşil, Arslan, Bıçak & Deniz (2011). 

The validity and reliability studies of the scale were conducted on 727 university students, and the 

Cronbach Alpha internal consistency coefficient was found to be .80 and the test-retest reliability 

coefficient as .86. In this research group, the Cronbach Alpha internal consistency coefficient of 

MAAS was found as .82. 

The Cognitive Flexibility Inventory (CFI). CFI, which was developed by Dennis & Vander 

Wal (2010), was developed to measure the ability of individuals to question incompatible thoughts and 

replace them with more balanced, compatible alternative thoughts. CFI consists of two subscales, 

alternative, and control. CFI consists of 20 items and is graded in 5-point Likert type (not suitable-1, 

not very suitable-2, unstable-3, suitable-4, completely suitable-5). Items 2, 4, 7, 9, 11, and 17 are 

reverse-scored items. The scores obtained from the inventory range between 20 and 100 and 

increasing scores indicate increased cognitive flexibility. The adaptation study of the scale into 

Turkish was conducted by Gülüm & Dağ (2012). In the adaptation study conducted with 266 

Hacettepe University undergraduate students, the Cronbach alpha internal consistency coefficients of 

the alternatives and control subscales in general of the CFI were determined as .90 for all, and .89 

and.85 for the alternative and control subscales, respectively. The Cronbach Alpha reliability 

coefficient of BEE in this research group was calculated as .88 for all whereas .86 for the alternative 

sub-dimension and .84 for the control sub-dimension.  

Brief Symptom Inventory (BSI). The inventory, which was developed by Derogatis in 1992 

and consists of 53 items, was aimed to evaluate the general psychopathology for both clinical and non-

clinical samples. The BSI is graded in 4-point Likert type (none-0, some-1, moderate-2, quite-3, very 

much-4). The score range is 0-212. With the conducted study to determine the validity and reliability 

of the scale, it was mentioned that the internal consistency coefficients for the sub- dimensions ranged 

between .71 and .85, and test-retest test reliability coefficients ranged between .68 and .91 (Derogatis 

& Melisaratos, 1983).  The scale was adapted to Turkish by Şahin ve Durak (1994). Studies have 

found that the inventory consists of five factors: anxiety, depression, hostility, somatization, and 

negative self. The Cronbach's internal consistency coefficients obtained from the total score of the 

inventory ranged from 0.96 and 0.95, and the internal consistency coefficients for subscales ranged 

from .55 to .86. ( Şahin & Durak, 1994). In this research group, the Cronbach Alpha reliability 

coefficient of the BSI was found as .96 for all. 

Procedure and Data Analysis 

After finalizing the process of collecting data of trainee teachers, the collected data were 

analyzed through the IBM SPSS 22 software. Pearson Product-Moment Correlation Analysis and 

Standard Multiple and Statistical Regression Analysis were used in the analysis of data. Required 

assumptions to conduct the multiple regression analysis were examined before commencing the 

analysis. Initially, any presence of extreme values that could hamper normality and linearity 

assumptions were monitored. Accordingly, Mahalanobis distance values were calculated and those 

values were examined in p<.001 scale, which led to an extraction of data of 5 participants which were 

identified to be exceeding the stipulated threshold value. Skewness and kurtosis values of variables 

used in the study were identified to be ranging from -2 to +2, exhibiting pertinence to the normal 

distribution assumption (Tabachnick & Fidell, 2015). Examination of the other assumption of 
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regression analysis, homoscedasticity, was performed by investigation of scatter plots, and with 

obtained rectangular shapes (Tabachnick & Fidell, 2015) this assumption was also ensured. Also, 

since Durbin Watson values were within the limits of 1.5 and 2.5 in the present study, it was 

established that there was no auto-correlation (Tabachnick & Fidell, 2015), and the error margin of the 

dependent variable was within acceptable level. In terms of the multiple correlation situation, variance 

inflation factor (VIF) values, condition index (CI) values, and tolerance values were examined in 

addition to binary correlation values. As the correlation among predictor variables was lower than.80 

(Table 2), VIF value was lower than 10 and tolerance values were higher than 0.2, it was observed that 

there was no situation of a multi correlation that could cause problems among preditor variables 

employed in the study. Finally, as a result of conducted examinations, the data set was determined to 

be consistent with the required conditions of multiple regression analysis. 

RESULTS 

Findings about relationship among mindful attention awareness, cognitive flexibility and 

mental symptoms variables included in the study are presented in Table 2. 

Table 2. Means, Standart Deviations and Bivariate Correlations Among Variables 

 

1.MAAS total 

1 2 3 4 5 

1.000     

2.CFI total .320** 1.000    

3. Alternative .248** .891** 1.000   

4. Control .306** .810** .454** 1.000  

5.BSI total -.421** -.414** -.263** -.472** 1.000 

M 

SD 

58.42 

11.29 

73.77 

10.48 

51.02 

6.90 

22.75 

5.35 

65.32 

38.22 

*: p<.05 **: p<.01, M: Mean, SD: Standard Deviation. 

When correlation results listed in Table 2 were examined, mindful attention awareness and 

cognitive flexibility levels of participants indicate a positive attitude medium level (r=.32; p<.01), 

cognitive flexibility sub-dimension and alternative indicate a positive attitude low level (r=.25; p<.01), 

and control sub-dimension indicate a positive attitude medium level (r=31; p<.01) meaningful 

relationship; whereas mindful attention awareness and mental symptoms display a negative attitude 

medium level (r=-.42; p<.01) meaningful relationship. There is a negative attitude medium level (r=-

.41; p<.01) meaningful relationship between cognitive flexibility and mental symptoms, while 

alternative of cognitive flexibility and mental symptoms indicate a negative attitude low level (r=-.26; 

p<.01), control sub-dimension and mental symptoms indicate a negative attitude medium level (r=-.47; 

p<.01) meaningful relationship.  

Table 3. Simple Linear Regression Analysis Results of Mindful Attention Awareness Levels of 

Trainee Teachers Predicting Mental Symptoms 

Independent Variable 

Non-

Standardized 

Coefficients 

Beta (B) 

SHB 

Standardized 

Coefficients 

Beta (β) 

t P 

Constant 

Mindful attention awareness 

148.523 

-1.424 

9.202 

.155 

 

-.421 

16.140 

-9.208 

.000 

.000 

 

R=.421   R2= .177   

F(1; 394)=  84.785 p=.000  

     

 

Examination of analysis results presented in Table 3 revealed that mindful attention awareness 

is the meaningful predictor of mental symptoms R=.421, R2=.177 , F=(1,394), p<.01. The total score 

mindful attention awareness explains 18% of the total variance related to mental symptoms.  
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Table 4. Simple Linear Regression Analysis Results of Cognitive Flexibility Levels of Trainee 

Teachers Predicting their Mental Symptoms  

Independent Variant 

Non-

Standardized 

Coefficients 

Beta (B) 

SHB 

Standardized 

Coefficients 

Beta (β) 

t p 

Constant 

Cognitive Flexibility Total Score 

176.806 

-1.511 

12.459 

.167 

 

-.414 

14.190 

-9.037 

.000 

.000 

 

R=. 414   R2= .172  

F(1; 394)= 81.665 p=.000  

     

 

Examination of analysis results presented in Table 4, it was seen that total score of cognitive 

flexibility is the predictor of the total score of mental symptoms R=.414, R2=.172, F=(1,394), p<.01. 

The total score of cognitive flexibility explains 17.2% of the total variance of mental symptoms. After 

the discovery that the total score of cognitive flexibility was a predictor of the total score of mental 

symptoms, sub-dimensions of cognitive flexibility were examined to predict the total score of mental 

symptoms. 

Table 5. Multiple Regression Analysis Results of Traine Teachers’ Cognitive Flexibility Sub-

Dimension Total Scores Predicting Total Scores of Mental Symptoms   

Independent Variants 

Non-

Standardized 

Coefficients 

Beta (B) 

SHB 

Standardized 

Coefficients 

Beta (β) 

t p 

Constant 154.908 12.764  12.136 .000 

Alternative -.341 .276 -.062 -1.238 .216 

Control -3.172 .356 -.444 -8.913 . 000 

R=.475     R2= .226    

F(2; 393)= 57.307 P=.000  

     

*: p<.05 **: p<.01 

When analysis results presented in Table 5 were examined, alternative and control variants 

which are sub-dimensions of cognitive flexibility, explain 23% of total variance related to mental 

symptoms (R2=.226; p<.01). According to standardized regression coefficients (β), the relative 

importance sequence of predictor variants on mental symptoms are; control and alternative.  And the 

examination of t-test results related to the meaningfulness of regression analysis coefficients indicates 

that merely the control variant is a meaningful predictor of mental symptoms. 

Table 6. Statistical Regression Analysis Results of Trainee Teachers’ Mindful Attention 

Awareness and Cognitive Flexibility Levels Predicting Total Score of Mental Symptoms  

Independent Variants 

Non-Standardized 

Coefficients Beta 

(B) 

SHB 

Standardized 

Coefficients 

Beta (β) 

t p 

(1st Step) 

(Constant) 

Control 

 

142.042 

-3.372 

 

7.415 

.317 

 

 

-.472 

 

19.155 

-10.627 

 

.000 

.000 

 

(2nd Step) 

(Constant) 

Control 

Mindful Attention Awareness 

 

 

187.195 

-2.706 

-1.032 

 

 

9.579 

.315 

.149 

 

 

 

-.379 

-.305 

 

 

19.543 

-8.588 

-6.917 

 

 

.000 

.000 

.000 

1 R=.472  R2= .223  R2Change=.223      

2 R=. 554  R2= .307 R2Change=.084      

*: p<.05 **: p<.01 
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As seen in Table 6, the cognitive flexibility control variant explains 22.3% variance of the 

single predicted variant. Included at the second place to the analysis in terms of its predicting force, 

mindful attention awareness was seen to make an 8.4% percent of contribution to the model, whereas 

both variants together explain 31% of the total variance of mental symptoms scores (R=.554, 

R2=.307). 

Table 7. Simple Linear Regression Analysis Results of Mindful Attention Awareness Levels of 

Trainee Teachers Predicting Cognitive Flexibility Levels  

Independent Variants 

Non-

Standardized 

Coefficients 

Beta (B) 

SHB 

Standardized 

Coefficients 

Beta (β) 

t p 

Constant 

Mindful Attention Awareness 

56.453 

.296 

2.636 

.044 

 

.320 

21.418 

6.693 

.000 

.000 

 

R=.320  R2= .102    

F(1; 394)= 44.798  p=.000  

     

*: p<.05 **: p<.01 

When analysis results presented in Table 7 were examined, it was seen that mindful attention 

awareness is a meaningful predictor of cognitive flexibility, R=.320, R2=.102, F=(1,394), p<.01. 

Mindful attention awareness total score was seen to explain 10.2% of total variance related to 

cognitive flexibility.  

CONCLUSION AND DISCUSSION 

Present study examine the relationships between teacher trainees' mindful attention awareness, 

cognitive flexibility levels, and mental symptoms. Results indicate that mindfulness and cognitive 

flexibility control sub dimensions together explain %31 of mental symptoms. Besides, mindfulness is 

stated as a solid predictor variable of cognitive flexibility level.  

First of all,  results indicate that there is a negative relationship between mindful attention 

awareness and mental symptoms, and mindful attention awareness explains 18% of the total variance 

of mental symptoms. In other words, as the level of mindful attention awareness increases, mental 

symptoms are expected to decrease. Studies investigating the effect of mindfulness on mental 

symptoms are generally based on mindfulness practices, their findings are consistent (Demir, 2015, 

2017; Krusche et al., 2013), MAA is thought to provide positive changes in individuals' mood, 

happiness and general well-being (Damcı, 2017) and psychological well-being (Deniz et al. , 2017). 

Consistent with these result, low level of mindful attention awareness is associated with mental 

symptoms such as depression, anxiety, and somatization (Arslan, 2018; Aydınlı, 2019; Demir, 2015;   

Ülev, 2014). Masuda and Tully (2012) concluded that mindful attention awareness is one of the 

structures that affect psychological distress. 

When the findings are evaluated in terms of the developmental period, it is stated that the 

problems related to mental health are especially concentrated in the emerging adulthood period, which 

coincides with the university period (Özü, 2020). In addition, it is known that the Covıd-19 pandemic, 

which causes great fear in the world, has significant negative effects on the mental health of university 

students (Salman et al., 2020). All of this necessitates the use of evidence-based interventions to 

protect the mental health of university students at risk. In this respect, it is thought that the positive 

effect of mindful attention awareness on mental health as an evidence-based practice with proven 

effectiveness in the Western medical world is undeniable. Studies also support the positive effect of 

mindfulness-based practices on the psychological health of university students during the Covid-19 

crisis period. (Asl, Emamvirdi, & Colakoglu, 2020). 

Secondly,  results indicate that there are negatively significant relationships between mental 

symptoms and cognitive flexibility and alternative and control variables with sub-dimensions, and 

cognitive flexibility alone explains 17.2% of the total variance of mental symptoms, and the sub-
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dimension of control explains 23% of mental symptoms. In this direction, it can be said that 

individuals who perceive the events that occur in a rapidly changing and increasingly complex life and 

the difficult situations that need to be dealt with as controllable and who can produce alternative 

explanations and solutions with a flexible perspective are healthier psychologically. Therefore, it 

seems that being cognitively flexible is a protective factor against mental disorders. Studies support 

the negative relationship between cognitive flexibility and mental symptoms (Gündüz, 2013; Kara, 

2020; Yu, Yu, & Lin, 2020) that cognitive flexibility has the power to explain depression, obsessive-

compulsive, and anxiety (Dağ & Gülüm, 2013). According to the Cognitive Behavioral Theory, the 

finding regarding the relationship between cognitive flexibility and mental symptoms is an expected 

result. As a matter of fact, the theory also emphasizes the importance of a versatile and flexible 

cognition in terms of mental health, consistent with the research findings, and argues that strict 

adherence to thoughts causes various mental disorders with a strict and narrow perspective (Abrams & 

Ellis, 1994; Dryden & David, 2008; Sharf, 2011).  

In the study, it is seen that only the control sub-dimension of cognitive flexibility has an 

explanatory power in mental symptoms. The reason why the control sub-dimension has a power to 

explain mental symptoms is; In psychopathology, when faced with a difficult or stressful situation, it 

may be that the individual perceives the situation as manageable, that is, control tendency plays a more 

important role than producing different perspectives and alternatives for it (Dağ & Gülüm, 2013). In 

this context, it is believed that control tendency plays a more critical role in mental health. In this 

direction, it is thought that a flexible cognition has a higher perception of control in challenging 

situations, can produce various solutions by thinking multi-faceted and remain mentally healthier. 

Thirdly, results indicate that there are positive relationships between mindful attention 

awareness and cognitive flexibility and its sub-dimensions, and mindful attention awareness explains 

10.2% of cognitive flexibility. In other words, the higher the level of mindful attention awareness, the 

higher the level of cognitive flexibility. Cognitive flexibility is an aspect of mindful attention 

awareness (Bishop et al., 2004; Lee & Orsillo, 2014), relationship between mindful attention 

awareness and cognitive flexibility in the country (Özsoy, 2019) and abroad (Moore & Malinowski, 

2009; Moore, 2013; Sinnott et al., 2020) supports the result. It is thought that individuals should be 

aware of alternative thoughts and options in the present moment by focusing their attention on the 

present in order to adapt to the situation that occurs suddenly and unexpectedly. Otherwise, living 

automatically, devoid of the awareness of the present moment, puts individuals at risk of reacting 

unwise without thinking about various alternatives (Siegel, 2007). In this context, it can be said that 

individuals are connected to the present moment in order to produce flexible thoughts and behaviors 

(Al-Jabari, 2012).     

Mindful attention awareness allows the unhappy mind, which is dispersed between the past 

and the future, thinking about things that it cannot change or have no control over, to come to the 

present moment when it can change things and has the power to control it. With the attention coming 

to the present moment, the mind gaining awareness of what is happening in the present moment can 

produce different solutions to the situation, instead of insisting on non-functional solutions, it can 

create functional solutions. The situation in question is something that it cannot change, thanks to 

mindful attention awareness, it does not resist and turn into suffering for itself by approaching with an 

attitude of acceptance to his unpleasant feelings about the situation. In this way, he / she can use his / 

her ability to change and adapt flexibly to the situation, taking into account the necessities of the 

situation. All of these are thought to support the view that mindful attention awareness can be effective 

in cognitive flexibility. 

While evaluating the results of this study, its limitations should also be taken into account. 

One of the limitations of the research is that the sample consists of teacher trainees studying at a single 

state university. The generalizability of the obtained findings can be increased by creating a larger and 

diverse sample group with university students studying in different cities and faculties. In addition, it 

should be kept in mind that the data were collected from a non-clinical group, and this study should 

not be considered as a clinical study of mental symptoms. In this study, the Mindful Attention and 
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Awareness Scale (MAAS), which is used to measure awareness, measures the ability to pay attention 

only to what is happening now and to be aware of current experiences. In future studies, mindful 

attention awareness can be addressed more comprehensively using a scale that includes both mental 

awareness signs and other components that predict well-being. According to results, it is suggested 

that mindfulness and cognitive flexibility psychoeducation programs can be developed to enhance 

teacher trainees' mental health In addition, during undergraduate education processes of teacher 

trainees, mindful attention awareness and cognitive flexibility psychoeducation can be a part of 

education programs. It is thought that improving the level of mindful attention awareness and 

cognitive flexibility of who will teach children by shedding light on their path in the future will 

contribute to the development of educational goals and qualifications in the 21st century. 
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Abstract 

The aim of the present study was to explore how physicists start their research studies, how they 

identify their research questions and what factors influence their involvement in studying a specific 

research problem. The grounded theory methodology was adopted in the study by considering the 

qualitative nature of the research questions. The study was completed in two stages. At the initial stage 

of the study, face-to-face interviews were conducted with physicists to elicit the diversity of their 

views about the research inception process. At the second stage, an empirically-based multiple-choice 

survey was prepared on the basis of the themes generated from the responses of the interviewees. 140 

physicists working in several Turkish universities completed the survey to reveal how common the 

diverse views, which were extracted from the interviews, among other physicists. The study results 

indicated that although physicists started their research studies mostly with a problem, they did not 

necessarily look actively for a problem when starting a new research study because new problems had 

already been identified during their previous research. According to the participant physicists, the 

research inception process was affected by a number of factors related with the available resources and 

the individual scientist conducting a given research study. These obtained results were discussed in 

terms of nature of science and nature of scientific inquiry, which are critical issues in science 

education. 
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INTRODUCTION 

In 1960s, U.S. authorities decided to make radical changes in education after Russia made its 

mark in history as the first nation to reach space in the cold war era. Americans realized that reforming 

science education was essential to survive in the competition with Russians.  American policy makers 

set a target to achieve scientific literacy among all U.S. citizens. Training individuals in scientific 

literacy, in turn, became a common goal for science education almost all around the world. Turkey 

was also among the countries that pursued this common goal. In Turkey, training individuals with 

scientific literacy has been considered to be important since 2005. Although scientific literacy has 

become a global concept, researchers have yet to agree on a single definition of it. However, there are 

certain assumptions about the knowledge expected from individuals with scientific literacy. 

Individuals with scientific literacy must reportedly possess a contemporary understanding of epistemic 

and process knowledge concerning the generation of information (OECD, 2016). While the epistemic 

knowledge pertains to nature of science (NOS), the process knowledge is regarded as nature of 

scientific inquiry (NOSI) (Lederman, Antink, & Bartos, 2014; Schwartz, Lederman, & Crawford, 

2004). Therefore, a scientifically literate individual is expected to possess a contemporary 

understanding of both NOS and NOSI.  

In science education literature, the concepts of NOS and NOSI are intertwined and generically 

addressed as NOS. While NOS is generally related to the status and structure of the scientific 

knowledge, NOSI is usually connected with the production and justification processes of the scientific 

knowledge. Despite on-going discussions on what students need to be taught with respect to NOS, a 

group of researchers were reported to have reached a consensus view (Abd-El-Khalick, 2012;  

Lederman, 2006; McComas & Olson, 2002; Osborne, Collins, Ratcliffe, Millar, & Duschl, 2003). On 

the other hand, other researchers heavily criticized the consensus view and offered new suggestions 

thereto by referring its certain shortcomings and weaknesses (Allchin, 2017; Erduran & Dagher, 2014; 

Hodson & Wong, 2014; Irzik & Nola, 2011). A review of the relevant literature reveals that the 

opinions of scientists were not sufficiently included in the efforts to reach such consensus view. In a 

limited number of research studies involving scientists as participants, the conceptions of scientists 

about NOS were classified either as conventional/inadequate (e.g. Aydeniz & Bilican, 2014) or almost 

completely unaligned with the current research results (e.g. Wong & Hodson, 2009). In other words, 

NOS conceptions of scientists in the literature were generally described as inadequate in comparison 

with the standards set primarily by science educators. That was partly because the opinions of 

scientists had usually been ignored in constructing the standards about NOS and NOSI concepts. 

Consequently, there are perceived differences between the opinions of science educators and scientists 

when it comes to NOS concepts. A plausible reconciliation of such differences requires a 

comprehensive depiction of the opinions of scientists. Considering their individual fields of expertise 

and the time they devote to their own research studies, it is important that scientists should be given a 

voice in characterizing scientific research process. The results obtained from studies investigating the 

opinions of scientists would enrich the literature concerning NOS and NOSI. 

Due to the extensive nature of the notions involved in NOS and NOSI, the conceptual scope of 

the present study was solely restricted to the scientific research inception process. In the literature, 

issues related to the research inception process were mostly discussed under NOSI. Researchers 

advocating the consensus view objected to the conventional understanding of the scientific method, 

which prescribed that the first step of all scientific investigations included a hypothesis. They instead 

asserted that all scientific investigations begin with a question (Lederman et al., 2014; Schwartz, 

Lederman, & Lederman, 2008). On the other hand, Irzik and Nola (2011; 2014) criticized consensus 

view and offered family resemblance approach. In this approach, all scientific areas are represented by 

the following four family characteristics: aims and values of science, scientific methods, scientific 

practices, and scientific knowledge. They argued that all fields of science incorporated generic 

cognitive practices such as formulating a problem or a question and generating a solution. Although 

scientific questions or problems were regarded generally as the starting point of scientific inquiry in 

science education literature, there were no detailed explanations about the research inception process. 

Conducting a research study with scientists actively working in the field would uncover their diverse 
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views about the research inception process. For that purpose, the views of physicists working in 

various subdisciplines of physics with different academic titles were investigated in this study. 

Besides, different research approaches of the participant physicists, namely experimental, 

observational and theoretical, were also identified as an important variable of the study. Therefore, the 

study aimed to explore the scientific research inception process as declared by physicists working in 

diverse subdisciplines of physics, adopting various research approaches and having different academic 

titles. The study sought answers to the following research questions: 

1. How do physicists start scientific research? 

2. How do physicists identify their research questions? 

3. What are the factors affecting physicists in the research inception process? 

4. How do the different research approaches of physicists influence their research inception 

process? 

5. How do the specific research fields of physicists influence their research inception 

process? 

6. How do the academic titles of physicists influence their research inception process? 

Study Design 

The research questions in the present study was addressed with the assumption that 

individuals construct their own realities based on their personal experiences and our understanding of 

these peculiar realities takes place only through interpreting their expressions. That is the main reason 

that we adopted interpretivism as our theoretical framework. As the research methodology, the 

grounded theory, which was reported by Suddaby (2006) as the most suitable design to understand a 

process that respondents experience personally and construct a meaning for, guided the research study. 

In addition, theoretical sampling technique used in the grounded theory design was appropriate for 

unveiling the diverse perspectives held by the participant physicists in the study. In theoretical 

sampling, the data collection process is guided by theoretical developments emerging from the 

analysis of past data. This helps the researcher present data, which pertain to the concepts under 

research, from a wider perspective. That is mainly because the grounded theory is the product of 

inductive reasoning prioritizing data in constructing the theories. The initial stage of the two-stage 

study was conducted with face-to-face interviews with the physicists. The data obtained from the 

interviews were analyzed to put forth theoretical arguments concerning the scientific research 

inception process conceptualized by the physicists. In the second stage of the study, interview analyses 

were followed by the development of empirically-based multiple-choice questions as a technique 

similar to the one employed by Aikenhead & Ryan (1992) to test the accuracy and adequacy of such 

theoretical arguments. The research process was completed by applying the multiple choice questions, 

which was constructed from the theoretical arguments, to a larger group of physicists. This yielded 

useful information about the accuracy and adequacy of theoretical arguments generated from the views 

of the interviewed physicists. 

Participants 

The two-stage structure of the research study required two separate groups of participants. The 

initial stage of the research study included interviews with scientists working in the various subfields 

of physics. The scientists to be interviewed during this stage were selected through a convenience 

sampling strategy. All interviews performed by the first author, and she has already known the 

physicists with whom the interviews were conducted. Based on this acquaintance, it was aimed to 

reveal the in-depth views of the participant physicists. In line with the nature of grounded theory 

design, several interviews were held with selected physicists until data saturation was achieved. This 
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process started with requests submitted to selected physicists for conducting preliminary interviews 

aiming to introduce them to the research study. Physicists who agreed to take part in the study during 

these preliminary interviews were included in the actual interviews. The interviews were concluded 

once a decision had been made concerning the achievement of data saturation as entailed by 

theoretical sampling principle in the grounded theory. Data saturation was reached in the first stage of 

the study after conducting interviews with a total of 19 physicists, 10 of whom were postdoctoral 

scientists and 9 of whom were doctoral students. In order to fulfil the maximum-diversity sampling 

strategy, efforts were spent as much as possible to interview with respondents working in various 

subfields of physics and employing different research approaches. Therefore, interviews were made 

with physicists conducting observational, theoretical and experimental research studies.  

For the second stage of the research study, a multiple-choice test generated from the interview 

responses of the participants in the first stage of the study was submitted to scientists and candidate 

scientists by e-mail. The questions were sent to 1616 scholars in the field of physics at various 

universities in Turkey and attracted responses from 140 physicists. Some characteristics of the 

participants are given in the Table 1. 

Table 1 Some characteristics of the participants 

Data Collection Process 

The data required for the first stage of the research study were collected through interviews 

with respondents. The initial interview form was prepared on the basis of the relevant literature. Pilot 

interviews were held with two scholars, one of whom was a scientist and one of whom was a scientist 

candidate conducting research in the field of physics. However, the nature of grounded theory design 

allows for a level of flexibility in that the interview questions can be modified at each interview 

depending on the outputs of the previous interview. Each interview was guided by the questions in the 

interview form and took between 45 and 90 minutes to complete. Almost all the interviews were 

First study group* 
Research 

Approaches 

Second study group** 

Postdoctoral 

Physicists   

Doctoral  

Students 
Research Fields Research Fields 

Postdoctoral 

Physicists 

Doctoral 

Students 

DD1 LD1, LD2 
Solid-State 

Physics 
Experimental 

Solid-State 

Physics 
20 15 

Atomic & 

Molecular  Physics 
12 3 

High Energy &  

Plasma Physics 
3 3 

Nuclear Physics 5 - 

Astrophysics &  

Astronomy 
1 1 

Other 1 2 

DG1, DG2, 

DG3, DG4, 

DG5, DG6 

LG1, LG2, 

LG3, LG4 

Astrophysics &  

Astronomy 
Observational 

Astrophysics &  

Astronomy 
7 5 

Other 2 2 

DT1 
LT1, LT2, 

LT3 

Mathematical  

Physics 

Theoretical 

Solid-State 

Physics 
9 4 

Atomic & 

Molecular  Physics 
7 2 

High Energy &  

Plasma Physics 
8 1 

DT2  
Atomic & 

Molecular  Physics 

Mathematical  

Physics 
7 1 

Nuclear Physics 2 5 

DT3  
High Energy &  

Plasma Physics 

Astrophysics &  

Astronomy 
4 1 

General Physics 3 1 

Other 2 1 

* Code names of participants 

** Number of participants 
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recorded on a voice recorder. However, since two respondents did not agree to voice recording, their 

interviews were recorded in written notes.  

The second stage of the research study was conducted with multiple-choice questions prepared 

on the basis of the outputs of interviews. In the preparation of multiple-choice questions, the procedure 

suggested by Aikenhead and Ryan (1992) was followed as an example. The data collected from the 

interviews were analyzed following the process proposed by Charmaz (2014) for the grounded theory 

design. The choices in the multiple-choice questions were formulated from the axial codes identified 

as a result of the coding process. As the choices were determined through the interviews conducted 

with the respondents, each question was structured with a different number of choices. Each question 

was also supplemented with the option “None of these choices represent my opinion” in addition to 

the choices. Any respondent marking this option was requested to write in their opinions in an open-

ended field. The title “Understandings on Scientific Research” of the multiple-choice survey is 

abbreviated as BAHA (based on Turkish initials) and will be referred to as such for the rest of the 

study. 

Data Analysis Process 

The data collected from the interviews held during the initial stage of the research study were 

analyzed through the constant comparative method as a specific component of the grounded theory 

design. In addition, this stage followed the initial coding, axial coding, and theoretical coding as 

proposed for the grounded theory design (Charmaz, 2014; Glaser & Strauss, 1967). In the initial 

coding stage, all interview transcripts were encoded line by line. In-vivo codes were also used as much 

as possible during this stage. The specific relationships among the codes created in the initial coding 

stage were built in the axial coding stage. Finally, in the last stage of the coding process, theoretical 

codes were created based on the relationships between axial codes. Maxqda 12, qualitative data 

analysis software, was employed in the coding process. 

In the second stage of the research study, the multiple-choice questions were formulated in 

line with the axial codes identified as a result of the analysis of qualitative data. While one code 

attracted multiple choices in some cases, two different codes were combined to represent a single 

choice in some other cases. If one code was considered to have been represented in other choices, it 

was not supplemented with a specific choice. The process of formulating the choices was guided by 

the differences between the expressions as the main concern. As an example, the analysis of the 

responses received to the question concerning the factors affecting the research inception process 

revealed the theoretical codes of persons, resources, study environment, and research. The code named 

‘persons’ was represented by three different choices while the codes named ‘resources’ and ‘research’ 

were translated into 1 choice each. On the other hand, the code named ‘environment’ was not shaped 

into a separate choice, as it is included in both one choice concerning scientists (affected by persons in 

the study environment) and one choice concerning resources (physical circumstances in the study 

environment). 

FINDINGS 

The findings obtained as a result of the present two-stage study will be elaborated under three 

headings. Each heading will, in turn, feature the findings of the interviews followed by the findings 

identified with BAHA. All axial and theoretical codes designated in the first stage of the study were 

given in Table 2. 

Opinions of scientists on the research inception process 

Five axial codes were designated through the analysis of the opinions of scientists as to how 

they start their research studies. These codes were named as literature, scientific question, hypothesis, 

subject, and problem. All of the axial codes were thus formulated featuring the opinion of at least one 

observational physicist. On the other hand, theoretical physicists offered their opinions on scientific 
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questions, subject, and problem codes, while experimental physicists indicated their research inception 

to be limited only to the literature and a hypothesis. 

In response to the question on the starting point for research, some of the physicists pointed 

out to literature review as one of such starting points. As an observational physicist and continuing 

her/his doctoral education, LG3 stated that all scientific research started with literature review 

regardless of the specific field with the following statement: “In my opinion, the initial stage of 

literature review and background study applies to all sciences, whether social or physical.”  

Table 2. All axial and theoretical codes 

Opinions of scientists on 

the research inception 

process 

Opinions of scientists on how they determine 

research questions 

Opinions of scientists about the factors 

affecting them in the research inception 

process 

Axial codes Axial codes 
Theoretical 

codes 
Axial codes 

Theoretical 

codes 

Literature review Scientists themselves 

Persons 

The background of the 

scientists 

Persons 

Scientific questions 
Advisor 

The internal motivation of the 

scientists 

Other scientists Other scientists 

Hypothesis 

Following up to literature 

Literature 

Technical resources 

Resources Identifying the shortcomings 

in the literature 
Access to publications 

Subject 

Subjects not yet Studied in the 

Literature Study environment 

 

Theories and Laws 

Theories and 

Laws Problem 

Failing to Generalize Theories 

and Laws 
Research 

Failing to Support Theories 

and Laws 

 

Scientific questions represent another starting point indicated by the interviewed scientists. 

LG1, was an observational doctoral student with experience in a project abroad and in multiple 

projects of a national scale. LG1 stated that they started research with questions by saying, “You need 

to have a question in your mind; is this really the case? You need to collect data for this question.”. 

DT2, a theoretical physicist and 15 years of experience in the field, offered the following opinion to 

indicate that she/he started her/his own research with questions and everyone, involved in positive 

sciences do the same: “I can say a question first and foremost. …In fact, I don’t know if this is a 

hypothesis in essence, but I can say more definitely that we start with questions.” 

Using a hypothesis is another way to start research pointed out by some participant physicists. 

DD1, an experimental physicist, stated that her/his starting point for scientific research was a 

hypothesis: “We conduct our experiment according to that hypothesis”. LG3, a doctoral student, 

involved in observational studies in astronomy, also indicated her/his starting point to be a hypothesis 

by saying, “there must be a hypothesis, the first piece should always be that”. 

Another starting point for scientific research as addressed in the opinions of scientists is the 

designation of a subject. DG5, an observational physicist in astronomy with a post-doctorate degree 

abroad, expressed her/his opinions on the question as follows: “You first choose your subject. While 

choosing a subject, you start a literature … review. While doing that, I seek something that has not 

been studied or something that appears interesting to me.” 

Another axial code we identify in the discourses of the interviewed scientists is research 

inception with a problem or by specifying a problem. This axial code was formulated with such initial 

codes as identifying the problem, presenting a problem, or finding and specifying a problem. DT3, an 

experienced theoretical physicist and with a self-proclaimed interest in philosophy of science, 

explained that any scientific research primarily requires a problem: “Any scientific research primarily 
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requires a problem. If you are in it yourself, you find the problem or specify the problem yourself. 

There are stages to it. Firstly, the problem needs to be specified.” DT1, theoretical physicist in 

mathematical physics, elaborated on what the problem should be and indicated her/his starting point to 

be a problem by saying, “the starting point should be an original problem that will contribute to 

science”. 

For the purposes of the second stage of the study, a multiple-choice question was prepared 

based on the axial codes identified from the opinions of interviewed physicists. The multiple-choice 

question and the corresponding responses of the physicists were given in Table 3. Three exceptions 

emerged when the fields of research were considered. Half and more than half of the physicists, 

involved in general physics and in fields represented by “other”, respectively, marked the option 

indicating the starting point for scientific research to be scientific questions. The second exception 

arises from one-fourth of the nuclear physicists marking problem as their starting point and another 

one-fourth marking hypothesis for the same question. The great majority of researchers marking 

hypothesis as their starting point for scientific research are involved in nuclear physics. The third 

exception pertains to the high-energy physicists and plasma physicists. 36 % of these physicists 

marked the option for starting research with a problem, while the remaining physicists marked 

scientific question, literature review, and designation of a subject with a share of 17 % each. 

Table 3 The multiple-choice question and the breakdown of responses as percentages about 

starting scientific research 
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a scientific 

question. 
27 23 33 29 42 42 50 15 20 17 21 57 28 27 31 8 32 

the designation and 

specification of a 

problem.  

47 46 45 53 48 46 33 56 60 25 36 29 56 40 52 58 38 

a hypothesis. 3 3 3 6 5 - - - - 25 - - - - - 17 5 

literature review. 9 10 5 12 5 8 - 6 10 8 21 14 6 9 13 - 10 

the designation of a 

subject. 
12 18 9 - - 4 17 19 10 17 21 - 10 21 4 17 10 

None of the choices 

reflect my opinion. 
2 - 5 - - - - 4 - 8 - - - 3 - - 5 

The numbers in parentheses indicate the number of participants included in that group. 
*Some participants wrote two different statements for their research approach (E.g., both experimental and theoretical). In this 

case, they were considered both experimental and theoretical. Therefore, the total number of participants (143) appears to be 

more than the number of participants in the research. 
† Medical physics, phonetics, optics and climate physics were grouped as others. 

 

Considering the exceptions in terms of academic titles, physicists with the doctorate title were 

observed to have marked the choice for starting research with a hypothesis and a subject to a greater 

extent than starting with scientific questions. An assessment of the responses in terms of academic 

titles, the choice for hypothesis was not marked by any scientist with the title of professor, associate 

professor, or doctor, but by a small number of physicists holding the doctorate title or in the process of 

completing their doctorate degree.  
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Finally, 3 physicists specified that none of the choices reflected their opinions. An associate 

professor, theoretical physicist in solid-state physics, wrote “all of the above” in the open-ended 

remarks field and indicated that scientific research could start with a scientific question, a problem, a 

hypothesis, literature review, and designation of a subject. The two remaining physicists indicating 

that the choices did not reflect their opinions were research assistants and one of them was, involved in 

theoretical studies in nuclear physics and the other in solid-state physics. Out of these physicists, the 

one, solid-state physicist, explained her/his response by stating, “I think this question does not have a 

single answer”. The other physicist, involved in nuclear physics, indicated that research could start 

with questions, whether or not of a scientific nature, as follows: “Scientific research starts with 

questions, which may easily be of an ordinary nature. 

Opinions of scientists on how they determine research questions 

Another research question of the study was to uncover the opinions of physicists about the 

process of determining their research questions or problems as they started a new research study. The 

question as to the starting point for scientific research was supplemented with a discussion on how 

they make the choice as such in order to identify the opinions of the physicists on the matter.  

The first axial code, the scientist themselves, was the result of the opinions of the scientists to 

the effect that new research questions emerged during and as a result of their own research studies and 

any scientist working in a specific field would already know the current problems affecting the field 

concerned. LG1, a doctoral student indicating scientific questions as her/his starting point for scientific 

research, said “questions generate more questions”, while LT2, a doctoral student in high-energy 

astrophysics, stated “while dealing with a problem, that research study may branch out before I reach 

my desired destination” and these opinions gave way to the understanding that new research questions 

emerged already during the research studies conducted by scientists themselves. DT3, a theoretical 

scientist, explained that they found the problem themselves with the following sentences: “I don’t 

know how I specify the problem; the problem finds me. It hits me in the face while I read something. I 

found the solution method for my doctoral dissertation in the open market. My research subject was 

always on my mind those days.” 

Another axial code formulated under the theoretical code of persons is the advisor code. This 

code consists of opinions indicating that research questions are determined on the basis of a suggestion 

or approval from the respective advisor and the advisor has an impact on the entire research career of a 

scientist. As can be expected, this code was predominantly composed of opinions from doctoral 

students. In addition, two scientists that had completed their doctorate degree also mentioned the effect 

of the advisor on research inception. One of these scientists, DG1, used the following statements to 

indicate how research subjects were formulated with the effect of the advisor in a master-apprentice 

relationship: “First of all, there is, perhaps, a master-apprentice relationship in science – it is not 

pronounced or defined much, but I can say that in clarification. All in all, when we enter this field and 

start working, we are guided and affected by certain teachers.… They are primarily the ones 

determining the research subject. At least, I can say that this was the case for me.”  

The final axial code in the theoretical code of persons is the code for other scientists. This 

code was created through analysing the diverse opinions of the participant physicists who expressed 

that researchers should consult with leading expert scientists in a specific field and contact with other 

scientists to receive their assistance or to benefit from their experiences. DG4, a scientist with years of 

experience in her/his field, stated that other scientists were influential on the determination of research 

questions by stating, “… first of all, being in contact with other scientists in one’s field. Being able to 

follow up any events organised in that field to the extent possible. For example, if one follows up 

scientific meetings, seminars, and workshops, they have better guidance for their studies”. 

In the study, there were some physicists who made specific references to the literature in 

their responses to the question of how they determine their research questions. The physicists 

specifically pointed out to following up the literature and identifying the shortcomings or subjects not 
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yet studied in the literature. These responses gave way to the theoretical code of literature. With 

respect to following up the literature, the physicists referred to knowing what has been done, reading 

the literature to do something new, and keeping abreast of the constantly developing literature. LG3, a 

doctoral student, deliberated on knowing the literature well as follows: “science … moves fast and we 

always have to keep abreast of the literature and you have to know what those before you have done 

so that you can add something to that…” Identifying the shortcomings in the literature represents 

another axial code under the theoretical code of literature. This axial code was the product of opinions 

indicating that research questions would be formulated on the basis of any issues missing in 

publications or not covered by other research studies. DT3 stated, “We review previous studies on the 

subject, read the previous studies. We identify the shortcomings of previous studies” as an example 

representative of the axial code of identifying the shortcomings in the literature.  

The final axial code pertaining to the theoretical code of literature is the code for identifying 

subjects not yet studied in the literature. The opinions considered under this code point out to the need 

to find subjects not studied before in the literature and something that has not been done before. 

Scientist DG3 used the following statements with respect to the need to find what has not been done 

before through literature review, even though she/he also pointed out to the difficulty of a subject not 

covered in the literature in her/his respective field of research: “So, reviewing the literature and 

sorting out what has not been done with respect to your own field. As I have said just now, current 

studies concerning … have currently fallen into a vicious circle and so, it is a bit problematic to find 

something that has not been done before.” 

The theoretical code of theories and laws is the final code arising from the opinions of the 

scientists on how they determine their research subjects. The opinions grouped under this code 

consists of the axial codes of failing to generalize theories and laws and failing to support theories in 

the determination of research questions. All opinions addressed under the axial code for theories and 

laws were expressed by physicists, involved in theoretical studies with one scientist and two doctoral 

students. One of the doctoral students, LT1, pointed out to the correlation between questions and 

theory by saying, “this question and curiosity are actually shaped according to an existing theory. In 

my case, it is theory of general relativity”. 

A multiple-choice question was prepared based on the axial codes identified from the opinions 

concerning the starting point for research as exemplified above. The multiple-choice question was thus 

formulated and the breakdown of responses was given in Table 4. As can be seen in the table, 36% of 

the scientists who responded to the BAHA marked the option indicating that their research studies 

give way to the formulation of their next research question.  

Table 4. The multiple-choice question and the breakdown of responses as percentages about how 

research question are emerged 

New research 

questions emerge T
o

ta
l 

(1
4

0
) 

Research 

approaches* 

Research fields† Academic titles 

E
x
p

er
im

en
ta

l 
(6

8
) 

T
h

eo
re

ti
ca

l 
(5

8
) 

O
b

se
rv

at
io

n
al

 (
1

7
) 

A
st

ro
p

h
y

si
cs

 &
  

A
st

ro
n

o
m

y
 (

1
9

) 

A
to

m
ic

 &
  

M
o
le

cu
la

r 
P

h
y

si
cs

 (
2
4

) 

G
en

er
al

 P
h
y

si
cs

 (
6

) 

S
o

li
d

-S
ta

te
  

P
h

y
si

cs
 (

4
8

) 

M
at

h
em

at
ic

al
  

P
h

y
si

cs
 (

1
0

) 

N
u

cl
ea

r 
P

h
y

si
cs

 (
1
2

) 

H
ig

h
 E

n
er

g
y
 &

  

P
la

sm
a 

P
h
y

si
cs

 (
1

4
) 

O
th

er
s 

(7
) 

P
ro

fe
ss

o
r 

(3
2

) 

A
ss

o
ci

at
e 

P
ro

fe
ss

o
r 

(3
3

) 

A
ss

is
ta

n
t 

P
ro

fe
ss

o
r 

(2
3

) 

D
o

ct
o

r 
(1

2
) 

R
es

ea
rc

h
 A

ss
is

ta
n
t 

(4
0

) 

during and as a 

result of scientists 

own research 

studies 

36 35 36 41 32 46 50 23 50 58 50 14 31 39 35 50 35 

with the effect of 

the post-graduate 

advisor. 

23 21 7 6 5 25 - 19 - - 8 14 22 10 4 - 18 

  



International Journal of Progressive Education, Volume 18 Number 2, 2022 

© 2022 INASED 

300 

with the effect of 

the results of 

research 

undertaken by 

leading scientists 

in the respective 

field.  

24 21 26 24 16 8 50 33 20 17 14 44 28 18 26 25 22 

line with theories 

and laws 

governing the 

respective field. 

19 16 22 24 32 17 - 17 30 25 14 14 16 18 31 17 18 

None of the 

choices reflect 

my opinion. 

8 7 9 6 16 4 - 8 - - 14 14 3 15 4 8 7 

The numbers in parentheses indicate the number of participants included in that group. 
*Some participants wrote two different statements for their research approach (E.g., both experimental and theoretical). In this 

case, they were considered both experimental and theoretical. Therefore, the total number of participants (143) appears to be 

more than the number of participants in the research. 
† Medical physics, phonetics, optics and climate physics were grouped as others.  

 

The most striking finding when considering the table with research approaches is that only 

rather a small portion of observational and theoretical physicists marked the choice concerning the 

effect of the advisor on the determination of research questions, while the same choice was marked by 

one-fifth of experimental physicists. 

A review of the table specifying the breakdown of fields of research among the physicists, an 

equal number of astrophysicists were observed to have marked each of the choices indicating that their 

current research would lead to the formulation of their next research questions and their research 

questions would be shaped in line with theories and laws governing the respective field. On the other 

hand, general physicists equally marked the choice indicating that research questions were formulated 

during current research studies and the choice relating to the effect of the results of research 

undertaken by leading scientists in the respective field. Physicists declaring their field of research as 

solid-state physics and medical physics, phonetics, and optics, etc. were grouped as other scientists 

and indicated, as a different opinion than those of the other responding physicists, that their new 

research questions were formulated mainly with the impact of the results of research studies 

undertaken by leading scientists in the respective field.  

8 % of the physicists, i.e. 11 physicists, marked the choice indicating that none of the choices 

represented their opinions. Three physicists, involved in high-energy and plasma physics, astronomy, 

astrophysics, and space sciences and solid-state physics as associate professors stated in their remarks 

that all of the choices applied to the determination of research questions. A high-energy and plasma 

physicist also pointed out to the effect of a scientist’s imagination: “All of the above apply to the 

determination of research questions for scientists. In addition, they also use their intuition and 

imagination to offer a different perspective and propose solutions to existing studies.” Two of the 

experimental physicists, who were titled as research assistants in the field of solid-state physics, were 

observed in their remarks to have been torn between two choices. As an example, a high-energy and 

plasma physicist as an associate professor, wrote “between 1 and 4” to express her/his opinion that the 

research studies undertaken by scientists gave way to new questions and at the same time, research 

questions were also formulated in accordance with theories and laws. One experimental solid-state 

physicist as a member of faculty with PhD, declared her/his hesitation between two choices by stating, 

“Subjects and relevant questions appear as a result of both the research undertaken by scientists and 

the research undertaken by other scientists”. As explained above, no physicist with the doctorate title 

marked the choice pertaining to the effect of the advisor in the determination of research questions. 

Indicating that none of the choices reflected their opinion, a solid-state physicist as a doctor offered the 

following comment on the effect of the advisor: “The effect of the advisor is relevant in the beginning, 

then, as the scientist develops further in science, they ask their own questions and generate specific 

scientific objectives for themselves.” Among other physicists indicating that none of the choices 

featured in the BAHA reflected their opinions, one atomic and molecular physicist offered a remark 
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similar to the choice indicating that the research studies undertaken by a given scientist would generate 

new questions. The convergence of the remark of our physicist with the professor title with the choice 

was apparent in their following statement: “Questions appear in the process of solving the original 

question designated for research.” Finally, a solid-state physicist as a member of the faculty with 

PhD, explained how research studies were sometimes shaped entirely out of curiosity as follows: 

“Sometimes, there are already certain questions tied to a problem. In other words, the research 

questions are ready. Other times, there is no question embodied in the problem, but mere curiosity 

over a subject. Research studies conducted to satisfy such curiosity produce the questions 

spontaneously.” 

Consequently, physicists are observed to reach a consensus on certain opinions concerning 

how questions are formulated for the purposes of scientific research. The choices designated for the 

BAHA are in considerable consistency with the opinions of physicists. 

Opinions of scientists on the factors affecting them in the research inception process 

Participant physicists were not only asked how they started the scientific research process and 

how they determined the research questions but also how they identified the specific factors 

influencing them in this process. The opinions of the interviewees were represented with the following 

theoretical codes: persons, resources, study environment, and research.  

The responses of the interviewed scientists who pointed out to themselves and other scientists 

as factors of influence on the research process were compiled under the theoretical code of persons. 

The theoretical code of persons consists of the axial codes of the background of the scientist, the 

internal motivation of the scientist, and other scientists. The scientists we interviewed for the initial 

stage of the research study indicated that the research process was affected by the background 

potential, knowledge, educational background, and experience of the scientist. Such expressions gave 

way to the understanding that the background of a given scientist is influential on the scientific 

research inception process and thus, to the designation of the relevant axial code. LG2 explained that 

research studies were shaped in line with the educational background of the scientist by stating, “The 

education you receive more or less shapes what you will do. A scientist acts on the basis of such 

knowledge”, while DG4 used the following statements with respect to experience: “Now, I am 

educated. I am a scientist. I have already been involved in scientific research and teamwork right from 

the start owing to master’s and doctorate studies. There, I learn the process and gain experience.” 

According to the opinions of the physicists, another factor of influence on the scientific 

research inception process is the motivation of a given scientist. This category covers discourses 

mentioning such concepts as internal motivation, impulses, and eagerness. DG3, a doctoral student, 

indicated that her/his own laziness and procrastination were influential on the research process: “as I 

have said, the environment has an impact to an extent, but it is mostly about me, because I 

procrastinate a bit and am a lazy person.”  

Another axial code under the theoretical code of persons, formulated with respect to the 

factors affecting the scientific research inception process, is the code for other scientists. The opinions 

compiled in this category relate to scientists in the study environment and scientists in the scientific 

community. The physicists expressed that the hard work of scientists in the study environment, or lack 

thereof, was influential on scientists.  

Another theoretical code emerging from the opinions of the physicists with respect to the 

factors of influence on the scientific research inception process relates to the code of resources. The 

said code consists of the axial codes of technical resources and access to publications. Nearly all of the 

opinions in the categories of technical resources are sourced from observational physicists.  

The opinions received with respect to administrative burden, office hours, and the working 

culture of the country gave way to the formulation of a code for the study environment. LG2, a 
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doctorate student employed as a research assistant, stated that unscheduled work burden affected 

her/his studies: “if it is scheduled, it’s fine, as I like to work on a schedule. So, any tasks given to me 

outside of my schedule directly affect me …What matters is when and where a task is to be done rather 

than its size; for me, it should be on a scheduled format.” Another doctoral student, LG1, pointed out 

to the effect of office hours by stating, “For example, research assistants are regarded as public 

servants and expected to stay in office from 8 to 17.00. But they may be working at nights. Maybe 

working until the morning. You then ask them to be at the office at 8 in the morning. You also burden 

them with daily tasks”. The other opinions considered under the code of study environment mentioned 

the effect of the working conditions of the country. DG4, an experienced scientist, emphasized the 

study environment as an influential factor by saying, “In my opinion, it has something to do with the 

culture; unfortunately, this is our greatest disadvantage, this is our culture. Trying to make money the 

easiest way, without working to the extent possible. This is the mindset we have”. 

The final code concerning the factors affecting the scientific research inception process in line 

with the opinions of the physicists is the code of research. The physicists with opinions under this 

axial code mentioned such factors as the reasonable time required for the conduct of a study, the 

ability of the researcher to conduct the study, and the publishability of the research.  

As a result of the interviews held with physicists, two questions were prepared for the BAHA 

on the basis of the axial codes identified during the interviews with respect to the factors affecting the 

scientific research inception process. The first of these questions asked scientists “In your opinion, are 

there any factors affecting scientists in the research inception process?”. 9 out of the scientists 

responding to the BAHA (~6 %) indicated that scientists could not be affected by any factor in the 

scientific research inception process. The 131 remaining scientists marked the choice indicating that 

scientists could be affected by certain factors in the scientific research inception process. The second 

question prepared for the BAHA and the breakdown of responding scientists by their responses are 

specified in Table 5. A review of the table shows that scientists in physics focused on three choices in 

their responses concerning the factors of influence on the scientific research inception process. These 

choices cover expressions relating to the background of the scientist, internal motivation of the 

scientist, and resources.  

Table 5. The multiple-choice question and the breakdown of responses as percentages about 

factors in the process of starting scientific research 
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The numbers in parentheses indicate the number of participants included in that group. 
*Some participants wrote two different statements for their research approach (E.g., both experimental and theoretical). In this case, they were 

considered both experimental and theoretical. Therefore, the total number of participants (143) appears to be more than the number of 
participants in the research. 
† Medical physics, phonetics, optics and climate physics were grouped as others.  
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Considering the variety of research approaches, 40 % of the scientists involved in 

experimental and observational studies indicated resources as an influential factor, while this ratio was 

naturally lower among scientists involved in theoretical studies. Almost one-fourth of the scientists 

involved in theoretical studies marked factors pertaining to the scientist themselves. Scientists 

involved in experimental and observational studies marked the choices pertaining to the scientist 

themselves in approximately equal shares.  

A review of the factors considered by the scientists to be influential on the scientific research 

inception process by academic titles indicated that scientists with the professor title mostly pointed out 

to resources as a factor of influence. On the other hand, scientists with the titles of associate professor, 

research assistant, and expert mostly marked the background of a given scientists as a factor. The 

striking finding from the perspective of academic titles was that slightly less than half of the members 

of the faculty with PhD and half of the doctors indicated internal motivation to be an influential factor. 

DISCUSSION AND CONCLUSION 

As a brief summary of the results of the present study, the participant physicists reported that 

they started their research studies mostly by specifying a problem or a scientific question. With respect 

to the determination of such problem or scientific question, the respondents most frequently expressed 

that their preceding research studies generated the specific questions of their subsequent research 

studies. In a specific subdiscipline of physics, the research studies conducted by some influential 

scholars also played an important role in developing their research questions. The participant 

physicists expressed that the scientific research inception process was affected by some factors such as 

the availability of sufficient resources, and the background and internal motivation of the scientists. At 

this point, it should be emphasized that the present study did not aim to offer any generalization or 

statistical relationship about scientists’ opinions of the scientific research inception process. It aimed 

to unveil the diverse opinions of physicists conducting research studies in various subfields of physics. 

The results of the study verified that there existed no single course or method of action pursued by all 

physicists to conduct their scientific research studies. In addition, a specific pattern was almost 

impossible to detect in the answers given by participant physicists to multiple-choice questions based 

on their specific research approaches, fields of research and academic titles.  

However, certain differences observed during the study warrant more emphasis. In response to 

the question as to how scientists started their research, only 4 out of 140 responding physicists (3%) 

acknowledged a hypothesis as a starting point in their research studies. 3 of these scientists involved in 

nuclear physics (one-fourth of the scientists involved in nuclear physics) and 1 in astronomy and 

astrophysics. These 4 scientists are either doctors or PhD candidates. One of these scientists stated that 

they were involved in experimental studies, another one in theoretical studies, another one in 

observational studies, and the last one in both experimental and theoretical studies. At this point, it is 

impossible to comment on their research approaches. Our lack of knowledge on the respective 

research subjects precludes us from offering any comment on this matter, as well.  

Another striking difference observed in the study was that the higher number of the physicists 

in the field of solid-state physics marked the option of determining research questions from the results 

of research studies undertaken by leading scientists in the respective field than those of physicists in 

other fields. Although providing a readily available explanation to this difference is an uneasy task, it 

may stem from the specific nature of solid-state physics. Solid-state physics is quite an extensive field 

encompassing such concepts as the structure of solids, material physics, superconductivity, and semi-

conductivity. There are fast-paced developments today in the field along with the rapid advancements 

in technology. Leading physicists in the field may adapt to such rapid changes and guide the field 

accordingly. Therefore, the research studies conducted by leading physicists in solid-state physics help 

other physicists in the field decide the scientific questions to investigate in their respective research 

projects.  
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One another result to be underlined in this study was related to the influence of the graduate 

academic advisors on determining the research questions to be pursued in research studies. While none 

of the physicists with a postdoctoral title preferred to choose the option that new research questions 

emerged with the main influence of the major professors, only 4 % of the assistant professors chose 

this option. In comparison to other scholars, this option was selected by the professors with a highest 

rate of 22 percent. It is usually the case that the majority of the postdoctoral physicists and the 

assistant professors in Turkish universities are generally the academicians who recently completed 

their doctoral degrees. The physicists with the professor titles generally take the major responsibility 

in providing the academic advising to these doctoral students. In terms of initiating new research 

questions, there seems to be a noticeable difference between the notions of the physicists with 

relatively recent PhD degrees and the professors as their graduate advisors. Another interesting point 

of the study was that only one physicists selected the option that their colleagues were influential in 

the research inception process. This meant that physicists having various academic titles and adopting 

different research approaches recognized that their colleagues were the least influential factor in 

initiating the new research questions. In consideration of this result indicating the limited influence of 

their academic advisors and colleagues on the research inception process, it would be worthwhile to 

investigate the mutual interactions and communications of the scientists further by future research 

studies in order to gain a better understanding of the human factor in the scientific research.   

In response to the question concerning the factors of influence on scientific research inception 

process, most of the responding observational and experimental physicists marked the choice 

resources. This result is somewhat expected as observational and experimental physicists need more 

equipment than theoretical physicists to conduct their research studies. On the other hand, the 

theoretical physicists emphasized more the factors relevant to themselves as the individual scientists 

working in the field. When it comes to the influence of the specific subfields of the participant 

physicists to their research inception process, none of the physicists in mathematical physics tended to 

choose the option of the background of a given scientist. In comparison to 5 % of all responding 

physicists, 33 % of the mathematical physicists marked the choice the feasibility and publishability of 

research studies as a factor influencing the research inception process. This difference between the 

mathematical physicists and the other physicists in the study might be resulted from the specific nature 

of their respective field of research. Mathematics is generally accepted as a formal science, which 

embraces rationalism as opposed to empiricism adopted primarily by natural sciences.  In other words, 

formal sciences like mathematics as in our case have a special structure based on certain axioms and 

assumptions. In contrast to scientists, including physicists in this study, in natural sciences who 

dominantly maintain an inductive approach in their research projects and thinking perspectives, 

mathematicians generally hold a deductive approach. Considering the aforementioned differences 

between mathematics and physics, it would not be too odd to observe that scientists working in the 

field of mathematical physics possess some diverging views from the physicists in other subdisciplines 

of physics. The relatively higher rate of mathematical physicists in the study who supported the 

feasibility and publishability of studies in the research inception process might be attributed chiefly to 

these peculiar disciplinary differences. As a result, the present research study indicates that each sub-

discipline of physics is of a specific nature of its own and therefore, there is no single course or 

standard model of action with respect to the scientific research inception process. 

In the context of the scientific research inception process, Lederman et al., (2014) reported 

that all scientific research started with a question and did not necessarily require the designation of a 

hypothesis as dictated by the conventional understanding of the scientific method. Certain studies 

conducted in Turkey also maintained that scientific research started with questions (Bostan-Sarıoğlan, 

2018; Yenice & Özden, 2016). Furthermore, according to the textbooks distributed by the Turkish 

Ministry of National Education, it is reported that scientific research starts with a question in the 6th 

grade science textbook (Yıldırım, Aydın, & Sarıkavak, 2019, p.10), and a hypothesis based on 

observations in the 7th grade science textbook (Akdemir & Çetin-Atasoy, 2019, p.14). On the other 

hand, the 9th grade physics textbook at science high schools mentions that scientific research starts 

with a problem and a hypothesis may be developed depending on the individual problem (Aydın et al., 

2019, p.25). This indicates that even the textbooks distributed by the Turkish Ministry of National 
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Education fail to reach a level of consistency in terms of providing a precise description of the very 

early stages of the scientific research process. There is a certain inconsistency among the relevant 

literature in science education, the science and physics textbooks used in Turkey, and the specific 

results of our research study when it comes to the scientific research inception process. In other words, 

there is a striking divergence between the opinions of scientists mandated with the task of generating 

new knowledge and the information provided by science education literature and science textbooks 

explaining the tasks of scientists. Lederman et al. (2014) argue that conducting scientific research 

studies remain inadequate to developing a proper understanding of NOSI. However, it is our belief 

that the genuine experiences of the scientists working actively in a field of science provide a first-hand 

portrayal of the scientific research process. It is arguable to claim that the responses given by scientists 

in response to the question “How do you start your scientific research?” on the basis of their own 

experiences remain an inadequate depiction of the nature of scientific inquiry? While some scientists 

may start a new research study with a problem that occurs to them in their routine visit to an open 

bazaar, some other scientists may start to search for a subject in the literature, as exemplified by some 

of the responding physicists in our research study. In our opinion, the problem with the argument put 

forth by Lederman et al. relates to the generalization that all scientific research starts with a question. 

Some scholars already found the statements reported by Lederman et al. with respect to the NOSI too 

generic (Hodson & Wong, 2014; Irzik & Nola, 2011; Matthews, 2012). This implies that it would be 

very difficult to achieve, if not impossible, to devise a domain-general description of the scientific 

research process as different fields of science tend to exhibit different characteristics. The family 

resemblance approach  developed originally by the prominent philosopher Ludwig Wittgenstein was 

refined by Irzik and Nola (2011; 2014)  to overcome the criticisms directed to the domain-general 

accounts of science. According to the authors, the four family characteristics of aims and values of 

science, scientific methods, scientific practices, and scientific knowledge apply to all fields of science. 

Irzik and Nola argued that all fields of science incorporated generic cognitive practices such as 

formulating a problem or a question and generating solutions. The results of the research study from 

this perspective give way to the understanding that even if scientists start their research studies in 

different ways, they formulate a problem or question and seek solutions to such problem or question 

under the influence of the researcher or other scientists and within the means of the available 

resources. 

Wong and Hodson (2009) concluded that the literature on science education did not 

completely agree with the opinions of scientists about NOS concepts. The authors stated that the 

results they had obtained from their research studies strongly emphasized that there was no single 

NOS that would fit all disciplines. Even if the search continues for a common framework for NOS, the 

need for incorporating a variety components of NOS into each peculiar scientific discipline have 

recently been  pronounced more frequently by several scholars (e.g. Schizas, Psillos, & Stamou, 2016; 

Tala & Vesterinen, 2015; Wong & Hodson, 2009). Specifically, some researchers discussed the 

importance of focusing on various  topics from different disciplines in philosophy of science with 

respect to the scientific research process as an inherent element of NOS (Bhushan & Rosenfeld, 2000; 

Kampourakis, 2013; Mayr, 2008). The main structure of the philosophy of science has historically 

been shaped mostly in line with the field of physics rather than biology and chemistry. Despite 

supported by a very limited number of studies  exhibiting a statistically strong evidence, there is an 

argument that physicists are said to offer different opinions on certain aspects of NOS than those of 

scientists involved in chemistry, biology and other natural sciences (Schwartz, 2004; Schwartz & 

Lederman, 2008; Tira, 2009). At this point, a more comprehensive understanding should be secured to 

elaborate the opinions of scientists adopting different approaches in a single field of science as 

proposed by Schwartz (2004) and Schwartz and Lederman (2008). Eliciting the opinions of scientists 

operating in different fields of science and with diverse research approaches would be highly 

informative to reveal the true nature of the scientific research process. An attempt was made in the 

present research study to identify the opinions of physicists working in different subfields of physics 

and with different research approaches about the scientific research inception process. In the study, 

there observed a striking difference among the notions of the physicists with different research 

approaches. This difference was represented by the fact that observational and experimental physicists 

considered resources to be a more influential factor on the research inception process than theoretical 
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physicists. In our opinion, the finding concerning the differences among the opinions of the physicists 

with different research approaches warrants further investigation. This finding relates to the question 

as to whether the nature of scientific research process varies with individual sub-disciplines such as 

solid-state physics or mathematical physics. 

Educational research studies on how to improve the teaching of science emphasize the 

importance of engaging students with authentic learning environments such as science fairs bringing 

students together with scientists. Science fairs offer learners the real-life scientific research 

experiences, the apprenticeship opportunities with scientists and the authentic science learning 

atmospheres. Education policies in Turkey already encourage scholars to organize interactive events 

bringing teachers and students together with scientists. The best example to such events is represented 

by the science camps supported by the Department of Science and Society under the Scientific and 

Technological Research Council of Turkey (TUBITAK). These environments bringing teachers and 

students together with scientists would allow both parties to discuss matters relevant to NOS concepts. 

However, what would happen if there are contradictions between the knowledge imparted by schools 

or science teachers and the opinions of scientists? An assessment of the matter from this perspective, 

there is an apparent need for a consensus. Therefore, it should be ensured that science teachers should 

hear the voices of scientists and vice versa. 
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School Teachers’ Belonging to University Levels  

 

Serhat Gündoğdu i 

Nevşehir Hacı Bektaş Veli University 

 

Abstract 

The aim of this study is to investigate the effects of the power sources used by lecturers on the 

belonging to university levels of the prospective pre-school teachers. This study was carried out with 

quantitative method and correlational screening model. The participants of the study consisted of 300 

prospective pre-school teachers (262 female, 38 male) who were studying at 3rd and 4th year of pre-

school teaching departments of universities in seven different provinces of Turkey and were accepted 

to participate voluntarily in this study. Teacher Power Use Scale and The Belonging to the University 

Scale were used in the study as data collection instrument. The data were analyzed by LISREL 8.7 and 

IBM SPSS Statistics 22 programs. Pearson's correlation analysis was performed to determine the 

relationship between power resources and the belonging to university levels. Regression Analysis was 

carried out to determine whether power sources used by lecturers are predictors of the belonging to 

university levels. The result of the study revealed that while expert power was the most used, coercive 

power was the least used power sources by the lecturers. In addition, prospective pre-school teachers 

have a high level of belonging to university, and there is a significant relationship between the power 

sources used by lecturers and the belonging to university levels of prospective pre-school teachers. 

Furthermore, coercive, reward, referent, and expert powers were found to be significant predictors of 

the belonging to university levels of prospective pre-school teachers. The findings of the study were 

discussed and suggestions were offered. 
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INTRODUCTION 

University education is one of the most important periods affecting the future of individuals. 

In this process, students encounter a new physical and social environment. Students who spend an 

important period of their lives in this new environment ensure their personal development as well as 

their academic development. In addition to the factors such as family, environment, school and etc., it 

is also important to meet the psychological needs of university students in reaching their educational 

goals, ensuring their personal development and being happy. One of these needs is their belonging to 

university where they study. 

According to Maslow's hierarchy of needs, identity and, accordingly, belonging needs follow 

the physiological and safety needs of humans. The sense of belonging that comes innate aims to 

establish a bond with others in the ways of being together, sharing, solidarity, friendship, establishing 

a family, joining groups and associations, and etc. (Baumeister & Leary, 1995). It is stated by many 

researchers that positive results will emerge if the sense of belonging, which is a basic psychological 

need, is met. If the sense of belonging is met, cognitive processes, emotional patterns, social relations, 

behaviors, mental health and well-being are positively affected. In cases where the sense of belonging 

cannot be met, cognitive processes, social relations, emotional patterns, behaviors, mental health and 

well-being are negatively affected (Baumeister & Leary, 1995; Duru, 2008a; Duru, 2008b; Ersanlı & 

Koçyiğit, 2013; Guiffrida, Lynch, Wall & Abel, 2013; Hill, 2006; King, Vidourek, Davis & 

McClellan, 2002; Malone, Pillow & Osman, 2012; Osterman, 2000; Pittman & Richmond, 2007). 

Sense of belonging to a person, institution, group, culture, place, and such other factors can 

develop in different ways (Duru, 2015). One of them, the sense of belonging to university, is that the 

students assume themselves as a valuable part of the university and think that they are important for 

the university (Arslan & Duru, 2017). Meeting the needs of students by the university (Brown & 

Burdsal, 2012; Tinto, 1993), social environment where social and academic support is provided, 

learning experiences outside of school, being a member of the learning community, establishing strong 

relationships with peers, developing healthy relationships with school staff and administrators (Brown 

& Burdsal, 2012; Slaten et al., 2014), classroom environment, life opportunities, intrinsic motivation 

(Slaten et al., 2014), and frequency and quality of communication with lecturers (Tinto 1993) are the 

factors that can affect the students' sense of belonging to university 

An important factor for students to develop a sense of belonging to university is the teaching 

staff. The interaction of teaching staff with students (Tinto, 1993), their pedagogical interests and 

competences, their acceptance of students, their informal interactions with students (Freeman, 

Anderman & Jensen, 2007), their closeness to students (Creasey, Jarvis & Gadke, 2009), their 

cheerfulness and coolness, and pedagogical skills (Pichon, 2016) have an effect on students’ sense of 

belonging to university. In addition to these, it can be said that the power sources used by the teaching 

staff can affect the students' sense of belonging to university. 

Lecturers have a significant power over prospective teachers. However, it should be 

emphasized that this power should be used in a positive way and that it should contribute to the 

relations with the prospective teachers because people with power may not use their power rationally 

and fairly (Bolman & Deal, 2008; cited in Hoşgörür & Yorulmaz, 2016). In general sense, power 

refers to the ability to make others do things they otherwise would not do and the capacity to influence 

others (Dahl, 2001). Power sources, on the other hand, express what gives power to the person who 

uses it. What a person controls in order to direct the behavior of others in line with his own wishes is a 

source of power for the person (Bayrak, 2001). Due to the existence of various power sources, many 

classifications of power sources have been made in social sciences until today. The most widely used 

and most popular one is the classification made by French and Raven (1959). This classification 

consists of legitimate power, reward power, coercive power, referent power and expert power. 

Legitimate power, also known as positional power and official authority, refers to the 

authoritative power provided by the official position of a person (Hitt, Black, & Porter, 2005). 
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Teaching staffs who use this power source create an impact on students by getting strength from their 

official positions. In order for lecturers to use legitimate power, students must acknowledge that there 

is a hierarchy between them and lecturers, and that lecturers have the right to direct their own behavior 

(Schrodt, Witt & Turman, 2007). However, legitimate power should not be used too often by the 

lecturers. Hence, legitimate power causes the productivity and satisfaction level be negatively affected, 

resistance and conflicting situations (Başaran, 2000), and a low level of obedience to lecturers (Çelik, 

2005). 

Reward power refers to the ability of giving out or controlling awards (Çelik, 2003). This 

power source can be used when the person has the ability and resources to reward others. One of the 

reasons why lecturers reward students in return for demonstrating desired behaviors by students is an 

indication that lecturers use their reward power (Özdemir, 2013). For this, students must have 

perceptions that they can receive an award if they show the expected behavior (Schrodt et al., 2007). 

However, using reward power also has negative effects. Using too much reward power can negatively 

affect emotional relationships and satisfaction among students (Bakan & Büyükbeşe, 2010) and reduce 

the motivation of those who cannot receive a reward or find the reward insufficient (Hitt, Black & 

Porter, 2005). 

Coercive power referring to material and moral constraints uses intimidation and bullying 

(Altınkurt & Yılmaz, 2012). This power arises in situations where a person has the ability to punish or 

cause physical and psychological harm to another person (Güney, 2015). Criticizing students in front 

of their friends, withdrawing support from students when necessary, and punishing them with 

disciplinary offenses and threats are indicators of the lecturers’ use of coercive power (Özdemir, 

2013). In order for the coercive power to be effective, students should be aware that lecturers use 

coercive power (Schrodt et al., 2007). Using coercive power also carries some risks because it causes 

students' unhappiness and hostility. In addition, power corrupts the user, which is one of the frequently 

mentioned issues in the literature (Dahl, 2001). 

Referent power is basically a power related to personality traits and expresses the totality of 

the qualities and possibilities desired to be in a person. In this power, the personal traits of people who 

are taken as role-models and admired are at the forefront (Robbins & Judge, 2013). Some people can 

have an impact on others due to their personality traits. People over whom power is used try to act like 

power holder and thus, imitate him/her (Dahl, 2001). Lecturers with referent power are admired, 

respected and taken as role-models. Lecturers with this power become a source of inspiration to their 

students, set goals that students cannot even imagine, and create an impact on students in line with 

these goals (Güney, 2015). 

Expert power comes from one’s knowledge, skills, abilities and experiences (Bayrak, 2001). 

According to Schermerhorn et al. (2000), expert power manifests itself when people believe that 

power holder have the knowledge and experience they do not have but need to have (Koşar & Çalık, 

2011). For this, those over whom power is used must perceive the expertise of the power holder in 

order for the expert power to be effective. That is, they should realize or assume that power holder is 

superior to themselves in terms of knowledge and skills (Başaran, 2000; Lee, Luthans & Hodgetts, 

1992). The knowledge, skills, abilities and experiences of the lecturers are effective on students. 

There are studies in the literature regarding the power sources used by lecturers (Aslanargun 

& Eriş 2013; Jamieson & Thomas, 1974; McCroskey & Richmond, 1983; Schrodt et al., 2007). In 

addition, there are studies investigating the relationship between the power sources used by the 

lecturers and perceived teacher confirmation behaviors (Turman & Schrodt, 2006), organizational 

identification of prospective teachers (Özdemir, 2013), teacher credibility and student satisfaction 

(Teven & Herring, 2005), and classroom justice (Paulsel, Chory-Assad & Dunleavy, 2005). Besides, 

there are studies on university students’ sense of belonging (Alptekin, 2011; Banat & Rimawi, 2017; 

Freeman et al., 2007; Hoffman, Richmond, Morrow & Salomone, 2002; Karaman, 2013; Karaman & 

Çırak, 2018; van Gijn-Grosvenor & Huisman, 2020). Moreover, there are studies in the literature 

investigating the relationship between sense of belonging of university students and the variables such 
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as nomophobia (Aşık, 2018), perceptions of the community of inquiry (Keskin & Seferoğlu, 2017), 

inferiority feeling (Kılıç & Öksüz, 2020), smartphone addiction and happiness (Özteke Kozan, 

Kavaklı, Ak & Bıçak, 2019), perceptions of higher education service quality (Yokuş, Ayçiçek & 

Yelken, 2017), academic achievement (Sarwar & Ashrafi, 2014), academic and psychological 

functioning (Pittman & Richmond, 2007), nomophobia and life satisfaction (Büyükalim, 2020), sense 

of community and student success (Brown & Burdsal, 2012), and existential anxiety (Kourou, 2019). 

However, no study has been found on the relationship between the power sources used by lecturers 

and the belonging to university levels of prospective teachers. 

The belonging to university levels of prospective teachers may be affected by the power 

sources used by the lecturers. However, there is no data about which of the power sources used by the 

lecturers positively or negatively affect the belonging to university levels of prospective teachers and 

the degree of influence of these power sources. This study aimed to determine the effect of the power 

sources used by the lecturers on the belonging to university levels of prospective pre-school teachers. 

For this purpose, answers of the following questions were sought: 

1. What are the power sources used by the lecturers on the prospective pre-school teachers? 

2. What is the belonging to university status of the prospective pre-school teachers? 

3. Is there any statistically significant relationship between power sources used by the 

lecturers and the belonging to university status of the prospective pre-school teachers? 

4. Do the power sources used by the lecturers significantly predict the belonging to 

university status of the prospective pre-school teachers? 

METHODOLOGY 

Research Model 

This study which aims to determine the relationship between the power sources used by the 

lecturers and the belonging to university status of the prospective pre-school teachers employed 

correlational screening model. In correlational screening model, it is aimed to determine the existence 

and/or degree of change between two or more variables (Karasar, 2005). In this study, the predicted 

variable (dependent variable) is the status of the belonging to university, while the predictive variable 

(independent variable) is the power sources used by the lecturers. 

Population and the Sample 

The population of the research consists of prospective pre-school teachers studying at the 

department of the pre-school teaching at state universities in Turkey in the 2020-2021 academic year. 

The maximum variation sampling method, which is one of the non-random sampling methods, was 

chosen as the sampling method of this study. This method refers to working on varied situations that 

share patterns relevant to the problem examined in the population (Büyüköztürk et al., 2014). In this 

context, in order to ensure maximum variability, 300 prospective pre-school teachers who were 

studying at the 3rd and 4th year of the pre-school teaching department of universities in seven different 

provinces of Turkey (Atatürk, Çukurova, Hacettepe, İnönü, Kırıkkale, Nevşehir Hacı Bektaş Veli and 

Sinop) and accepted to participate voluntarily in the research were chosen as the sample of this study. 

3rd and 4th year of prospective teachers were chosen as the sample of this study on grounds that they 

interacted with the lecturers for a longer period of time. Demographic information of the participants 

is as shown in Table 1. 
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Table 1. Demographic Information of the Participants  

University N % Year Gender 

3 (N) 4 (N) Female (N) Male (N) 

Atatürk University 56 18,7 42 14 49 7 

Çukurova University 38 12,7 15 23 29 9 

Hacettepe University 43 14,3 29 14 41 2 

İnönü University 25 8,3 9 16 22 3 

Kırıkkale University 37 12,3 19 18 35 2 

Nevşehir University 61 20,3 22 39 55 6 

Sinop University 40 13,3 11 29 31 9 

Total 300 100,0 147 153 262 38 

 

As seen in Table 1, 56 (18.7%) prospective teachers from Atatürk University, 38 (12.7%) 

from Çukurova University, 43 (14.3%) from Hacettepe University, 25 (8.3%) from İnönü University, 

37 (12.3%) from Kırıkkale University, 61 (20.3%) from Nevşehir Hacı Bektaş Veli University, and 40 

(13.3%) from Sinop University participated in this study. While 147 (49%) of the participants were 

studying at the 3rd year, 153 (51%) of them were 4th year students. 262 (87.3%) of the participants 

were female and 38 (12.7%) of them were male. 

Data Collection Tools  

'Teacher Power Use Scale' developed by Schrodt et al. (2007) and adapted into Turkish by 

Özdemir (2013) and 'The Belonging to the University Scale' developed by Karaman (2013) were used 

as data collection instruments in this study. 

Teacher Power Use Scale: The scale developed by Schrodt et al. (2007) to determine the 

power sources used by the lecturers was adapted into Turkish by Özdemir (2013). The scale is a five-

point Likert type with the options ranging from (1) Strongly Disagree to (5) Strongly Agree. The scale 

consists of a total of 30 items and five dimensions. These dimensions are; coercive power, reward 

power, legitimate power, referent power, and expert power. As a result of the confirmatory factor 

analysis (CFA) performed in order to test the construct validity of the scale; chi-square (χ2) = 935.78, 

sd = 395 [χ2/sd = 2.37; p < 0.001] and fit indices [RMSEA = 0.068, GFI = 0.83, AGFI = 0.80, NFI = 

0.92, NNFI = 0.95, CFI = 0.95] were calculated. A χ2/sd ratio of less than 3 is an excellent fit, a rate of 

less than 5 to a moderate agreement; RMSEA less than .5 is excellent fit, less than .8 is good fit; GFI, 

AGFI, NFI, NNFI and CFI values above .95 are considered as perfect fit, and above .90 as good fit. 

However, GFI ≥ .85, AGFI ≥. 80 and RMSEA < .10 values are also acceptable in the evaluation of 

model fit (Çokluk, Şekercioğlu & Büyüköztürk, 2021). As a result of the analysis, it is seen that the 

GFI value is .83. As a result of the analysis, two items from the coercive power dimension and one 

item from the expert power dimension with factor loads below .30 were removed from the scale. 

Modifications were made between the two items from the reward power dimension. As a result of 

repeated analysis; chi-square (χ2) = 696.75, sd = 313 [χ2/sd = 2.22; p < 0.001] and fit indices 

[RMSEA = 0.064, GFI = 0.85, AGFI = 0.82, NFI = 0.92, NNFI = 0.95, CFI = 0.95] were calculated. It 

is understood that the calculated values are at an acceptable level. As a result, the 5-dimensional 

structure modeled by confirmatory factor analysis was confirmed. Özdemir (2013) determined the 

Cronbach alpha values of the scale's dimensions for coercive power, reward power, legitimate power, 

referent power and expert power as .88, .86, .71, .90 and .93, respectively. Factor loads of these 

dimensions are between .62-.80, .60-.78, .56-.74, .68-.86 and 72-.88, respectively. Cronbach's alpha 

coefficients for coercive power, reward power, legitimate power, referent power and expert power was 

calculated as .81, .72, .74, .86 and .77, respectively in this study. These results show that coercive 

power and referent power dimensions of the scale are highly reliable, while reward power, legitimate 

power and expert power dimensions are at reliable levels. A total score of the scale cannot be 

calculated due to the different content of the power sources used by the lecturers, and the score of each 

dimension was calculated separately. 

The Belonging to the University Scale: It was developed by Karaman (2013) in order to 

determine the university students’ levels of the belonging to university where they study. The scale is 

a five-point Likert type with the options ranging from (1) Never to (5) Always. The scale consists of 
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14 items, five of which are negative, and three dimensions. These dimensions are expectation, 

motivation, and identification. As a result of the confirmatory factor analysis performed in order to test 

the construct validity of the scale; chi-square (χ2) = 449.57, sd = 74 [χ2/sd = 6.07; p < 0.001] and fit 

indices [RMSEA = 0.12, GFI = 0.82, AGFI = 0.75, NFI = 0.90, NNFI = 0.89, CFI = 0.91] were 

calculated. As a result of the analysis; It was found that χ2/sd (6.07), RMSEA (.12), GFI (.83), AGFI 

(.75) and NNFI (.89) values were not in the appropriate range. The results of the analysis were 

examined and one item from the factor-loaded expectation dimension below .30 was removed from the 

scale. Modifications were made between the two items from the identification dimension. As a result 

of repeated analysis, chi-square (χ2) = 203.48 sd = 61 [χ2/sd = 3.33; p < 0.001] and fit indices 

[RMSEA = 0.074, GFI = 0.91, AGFI = 0.86, NFI = 0.94, NNFI = 0.94, CFI = 0.95] were calculated. It 

is understood that the calculated values are at an acceptable level. As a result, the 3-dimensional 

structure modeled by confirmatory factor analysis was confirmed. Karaman (2013) determined the 

Cronbach’s alpha values of the scale in the dimensions of expectation, motivation, identification and 

for the whole scale as .76, .73, .74 and .83, respectively. The factor loads of the scale are between 

0.59-0.76, 0.50-0.80 and 0.52-0.85 for the dimensions of expectation, motivation and identification, 

respectively. While the Cronbach's alpha coefficients were calculated as .86 for all items, they were 

calculated as .74, .77 and .74 for the expectation, motivation and identification dimensions, 

respectively in this study. These results show that the whole scale is highly reliable, and the 

expectation, motivation and identification dimensions are at a reliable level. 

Data Collection and Analysis 

The data were collected from prospective teachers studying at the 3rd and 4th year of the 

Education Faculty Pre-school Education Departments of Atatürk, Çukurova, Hacettepe, İnönü, 

Kırıkkale, Nevşehir Hacı Bektaş Veli and Sinop Universities. LISREL 8.7 and IBM SPSS Statistics 22 

programs were used for data analysis. Demographic information of the participants was shown by 

frequency and percentage values. The mean (X̄) and standard deviation (sd) values of the dimensions 

of the scales were calculated. Normality test was performed to decide which statistical method would 

be applied in the analysis of the data. The conformity of the data to the normal distribution was 

examined with the skewness and kurtosis values. As a result of the examination, skewness values in 

coercive power, reward power, legitimate power, referent power, expert power, expectation, 

motivation and identification dimensions were calculated as .302, -.282, .098, -.487, -.238, -.202, -

.702, -.487 respectively and -.380 for the total value of The Belonging to University Scale. The 

kurtosis values were calculated as -.096, .067, -.209, .481, -.030, -.680, .307 and -.242 respectively, 

and .24 for the total value of The Belonging to University Scale. The ideal statistical value range for 

the normal distribution of skewness and kurtosis is accepted between -1 and +1 (Büyüköztürk et al., 

2014). According to the results of the analysis, the data show a normal distribution. While the 'Pearson 

Product-Moment Correlation Coefficient’ was used to determine the relationships between the 

variables, the 'Multiple Linear Regression Analysis' was used to examine the predictive variables. 

In order to obtain accurate results in multiple linear regression analysis, the variables need to 

show a normal distribution. The skewness and kurtosis values show that the data are normally 

distributed. In addition, there should not be multicollinearity between the predictor variables. 

Therefore, the correlation between the variables should be lower than -.8 and +.8 as absolute values 

(Can, 2013). While there is a positive and moderate relationship between coercive power and 

legitimate power (r = .61; p < .01), and between referent power and expert power (r = .61; p < .01), 

there is a negative and moderate relationship between coercive power and referent power (r = -.62; p < 

.01), coercive power and expert power (r = -.44; p < .01), referent power and legitimate power (r = -

.52; p < .01), and legitimate power and expert power (r = -.31; p < .01). The analysis also showed that 

while there is a positive and low correlation between reward power and referent power (r = .28; p < 

.01), and reward power and expert power (r = .19; p < .01), there is a negative and low correlation 

between coercive power and reward power (r = -.17; p < .05), and reward power and legitimate power 

(r = -.09; p < .05) (Büyüköztürk, 2002). These results show that there is no multicollinearity between 

the variables. In addition, tolerance and VIF values were examined to check multicollinearity. It was 

determined that tolerance values for all variables were greater than .20 and VIF values were less than 
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.10. In this case, it can be said that there is no multicollinearity between the predictive variables (Field, 

2005). 

FINDINGS 

In this section, analysis results regarding the research questions are given. The mean and 

standard deviation values of the 'Teacher Power Use Scale' dimensions of prospective pre-school 

teachers are given in Table 2. 

Table 2. Power Sources Used by Lecturers 

 Mean (X̄) Standard Deviation 

Coercive Power 2.59 .88 

Reward Power 3.40 .60 

Referent Power 3.43 .72 

Legitimate Power 3.12 .71 

Expert Power 3.89 .57 

 

As seen in Table 2, according to prospective pre-school teachers, while teaching staffs use 

coercive power (X̄ = 2.59) at a low level and legitimate power (X̄ = 3.12) at a moderate level, they use 

reward (X̄ = 3.40), referent (X̄ = 3.43) and expert power (X̄ = 3.89) at a high level. The standard 

deviation values show that the most homogeneous distribution among the dimensions occurs in the 

reward and expert power dimensions (sd = .57). 

The mean and standard deviation values of the whole scale of ‘The Belonging to University 

Scale' and its sub-dimensions are given in Table 3. 

Table 3. Belonging to the University Levels of Prospective Pre-School Teachers  

 Mean (X̄) Standard Deviation 

Expectation 3.26 .86 

Identification 3.42 .82 

Motivation 3.87 .76 

Total Belonging 3.56 .67 

 

According to Table 3, prospective pre-school teachers' belonging in the expectation dimension 

(X̄ = 3.26) is at a moderate level, while it is at a high level in the identification (X̄ = 3.42) and 

motivation dimension (X = 3.87). It is seen that the total belonging status of prospective pre-school 

teachers (X̄ = 3.56) is at a high level. According to the standard deviation values, the most 

homogeneous distribution among the dimensions occurs in the motivation dimension (sd = .76). 

The results of the Pearson product-moment correlation coefficient analysis, which was 

conducted to determine the relationships between the power sources used by the lecturers and the sub-

dimensions of belonging to the university status of the prospective pre-school teachers, are given in 

Table 4. 

Table 4. The Correlation Between Power Sources Used by Lecturers and the Belonging to the 

University Status of Prospective Pre-School Teachers  

 1 2 3 4 5 6 7 8 9 

1. Coercive Power 1 -.17* -.62** .61** -.44** -.37** -.63** -.64** -.65** 

2. Reward Power  1 .28** -.09* .19** .23** .32** .14* .26** 

3. Referent Power   1 -.52** .61** .40** .61** .58** .63** 

4. Legitimate Power    1 -.31** -.22** -.44** -.48** -.45** 

5. Expert Power     1 .40** .40** .45** .50** 

6. Expectation      1 .45** .51** .81** 

7. Identification       1 .63** .79** 

8. Motivation        1 .88** 

9. Total Belonging         1 

** p < .01; * p < .05 
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When Table 4 is examined, various relationships were found between the sub-dimensions of 

the power sources used by the lecturers and the sub-dimensions and the total of the belonging to the 

university status of prospective pre-school teachers. The absolute value of the correlation coefficients 

was considered as high relationship between 0.70 – 1.00, medium relationship between 0.69 – 0.30 

and low relationship between 0.29 – 0.00. (Büyüköztürk, 2002). As table shows, there is a positive and 

medium relationship between the variables of referent power and expectation (r = .40), referent power 

and identification (r = .61), referent power and motivation (r = .58), referent power and total belonging 

(r = .63), expert power and expectation (r = .40), expert power and identification (r = .40), expert 

power and motivation (r = .45), expert power and total belonging (r = .50) and reward power and 

identification (r = .32). The analysis also showed that there are positive and low associations between 

reward power and expectation (r = .23), reward power and motivation (r = .14), and reward power and 

total belonging (r = .26). On the other hand, there are negative and medium level of associations 

between coercive power and expectation (r = -.37), coercive power and identification (r = -.63), 

coercive power and motivation (r = -.64), coercive power and total belonging (r = -.65), legitimate 

power and identification (r = -.44), legitimate power and motivation (r = -.48), and legitimate power 

and total belonging (r = -.45). The relationship between legitimate power and expectation (r = -.22) is 

negative and low. 

The results of the Regression Analysis regarding whether the power sources used by the 

lecturers are significant predictors of belonging to the university status of the prospective pre-school 

teachers are given in Table 5. 

Table 5. Multiple Regression Analysis for Sub-dimensions of Power Sources Used by the 

Lecturers and the Belonging to the University  

Variables  Expectation Identification Motivation Total Belonging 

  R= .487  R2= .237 

F(5,294)=18.263 

p = .000 

R= .705 R2= .497 

F(5,294)=58.029 

p = .000 

R= .688 R2= .473 

F(5,294)= 52.843 

p = .000 

R= .728 R2= .530 

F(5,294)= 66.372 

p = .000 
Coercive Power β -.201 -.395 -.395 -,392 

t -2.795 -6.751 -6.593 -6.939 

p .006 .000 .000 .000 
Reward Power β .118 .168 -.015 .095 

t 2.221 3.874 -.337 2.265 

p .027 .000 .737 .024 
Referent Power β .130 .303 .230 .256 

t 1.690 4.835 3.583 4.232 

p .092 .000 .000 .000 
Legitimate Power β .049 -.023 -.086 -.027 

t .737 -.432 -1.565 -.515 

p .462 .666 .119 .607 
Expert Power β .231 -.0004 .113 .153 

t 3.593 -.082 2.113 3.036 

p .000 .935 .035 .003 

 

When Table 5 is examined there is a significant relationship between power sources and 

expectation sub-dimension of the belonging to the university scale (R = .487; R² = .237; F(5.294) = 

18.263; p = .000). Accordingly, the predictor variables explain 23.7% of the variance in expectation 

sub-dimension of the belonging to the university scale. According to the t values of the regression 

analysis, it can be proposed that the variables of coercive power (t = -2.795), reward power (t = 2.221) 

and expert power (t = 3.593) are significant predictors of expectation sub-dimension of the belonging 

to the university. The legitimate power and referent power sub-dimensions are not effective in 

explaining variance in expectation sub-dimension of the belonging to the university scale. The relative 

importance of the predictor variables on the expectation variable (β) is expert power (.231), coercive 

power (-.201) and reward power (.118). 
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There is a significant relationship between the power sources and identification sub-dimension 

of the belonging to the university scale (R = .705; R² = .497; F(5.294) = 58.029; p = .000). 

Accordingly, the predictor variables explain 49.7% of the variance in identification sub-dimension of 

the belonging to the university. Looking at the t values of the regression analysis, it can be said that 

coercive power (t = -6.751), reward power (t = 3.874) and referent power (t = 4.835) were significant 

predictors of identification sub-dimension of the belonging to university status of prospective teachers. 

Legitimate power and expert power sub-dimensions were not found to be effective in explaining 

identification sub-dimension of the belonging to the university scale. The relative order of importance 

of the predictor variables on the identification variable (β) is coercive power (-.395), charismatic 

power (.303), and reward power (.168). 

There is a significant relationship between power sources and motivation sub-dimension of the 

belonging to the university (R = .688; R² = .473; F(5.294) = 52.843; p = .000). Accordingly, the 

predictor variables explain 47.3% of the variance in motivation sub-dimension of the belonging to the 

university. According to the t values of the regression analysis, coercive power (t = -6.593), referent 

power (t = 3.583) and expert power (t = 2.113) were found to be significant predictors of motivation 

sub-dimension of the belonging to university status of prospective teachers. Reward power and 

legitimate power sub-dimensions were not found to be effective in explaining motivation sub-

dimension of the belonging to university status of prospective teachers. The relative order of 

importance of the predictor variables on the motivation variable (β) is coercive power (-.395), referent 

power (.230), and expert power (.113). 

There is a significant relationship between power sources and total score of the belonging to 

the university (R = .728; R² = .530; F(5.294) = 66.372; p = .000). Accordingly, the predictive variables 

explain 53% of variance in the belonging to the university scale. According to the t values of the 

regression analysis, coercive power (t = -6.939), reward power (t = 2.265), referent power (t = 4.232), 

and expert power (t = 3.036) were found to be significant predictors of the belonging to university 

status of prospective teachers. The sub-dimension of legitimate power did not explain the belonging to 

university status of prospective teachers. The relative order of importance of the predictor variables on 

total score of the belonging to the university (β) is coercive power (-.392), referent power (.256), 

expert power (.153) and reward power (.095). 

DISCUSSION, CONCLUSION, AND IMPLICATIONS 

According to the research findings, lecturers use expert power, referent power, reward power, 

legitimate power and coercive power, respectively. This finding is similar to the previous findings of 

studies stating that lecturers use expert power more and coercive power less (McCroskey & 

Richmond, 1983; Özdemir, 2013; Paulsel et al., 2005; Teven & Herring, 2005; Turman & Schrodt, 

2006). According to the research findings, it is understood that the lecturers use expert power, referent 

power and reward power more, which are known as positive power sources. Expert power is based on 

the knowledge, skills, abilities and experiences of the lecturers. Moreover, expert power is more 

democratic than coercive power. Emphasizing the expert roles of lecturers by prospective pre-school 

teacher can be considered as a positive feature because lecturers are experts in their profession. It is 

important that lecturers use their expert power more because it increases students' cognitive and 

affective learning (McCroskey & Richmond, 1983), motivation (Özdemir (2013), perceptions of 

justice (Paulsel et al., 2005), effectiveness and productivity. According to Hall (1977), the frequency 

of coercive power is low in environments where professionalism and education level are high (cited in 

Aslanargun & Eriş, 2013). This situation has also emerged in the research findings and coercive power 

has been the least used power source by the lecturers. The reason for this finding may be that 

legitimate and coercive power sources with anti-social characteristics are less attractive in the 

university environment where sociality is at the center. Using coercive power is also undesirable from 

a pedagogical point of view. In this respect, the absence of a coercive authority relationship in 

educational institutions such as universities can be considered as a positive feature. 
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According to another finding of the study, prospective pre-school teachers have a high level of 

the belonging to the university where they study. Studies on university students show that the level of 

the belonging to the university may differ. For example, university students may have a low level 

(Hoffman et al., 2002), a medium level (Alptekin, 2011; Banat & Rimawi, 2017; Karaman & Çırak, 

2018; Pittman & Richmond, 2007), a high level (Freeman et al., 2007; Sarwar & Ashrafi, 2014) and 

very high level (Aşık, 2018) sense of belonging to the university. It can be said that group 

relationships, personal relationships, environmental factors and interpersonal factors (Slaten et al., 

2014) may have an impact on the high level of belonging to the university of prospective pre-school 

teachers. Another important factor that is effective in the high level of belonging of prospective pre-

school teacher to the university is the lecturers. Being prepared for the lesson, being professional, 

being respectful, being enthusiastic, being passionate (Zumbrunn, McKim, Buhs, & Hawley, 2014) 

and establishing quality communication (Brown & Burdsal, 2012; Slaten et al., 2014; Tinto, 1993), 

which are related to the power sources used by the lecturers are effective in the high level of belonging 

of prospective pre-school teacher to the university. In addition, lecturers' respecting to the students, 

valuing them (Wilson, Murray, & Clarke, 2018), providing academic and social support (Zumbrunn et 

al., 2014) also affect prospective pre-school teacher' level of belonging to the university. The fact that 

prospective pre-school teachers have a high level of belonging to the university can be considered as a 

positive finding because it is known that a high sense of belonging positively affects cognitive 

processes, emotional patterns, social relations, behaviors, mental health and well-being. (Duru, 2008a; 

Duru, 2008b; Ersanlı & Koçyiğit, 2013; Guiffrida et al., 2013; Hill, 2006; King et al., 2002; Malone et 

al., 2012; Osterman, 2000; Pittman & Richmond, 2007).  

The findings of the study show that there is a significant relationship between the power 

sources used by the lecturers and the belonging to university status of the prospective pre-school 

teachers. There is a positive and moderate relationship between the referent power and expert power 

used by the lecturers and the status of belonging, and there is a positive and low-level relationship 

between the reward power and belonging to the university status. The relationship between the use of 

referent power by the lecturers and the sense of belonging emerges as the strongest positive 

relationship. There is a negative and moderate relationship between coercive power and legitimate 

power used by the lecturers and the status of belonging. The strongest negative relationship is between 

the coercive power and the sense of belonging. When the results of the regression coefficients were 

examined, it was determined that the variables of coercive power, reward power, referent power and 

expert power were significant predictors of belonging to the university status of prospective pre-school 

teachers. While coercive power predicted sense of belonging negatively, reward power, referent power 

and expert power predicted sense of belonging positively. These predictive variables explain 

approximately 53% belonging to the university status. The legitimate power sub-dimension does not 

explain belonging to the university status of prospective pre-school teachers. According to the 

standardized regression coefficient, the order of importance of the variables on total belonging is 

coercive power, referent power, expert power, and reward power. These results lead to the conclusion 

that the power sources used by the lecturers are important predictors of the belonging status of the 

prospective pre-school teachers. This finding highlights the importance of the lecturers on sense of 

belonging. 

The use of the referent, expert, and reward power by the lecturers causes the prospective pre-

school teachers to increase their level of belonging to the university. At the same time, referent power, 

expert power and reward power are positive and significant predictors of prospective pre-school 

teacher' belonging to the university. In the previous studies, it was found that referent power, expert 

power and reward power used by the instructors can have a positive relationship with perceiving the 

instructors as competent, affectionate, and reliable, being satisfied with the instructors, being satisfied 

with the classroom environment (Teven & Herring, 2005), internal motivation (Özdemir, 2013) and 

the perception of justice towards the learning environment (Hoşgörür & Yorulmaz, 2016), which may 

have positive effect on the sense of belonging. In referent power, the appreciated and admired personal 

characteristics of the lecturers are at the forefront (Robbins & Judge, 2013). It can be said that 

prospective pre-school teacher like, respect and take role-models for the lecturers who use their 

referent power. Therefore, it is not surprising that referent power, which is connected with 
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interpersonal relationships, is positively associated with the sense of belonging. The expert power is 

based on the knowledge, skills, abilities and experiences of the lecturers (Bayrak, 2001). People tend 

to pay regard to what knowledgeable and experienced people will tell (Dyer, 1979). At the same time, 

information is perceived as an important power nowadays when communication becomes widespread 

(Aslanargun & Eriş 2013). According to Özdemir (2013), lecturers' use of their expert power leads to 

an increase in prospective teacher' motivation and identification with the organization. Similarly, it is 

expected situation that there is a positive relationship between prospective pre-school teacher' 

perception of lecturers as competent and knowledgeable people and their belonging to the university. 

Reward power is based on being able to give or retain rewards (Çelik, 2003). Prospective pre-school 

teachers' needs for approval and appreciation, which are related to their sense of belonging, reveal the 

effect of reward power (Giblin, 2008). Lecturers used the reward power to meet these needs of 

prospective pre-school teacher. Thus, the use of the reward power of the lecturers has been effective in 

the prospective pre-school teachers' sense of belonging to the university. 

The use of coercive power and legitimate power by the lecturers has a negative effect on the 

university belonging of the prospective pre-school teachers. At the same time, coercive power is a 

negative and significant predictor of prospective pre-school teacher' state of belonging to the 

university. It was observed in the previous studies that there is a relationship between the use of 

coercive power by the lecturers and perception of justice (Hoşgörür & Yorulmaz, 2016; Paulsel et al., 

2005), satisfaction from the learning environment, learning quality, the effect of the instructor on the 

classroom (Jamieson & Thomas, 1974), cognitive and affective learning (McCroskey & Richmond, 

1983), and internal motivation (Özdemir, 2013), which may have a negative effect on the sense of 

belonging of the students to the university. In coercive power, there is intimidation, bullying, 

punishment or physical and psychological violence (Güney, 2015). The use of coercive power by 

lecturers harms their own authority (Aslanargun & Eriş 2013) and their referent power (Hoy & Miskel, 

2010). At the same time, the use of coercive power can lead to resistance, dissatisfaction, negative 

emotional reactions (Golish & Olson, 2000), hostility, alienation, aggression (Hoy & Miskel, 2010), 

culture of fear, feeling of anxiety and decrease in the expectation for justice (Özdemir, 2013). 

Therefore, it does not seem possible for lecturers using coercive power to have a positive effect on 

prospective pre-school teacher. In addition, it may cause prospective pre-school teachers to develop 

negative sense of belonging. Legitimate power refers to the authoritative power provided by the 

official position of the person (Hitt, Black, & Porter, 2005). The use of legitimate power by lecturers 

can cause resistance and conflict, which has a negative effect on the sense of belonging (Yılmaz & 

Altınkurt, 2012; Altınkurt et al., 2014; Bolman & Deal, 2013). It does not seem possible that the 

lecturers, who use their legitimate power against the prospective pre-school teachers, have a positive 

effect on the prospective pre-school teachers. Although using legitimate power has a negative effect on 

the level of belonging, it does not predict the belonging status of prospective pre-school teachers in 

this study. 

As a result, prospective pre-school teachers have a high level of belonging to the university. 

While lecturers use expert power the most, they use coercive power the least. The referent power, 

expert power and reward power used by the lecturers lead to positive sense of belonging; contrary to 

coercive power and legitimate power which lead to negative sense of belonging. Coercive power, 

referent power, expert power and reward power among the power sources used by the lecturers are 

significant predictors of belonging to the university levels of prospective pre-school teachers. 

The relationship between lecturers and prospective teachers is an interpersonal relationship in 

which they negotiate with one another to achieve goals (Frymier & Houser, 2000). It can be evaluated 

that the power sources used by the lecturers can guide the behaviors of the prospective teachers. Since 

the lecturers have an important effect on the formation of the sense of belonging, the use of power by 

the lecturers can lead to positive or negative results. Therefore, the lecturers should pay attention to 

where and which power sources to use. It should be ensured that the awareness of the lecturers about 

power sources should be increased. Studies should be conducted using mixed or qualitative methods 

on the relationship between the power sources used by the lecturers and the sense of belonging of the 

prospective pre-school teachers. It can be investigated whether the power sources used or the status of 
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belonging to the university of the prospective pre-school teachers differ according to the personal 

variables of the lecturers (gender, academic title, age, department, etc.) and prospective teachers 

(gender, reason for choosing the department, etc.). Studies can be conducted on other factors that 

affect belonging to the university levels of prospective teachers. Likewise, the effects of the power 

sources used by the lecturers on the prospective teachers can be investigated. 
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Abstract 

The purpose of this study was to identify the Argumentation-based Inquiry (ABI) process from the 

perspective of teachers implementing the approach and determine the impacts of the process on both 

teachers and students. The researchers conducted the study via qualitative research methods. To this 

end, three science teachers teaching in three different secondary schools in the province of Kastamonu 

took part in the study. First, the researchers provided an eight-week ABI training to the teachers. 

Following this training, they asked the teachers to implement the ABI practices on a science unit in the 

classroom. When the teachers completed these practices, the researchers conducted semi-structured 

interviews with the teachers. The interview questions were specified with the aim of determining the 

views of the teachers on the ABI process, as well as its impact on teachers and students. The 

interviews were recorded and then analyzed. A descriptive analysis was carried out on the data. 

According to the findings, the teachers stressed the importance of planning the teaching process and 

being prepared for the subject for the effectiveness of the ABI process. Furthermore, the teachers 

stated that the questions asked by both teachers and students played a key role in the ABI process. Last 

but not least, the teachers reported that their knowledge of the field had increased and their skills of 

asking questions had developed owing to the process, while the knowledge obtained by the students 

had become permanent and the inquiry and communication skills of the students had developed in the 

process.  
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INTRODUCTION 

In learning environments where conceptual teaching is more dominant, including different 

learning outcomes and making students achieve these outcomes have become prominent in recent 

years. Instead of training students who only have knowledge, it is necessary to raise individuals with 

the ability to solve daily life problems. In this respect, we encounter a set of skills called the 21st 

century skills since it includes skills and competencies which are necessary for lifelong learning. This 

set of skills consists of life skills (agility, flexibility and adaptability), labour skills (cooperation, 

leadership attempt and responsibility), practical skills (access to information, analysis, effective 

communication and finding alternative solutions to problems), personal skills (curiosity, imagination, 

critical thinking and problem solving), interpersonal skills (cooperation and teamwork) and non-

cognitive skills (managing emotions) (McComas, 2014). Therefore, it is noteworthy that students 

obtain conceptual information in science class and also gain and develop these skills called the 21st 

century skills as much as possible. Furthermore, the Next Generation Science Standards (NGSS, 2013) 

report stresses the importance of developing the scientific capacities of students. To this end, students 

are required to have the opportunity to actively conduct research on scientific incidents so that they 

can find solutions to problems. As one can see, it appears to be the common goal of every educational 

level to raise individuals with 21st century skills on a global scale. Teachers are required to update 

their teaching and qualification profiles to strengthen the 21st century skills of students (Caena & 

Redecker, 2019).  

It is possible to argue that conveying the course content to students is a frequent opinion 

related to teaching since teachers usually have concerns over increasing the conceptual knowledge of 

students (Loughran, Berry & Mulhall, 2012). Therefore, teachers plan their classroom activities in this 

direction. However, this results in rote learning instead of achieving an in-depth conceptual 

understanding. With appropriate educational environments, it is possible to develop different skills of 

students and increase their conceptual knowledge related to science topics at the same time. In order to 

achieve these goals, teachers are required to carry out different teaching activities in the classroom. 

Argumentation activities which are based on inquiry are among such activities that can be carried out 

in the classroom with the aim of increasing conceptual knowledge and developing skills.  

Argumentation is a basic science practice, inherently full of moments of uncertainty; however, 

schools do not usually teach science as a process of managing uncertainty (Chen, Benus & Hernandes, 

2019). Science is usually accepted as a repository of indisputable knowledge that deals with facts, 

theories and scientific laws and it is taught in the same way in schools (Anne, 2021). It is possible to 

see the emphasis on teaching concepts in science classes as a mirror reflecting this situation. In fact, 

argumentation activities based on inquiry particularly stress uncertainty situations in the formation of 

scientific knowledge. When students have the opportunity to practice managing uncertainty, they 

develop skills that are necessary to participate in each other's words and use collaborative epistemic 

resources while developing acceptable knowledge with their peers (Chen & Qiao, 2020). Experiencing 

these moments in science lessons includes activities that can be used in the classroom to increase 

conceptual knowledge and develop a variety of skills.  

Osborne, Erduran and Simon (2004) reported that argumentation activities created with 

pedagogical strategies and appropriate activities are crucial in helping students develop a conceptual 

understanding of science  and achieve their epistemic, cognitive and social goals. Scientific research 

and science teaching stress the importance of claim and evidence-based debates (Duschl & Osborne, 

2002). This requires the participation of students in scientific debates to learn scientific concepts and 

develop a proper scientific understanding (Osborne, 2002). In this respect, we know that 

argumentation practices to be carried out during classroom activities will contribute to the multilateral 

development of students such as high levels of skills and communication (Hand, Shelley, Fostvedt, & 

Therrien, 2018; Kabataş Memiş, 2011). Science teachers are required to improve their knowledge of 

argumentation to plan and implement the argumentation process and assess student arguments 

(Şengül, Enderle, & Schwartz, 2020). In addition, it is crucial for teachers to see the moments of 

uncertainty in the process as an epistemic source of knowledge (Chen & Qiao, 2020). It is possible to 
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argue that different strategies like argumentation are not used in the classroom environment mainly 

because teachers lack adequate content and pedagogical knowledge. Teachers are not ready for 

inquiry-based science teaching since they are not trained for adequate and in-depth content knowledge 

and thus, generally resort to less effective teaching strategies in the classroom environment (Worch, 

Duran & Duran, 2016).  

Literature Framework 

Argumentation-based Inquiry 

The Argumentation-based Inquiry (ABI) approach is used in scientific discussions related to 

the content of science class and in the instruction of concepts. The ABI is a tool both for students and 

teachers to think in a more detailed manner and structure the information by inquiry (Hand, 2008). The 

ABI is an approach based on inquiry and is used to ensure that a student actively fulfils conceptual 

learning by doing research (Kabataş Memiş, 2014). Students support their claims with evidences, 

obtain data through experiments and develop ideas and concepts. They build new knowledge on their 

prelearnings (Burke, Brain, Poock, & Greenbowe, 2005). With discussions conducted in the classroom 

within the scope of the ABI approach, students increase their conceptual knowledge and also have the 

chance to test their own explanations and observations by taking the opposite ideas into consideration 

(Hand, Norton-Meier, Gunel & Akkus, 2016).   

In experimental studies, individuals develop their inference skills by designing experiments, 

seeking evidences, evaluating and interpreting the data obtained from the experiment (Kuhn & 

Pearsall, 2000). Students create concepts and ideas by supporting their assertions with evidences 

acquired from experiments and build new knowledge on their preliminary learning (Burke, et al., 

2005). The ABI approach provides guidelines both for teachers and students to have further thought 

and structure the knowledge by questioning. Hand and Keys (1999) offer teachers and students two 

templates to use the ABI approach effectively throughout laboratory activities. Table 1 demonstrates 

these templates. 

Table 1. The ABI teacher and student template (Hand & Keys 1999, p. 28) 

The ABI Part I: A template for teacher-designed activities to 

promote laboratory understanding 

The ABI Part II: A template for students 

1. Exploration of pre-instructional understanding through 

individual or group concept-mapping. 

1. Beginning ideas: What are my questions? 

2. Pre-laboratory activities, including informal writing, making 

observations, brainstorming and asking questions. 

2. Tests: What did I do? 

3. Participation in scientific activities. 3. Observations: What did I see? 

4. Negotiation phase I: writing personal accounts of scientific 

activity (e.g. writing journals). 

4. Claims: What can I claim? 

5. Negotiation phase II: sharing and comparing data interpretations 

in small groups (e.g. making a group chart). 

5. Evidence: How do I know? Why am I making 

these claims? 

6. Negotiation phase III: comparing scientific ideas to textbooks or 

other printed resources (e.g. writing group notes in response to 

focus questions). 

6. Reading: How do I compare my ideas with those 

of others? 

7. Negotiation phase IV: individual reflection and writing (e.g. 

presentation to a larger audience).  

7. Reflection: How have my ideas changed? 

8. Exploration of post-instructional understanding through 

concept-mapping. 

  

 

The purpose in the ABI is to include students in the learning process in an active manner and 

enable them to structure the knowledge with their teachers and peers. Designing an activity, 

implementing the activities and ensuring that the concepts are understood are the main responsibilities 

assigned to teachers in this process (Hohenshell & Hand, 2006). In the ABI, teacher learns along with 

students instead of being at the centre and offering the information (Hand, 2008). Therefore, it is 

possible to argue that the ABI approach is of paramount importance for the development of both 

students and teachers. The literature has studies reporting that teachers applying argumentation in the 
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class have effective pedagogical education and thus may create effective educational environments. 

We can observe the results of teachers’ achievements in students (impacts on students) as the number 

of practices grows (Omar, 2004; Osborne, Erduran & Simon, 2004). Choi, Seung, and Kim (2019) 

examined the teachers’ views on arguments in scientific inquiry and argumentation-based science 

teaching and concluded that argumentation-based science teaching is noteworthy because it enables 

students to experience the formation of scientific knowledge and enrich their thoughts. Considering 

the multilateral contributions of the process to both students and teachers, it is necessary to encourage 

teachers to plan and implement the ABI activities in the classroom environment. Furthermore, 

encouraging teachers to gain awareness about themselves and review their teaching activities might as 

well increase the quality of the overall teaching. The present study was inspired within this 

framework. The purpose of the study was to examine the ABI process of teachers implementing these 

activities in the classroom, how the roles of teachers and students were defined during the process and 

the impacts of the process on teachers and students from the perspective of teachers. Moreover, the 

study may draw specific conclusions related to the implementation of activities based on the ABI 

approach in the classroom in science teaching. Within this framework, the study addressed the 

following questions:  

1. How do science teachers receiving the ABI training and implementing the ABI approach 

define the ABI approach? 

2. How do science teachers receiving the ABI training and implementing the ABI approach 

define the impacts of the ABI approach on students and teachers? 

Research Methodology  

Research Design 

Phenomenology is a qualitative research method which enables individuals to express their 

understanding, emotions, perspectives and perceptions concerning a specific phenomenon or concept 

and it defines how they experience this phenomenon (Rose, Beeby & Parker, 1995). The main purpose 

of phenomenology is to define the experiences of individuals concerning a phenomenon (van Manen, 

1990, p. 177). In phenomenology, the researcher collects data from individuals experiencing the 

phenomenon and develops an integrated definition concerning what individuals experience and how 

they experience it (Moustakas, 1994). Therefore, in a phenomenological study, it is crucial that 

individuals have experience of the phenomenon (Creswell, 2016, p. 265). Within this framework, the 

researchers conducted the current study to determine the definitions and experiences of science 

teachers concerning the ABI process using a phenomenological design.   

Participants 

The researchers conducted the study with three science teachers teaching in different 

secondary schools located in the city center of Kastamonu province during the 2018-2019 academic 

year. In addition, the study included a total of three science teachers. In phenomenological studies, it is 

recommended that participants who have relevant experience and may share this experience be chosen 

(Yıldırım & Şimşek, 2016). Therefore, when determining the participants in the study, the researchers 

chose teachers with experience of the ABI process. Although experienced teachers are preferred, these 

experiences are not the same for all teachers. It is also thought that through these experiences, teachers 

will experience a more efficient implementation process and the effects of the trainings will be more 

evident. Accordingly, when choosing the participants, the researchers used the criterion sampling 

method which is among purposeful sampling methods. They reached the teachers who met this 

criterion and had been specified previously  according to this method and included them in the study 

(Merriam, 2015). The researchers used the homogeneous sampling method to reach the teachers. They 

chose purposeful sampling because it had the opportunity to obtain rich data for the study (Patton, 

2014). In purposeful sampling, participants are determined according to the most appropriate 

characteristics for the study.  



International Journal of Progressive Education, Volume 18 Number 2, 2022 

© 2022 INASED 

329 

Teacher Training Process 

Teacher Training Practices: The teachers who took part in the study primarily received an 

eight-week training on the ABI and discussions were conducted with the teachers for assessing this 

training process. An educator who is currently employed as a faculty member at the faculty of 

education in a university, has a doctoral thesis on argumentation, has current research in this field and 

conducts numerous argumentation applications with different working groups gave the training. In 

addition, the teacher educators give courses on this subject at postgraduate level. Table 1 demonstrates 

weekly topics of the training. 

Table 1. Tables and figures are to be valuable, relevant and visually attractive  

Practice Week Practice Topics Practice Durations 

Week 1 Preparatory activity 2-3 hours 

Week 2 Density 2-3 hours 

Week 3 Force and force of friction 2-3 hours 

Week 4 Inclined plane 2-3 hours 

Week 5 Air and water resistance 2-3 hours 

Week 6 Discussion activities 2-3 hours 

Week 7 Discussion activities 2-3 hours 

Week 8 Discussion activities 2-3 hours 

 

The training aimed to ensure that the teachers recognize the ABI process by experiencing it in 

person, understand the importance of the skill of asking questions and make sense of the concepts of 

question, claim, evidence, reasoning and rebuttal, which are the components of argumentation, as well 

as their relationships with each other. With a joint decision, the teachers and researchers specified the 

topic of the training to be “Mechanics”. During the first week of the training, a preparation activity 

was conducted with the teachers. The activity aimed to enable the teachers to make sense of the 

concepts of claim, evidence, reasoning and rebuttal as the elements of argumentation, as well as their 

interrelations and experience an effective ABI process. During the following weeks, the ABI practices 

were conducted on the topics of “Density, Force and Force of Friction, Inclined Plane, Air and Water 

Resistance”. The teachers were asked to prepare two questions about the subject to be addressed prior 

to coming to the class each week. During the activity, each teacher primarily explained the initial 

questions and discussed the researchability of the questions. Each teacher personally designed and 

implemented their experiments. While the teachers were conducting their experiments, one researcher 

managed the process as a guide. During the process, the researcher directed questions to the teachers 

to make them think more intensely on the subject and support the deliberation process (for instance, 

what were the differences between the two materials that you used? Why did you do it that way? What 

do you think about the cause of the differing results? How did our actions affect the result? What can 

be used instead of this?). The teachers developed their claims on the basis of observations and data 

obtained from the experiments and shared them. The deliberation process continued on the claims of 

each teacher under the guidance of the researcher. Afterwards, the researcher developed a general 

framework with respect to the activity conducted and evaluated the process at the end of each practice.  

After completing the five-week ABI applications, the researchers conducted discussion 

activities with the teachers for three weeks. They carried out these discussion activities within the 

scope of what were experienced during the ABI process, structure of the dialogues between the trainer 

and the teachers, and structure and quality of the questions addressed. In addition, they exchanged 

opinions regarding the nature of the ABI approach, place of questioning and discussion in this process, 

role of questions in directing the process and roles to take as teachers. The researchers exchanged 

opinions regarding how the teachers who were to practise in their own classes would conduct the 

process. They stressed the importance of teachers’ questions in encouraging students to question, have 

a high level of thinking and attend the classes actively. When doing this, the researchers asked them to 

consider and analyze the trainings they had received for five weeks. After completing the whole 

training process, the teachers performed the ABI applications in their classes. 
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The ABI Process: Following the ABI trainings, the science unit on which the practices were to 

be conducted was determined together with the teachers (the unit titled “Force and Energy” of seventh 

grade) and the practices to be implemented in the classrooms were planned. All teachers conducted the 

ABI applications in grade seven classes. Prior to the applications, the teachers separated the students 

into smaller groups of 4-5. Afterwards, the preparation activity was carried out to enable the students, 

who were not familiar with the ABI process, to understand the process, identify the elements (claim, 

evidence, reasoning and rebuttal) of an argument and adapt to the process. At the end of this activity, 

the characteristics of claims and evidences were determined and the students were informed that they 

were to conduct their lessons in this way. As part of the ABI student template, the students first 

prepared the research questions they wondered, designed experiments in small groups, created claims, 

completed the process of supporting their claims with the evidences they had obtained from the 

experiments with their peers under the guidance of the teacher and then shared their claims and 

experiments with the whole class in large group discussions. The teachers, on the other hand, directed 

both small and large group discussions like a guide. For instance, they shaped large group discussions 

with the following questions to maintain student-student dialogue: Why do you think so? What is the 

difference between these two concepts (mass and weight)? Why did you do the experiment with these 

materials or in this way? Why do you agree or disagree with your friend? What do you think about the 

claims and evidences of your friends? Thanks to these discussions, students had the chance to structure 

the information together with their peers and teachers. After the completion of large group discussions, 

the students completed the ABI experiment reports.  

Data Collection Procedure  

After completing the teacher training and in-class activities, they conducted semi-structured 

interviews  with each teacher. The researchers gathered and created interview questions. Two faculty 

members, a teacher who did doctorate and a doctoral student prepared the questions. The questions 

were submitted to three people employed in these fields to obtain expert opinion and the questions 

took their final form in line with the opinions received. The semi-structured interview questions 

consisted of two subscales with the aim of determining the views of the teachers on the ABI process 

and teacher-student changes. Different questions were created for each subscale.  13 questions were 

asked about the ABI process within the framework of "preparation for lessons, asking questions during 

activities, student-teacher and student-student interaction in the ABI, managing the ABI process". In 

the teacher-student change subscale, 10 questions were used concerning “students' participation in the 

process, the role of the teacher during the activities, changes in the students, reasons of recommending 

it to colleagues, changes in the teacher and students". In addition, during the interviews, follow-up and 

drilling questions were asked depending on the answers from the teachers. A researcher who was 

included in the study and had an interview experience conducted the interviews.  The researchers 

recorded the interviews on a voice recorder with the permissions of the teachers. The interview records 

of the teachers were about 40 to 45 minutes. For instance, regarding the introduction of the ABI 

process, the following questions were addressed to the teachers: “Considering the whole class, when 

should a teacher ask questions? What did you pay attention to when asking questions? What are the 

characteristics of a good question? Did the students ask questions? To whom did they address the 

questions ? What would you pay attention to if you carried out the activity in another classroom? Do 

you recommend it to other teachers? Why?” In addition, the semi-structured interview questions 

included  questions about teacher and student changes . In this subscale, the questions related to 

teacher changes were “How do you assess yourself compared to the beginning? Were your 

responsibilities as a teacher same in the classes?”, while the questions related to student changes were 

“Did your students adapt to the process right away? What were the changes you observed in your 

students?” 

Data Analysis 

The researchers analyzed the data of the study via an interpretive phenomenological analysis 

method to generalize on subjective experiences of the participants. In line with this method, they 

focused on having an interpretive relationship with the interview texts, as is expressed by Smith and 
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Osborn (2003), instead of measuring the frequencies of the inferences. During this process, they 

analyzed the data via description, systematic analysis and interpretation by following the steps 

specified by Wolcott (1994). They directly quoted from the participants using the descriptive 

approach. They supported these quotations with cause and effect connections and explanations based 

on the systematic analysis approach. In addition to these, the researchers reflected their own 

interpretations via an interpretive approach.  

Then the researchers transcribed the recordings and put them in writing. In order to obtain 

profound information from the interview texts, they tried to define all aspects of the content via open 

coding. Then they grouped and tagged them as sub-categories and categories with similar concepts 

and incidents (Polit & Beck 2004). The researchers tried to attain the ultimate themes using a 

comparative method technic to determine how the categories accorded with the themes in terms of 

similar, different and intersecting properties (Strauss & Corbin, 1998). After creating the themes, the 

findings were reported by establishing a relationship between the teacher expressions and themes. 

Names and surnames of the teachers were not disclosed during the analyses and the teachers were 

coded as T1, T2 and T3.  

Reliability of the Study 

Reliability is a way for researchers to convince that their research findings are remarkable 

(Lincoln & Guba, 1985). Applications aimed at ensuring validity in qualitative research are defined as 

follows; spending a long time in the field and with participants to collect data, detailed description of 

the research environment, participants and themes and supervision of the research process by both a 

participant and a non-research person (Creswell & Miller, 2000). Therefore, it is possible to evaluate 

the validity of  qualitative research  through the eyes of the researcher, views of the participants, 

readers and referees who have reviewed the research (Creswell, 2017). Within the scope of the study, 

adequate time was spent both in the working environment and with the teachers. The researchers 

gathered to create semi-structured interview questions, obtained expert opinion and discussed the 

points to be taken into account during the data collection process. Studies were conducted on the 

significance and integrity of the findings obtained from the interviews. The steps followed during the 

analysis of the data were explained in detail. Consistency between the themes, categories and codes or 

with other themes was evaluated and it was examined whether it formed a meaningful whole. Detailed 

and rich definitions were made for the readers and direct quotations from the participants were 

included.  

RESULTS  

As a result of analyzing the data, the researchers attained two themes as ‘Describing the ABI 

Process’ and ‘Determining the Impacts of the ABI Process’. They completed the process by creating 

appropriate codes for the themes throughout the analysis. Table 2 demonstrates the findings obtained 

from the analysis of the data. The findings concerning these themes are presented in detail under 

different topics with teacher statements, as follows.    

Table 2. Findings on descriptive analysis 

Themes Categories Codes Teachers 

Describing the The 

ABI Process 

Prior to the class in the ABI 
Preparation T1, T3 

Lesson planned T1, T2 

Asking questions during the ABI 

Directed T1, T2, T3 

Purposeful T1, T3 

Think T2, T3 

Question T1 

Leading to the truth T1 

Paved the way for discussions T2 

Providing reasoning T2 
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Communication during the ABI 

Inquiry peers T1, T2, T3 

Revealing the claim-evidence relations T1, T3 

Obtaining information T2, T3 

The difficulties encountered during 

the ABI 

Unfamiliarity of students with the 

process 

T1, T2, T3 

Inconvenience of the classroom 

arrangement 

T1, T2 

A lack of time T2 

Determining the 

Impacts of the ABI 

Process 

Impact on students 

Increasing success T1, T2, T3 

Positive attitude T1, T3 

Communication skills T2 

Scientific process skills T2 

Questioning the information T3 

Adaptation to school T3 

Impact on teacher 

Mentioning eliminating misconceptions T1 

Preparing high quality questions T2 

Establishing a democratic classroom 

environment 

T2 

Starting inquiry  T3 

Effective process planning T3 

 

Justification for recommending to 

colleagues 

Increased student participation T1, T2, T3 

Directing to research-inquiry T1 

Making students think T1 

Providing the teacher with convenience T2 

Making classes entertaining T3 

Rendering knowledge permanent T3 

 

Self-assessment 

Well-planning of the lesson T1, T2, T3 

Increasing the quality of questions T2 

Receiving different ideas T2 

Including passive students T2 

Increasing field knowledge T3 

        

Teacher Views on Describing the The ABI Process 

During the interviews, specific questions were addressed to the teachers concerning what they 

had experienced before and during the performance of the ABI activities. The teachers stressed that a 

proper preparation was required prior to the class and the whole process was required to be well-

planned from the beginning to the end for an efficient ABI process. Some of the related statements 

were as follows: T1 ‘I had difficulty at the beginning of the class due to a lack of preparation. For 

efficiency of the process, a good preparation is required and the process is to be well-planned. The 

beginning of the class is to be interesting…’; T2 ‘Prior to the class, the process is to be well-

planned…’ and T3 ‘A better preparation is required. For the following phases of the process, the 

introduction section of the class is crucial and the preparedness of the students affects the situation in 

a positive manner…’. The teachers also stated that asking questions were crucial during the ABI 

activities and they mainly asked questions that were directing, were purposeful, made students think 

and question, led them to the truth and paved the way for discussions. The teachers explained the 

importance of questions during the process as follows: T1 ‘Asking questions is crucial during the 

process. Questions should make students think, lead them to the truth and direct them toward inquiry. 

They should direct the students toward thinking and inquiry…’; T2 ‘Asking questions is the first step 

of thinking and explaining what you have learned…’ and T3 ‘I think that the trick of the activity is to 

be able to ask the right question, asking a question which has a specific purpose… Questions that are 

purposeful, target scientific outcomes and thinking and mentally motivate and direct students…’. T1 

stated that he asked purposeful questions that motivated students, as follows: ‘Actually I was trying to 

ensure that the topic was to bring the targeted outcome. We tried to keep the topic around what we 

intended. Otherwise, the kids could take the topic to very different points. In addition, we had 

outcomes, targets and we tried to address the topic accordingly…’ T2 stated that he asked questions 

that were to direct the students and help them justify the information and gave examples to the 

questions. T2 defined the characteristics of the questions as follows: ‘…questions that have no single 

answer, are open to discussion, may be addressed from different perspectives and allow for reasoning 
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and interpreting. For instance, instead of a yes/no question like “Is mass the fixed amount of 

matter?”, in the simplest terms, a question should be like “Compare mass to a weight”… I asked 

leading questions… The main questions were why, how or why do you think so. I also wanted them to 

justify their answers. Not only the idea that came to the mind at that moment…’ Stating that the 

questions motivating the students to think were the correct questions, T3 expressed that the teachers 

were required to have substantial field knowledge for asking the correct questions. T3 explained this 

view with the following statement: ‘… First, you need to have command over the topic to ask the 

correct question. You have to have command over the field. You need to get prepared. We have made 

a great deal of preparation with you… Asking the right question will motivate the students to think and 

it will canalize them…’. Furthermore, T3 compared the questions he had asked during the previous 

classes and those directed during the ABI process and stated that he had asked a higher level of 

questions during the latter. The statement of T3 was as follows: ‘…For example, we used to ask “What 

is atom?” Several students would raise hands. Then you would answer the question. Usually, we 

would ask questions that were simple, aimed at measuring the knowledge and would ensure the 

participation of several students. However, during this process, the levels of questions are higher. 

Interpreting is particularly noteworthy for children. They present claims and evidences, try to prove 

them and think. Students indicate the points that they find inappropriate. These increase the quality of 

questions. As a matter of fact, this is one of the most important points of this practice…’. 

Additionally, the teachers stated that, in addition to the questions they asked, the students 

asked questions to them and their peers, as well. They stated that the students asked questions in small 

group discussions mainly with the aim of inquiring their peers, while in large group discussions they 

aimed to reveal the claim-evidence relations of groups and obtain further information from the 

teachers. For instance, a relevant statement of T1 was as follows “...Within the groups, questions were 

like ‘what was your purpose in doing this, why do we do this… The students were asking to see 

whether their friends knew what they had already known… If they could answer, we could assume that 

their claims were strong… In cases where the experiment was not related to the claims or variables 

were not determined fully, the students asked questions to each other…”. This statement demonstrated 

that the students tried to question each other and assess what they did in small group discussions while 

they asked questions to measure the claim of the group presenting the claim in large group 

discussions. T2 stated that when peers did not ask proper questions to each other during small group 

discussions, they had difficulty justifying their claims and developing strong claims. Accordingly, T2 

stated ‘…Questions are like “why did you do this, let’s do this in this way”… If they had not asked 

questions adequately to each other in small groups, their deficiencies might have become more 

apparent in large group discussions. Actually, small group discussions provide an infrastructure for 

justification. If they do not , unexpected questions may come in large group discussions. For instance, 

one group conducted an activity with their planes. It was expected that the one with a sharper nose 

would go farther, but the exact opposite happened. They had difficulty explaining such things. 

Questions like “Are the planes identical, did you make them from the same paper, did you consider 

these” could be addressed. Then they had difficulty explaining…” T2 also stated that during the ABI 

process, the students directed questions to him/her, as well,  as follows: ‘…There were questions from 

the students, as well. They would address questions to their friends and also to me… About the 

activity, they would ask “What would happen if we did this or can we do this”. I would say “let’s try 

and see or what about the other one”. By this way, I try to make them test different situations or test 

their ideas in different situations. When they directly asked for information with questions like “What 

affects kinetic energy”, I would not answer the question directly. If I had to, I would try to answer 

through examples and metaphors or I try to make them predict the variables. I certainly would not 

make any direct explanations in this process…’. Likewise, T3 stated that the students addressed 

questions to him/her as follows: ‘…At the beginning, they were asking too many questions. What is 

this, how will this happen, etc.? Instead of directly answering them, I would respond “What do you 

think, how about this, etc.” Sometimes I would give information as it might go beyond your control… 

Sometimes I would provide more information to correct the explanations made by the students. I 

would make explanations to correct their explanations instead of answering their questions…’. 

According to these statements, the teachers did not give answers including direct information to the 
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questions of the students. They gave clues on the basis of the explanations of the students and allowed 

them to discover the answer themselves by pointing out different aspects of the issue.  

The teachers reported that they had specific difficulties conducting the ABI activities. 

Unfamiliarity of the students with the process, inconvenience of the classroom arrangement and a lack 

of time were among the problems they had experienced during the process. In this respect, T1 stated 

‘…The kids first thought that it would be like a preparation activity and did not associate it with the 

class at all. When we adapted it to the class, they faltered a little bit. At the beginning, we had 

difficulty writing and expressing claims and evidences. At first, they could not create them. During the 

following phases, they associated them with the class. They studied the subjects and started to explain 

them (claims and evidences) in the form of a class. Towards the end of the process, they were able to 

create them to some extent…’. Furthermore, T3 made the following explanation: ‘…We had a great 

deal of difficulty at the beginning… The students did not know what to do. Maybe it was for the first 

time that they encountered such a method. This created a great deal of difficulty for them…’. Such 

statements of teachers demonstrated that the students had difficulty adapting to the process since they 

were not familiar with it and establishing a relationship between claims and evidences, in particular. 

T2 referred to the inconvenience of the classroom arrangement and a lack of time to be the problems 

experienced as follows: ‘…I made explanations more about the process. For example, this would be 

the following step, etc. I reminded the next step to make them faster. Time is paramount. We had this 

problem. Since our classroom did not have any laboratory arrangement, we had to change the 

arrangement, etc. Otherwise we might have saved more time in that respect…’. 

Teacher Views on the Determining the Impacts of the ABI Process 

Impacts of the ABI Process on Students 

Specific questions were addressed to the teachers during the interviews conducted for 

determining the impact of the ABI process on students and teachers. All three teachers stated that the 

process had increased the success of the students. Furthermore, the teachers reported that positive 

attitudes, communication and scientific process skills of the students had developed, they had started 

to question the information and even the process had facilitated their adaptation to school. Regarding 

the changes observed in the students at the end of the process, the following statements of T1 

demonstrated that the process had increased the success of the students and helped them develop 

positive attitudes towards the class: ‘…Students with normally lower levels of interest in the class 

became eager for the continuation of activities and this reflected on their grades…’ and ‘…Several 

students of mine particularly grabbed my attention. They were students who had lower levels of 

interest in the class. For instance, one day we had a class in the evening after the activity. He was 

asking if we were to continue the class. He came to the class, sat on the front row and was still sitting 

there. After the activity, we had a test about it. It was better and reflected on the grades, as well…’ 

Similarly, T3 pointed out to the increased success and also stated that the students had started to 

question the information as follows: ‘…The process allowed for inquiring the right and the wrong and 

resulted in increased success and active participation in the class…’. T2 reported that increase in 

success was more apparent in the students with lower or moderate levels of success by stating 

‘…Maybe success remains the same in students who are already successful. But I think that success 

increases in those having moderate and lower levels of success…’. On the other hand, the following 

statement of T2 demonstrated that the students experiencing the ABI process had particularly become 

more successful in conceptual questions and their communication and scientific process skills had 

developed: ‘…We saw that they were making more explanations and descriptions in conceptual 

questions… Their communication skills with peers had developed. Their scientific process skills such 

as determining the variables and testing them had developed. The process also supported them in 

terms of measurement skills and the use of measurement tools…’. T3 exemplified how these activities 

facilitated the adaptation of the students to school as follows: ‘… We had this student. He was pretty 

quiet in the class prior to the activity. He started to come to school only several weeks before the start 

of the activity. Therefore, I thought that the student would have a great deal of difficulty. It was an 

adaptation process. Even that student surprised me. His adaptation was so fast. He was feeling happy 
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and was asking good questions…’. Based on the statements of the teachers, it is clear that the ABI 

approach contributes to the multilateral development of students.  

Impacts of the ABI Process on Teachers 

Concerning the changes in themselves, the teachers mainly mentioned eliminating 

misconceptions, preparing high quality questions, establishing a democratic classroom environment, 

starting inquiry and effective process planning. T1 pointed out the eight-week training process and 

explained how the change started at the beginning of the training as follows: ‘…The change started as 

early as the ABI training process. I realized that there were misconceptions and there was not much 

emphasis on the details…’. The teacher stated that he had become aware of misconceptions and 

deficiencies in the field knowledge owing to the process. T2 stated that the process had contributed to 

him/her in terms of asking high quality questions and creating a democratic classroom environment by 

saying, ‘…I think that this process has contributed to me a lot in terms of asking questions. It has also 

increased the quality of my questions. Moreover, this method enables teachers to create a democratic 

classroom environment…’ The following statement of T3 ‘…At the end of the process, I started to 

question more, as well…’ demonstrated that the process motivated the teachers to question. 

Furthermore, T3 made a comparison between previous teaching practices and those carried out within 

the scope of the study. In this respect, the statement of T3 was as follows: ‘…Of course, another 

crucial point exists for teachers. You need to come to the class prepared. I understand this once 

more… Under normal conditions, you prepare for the class but it is not as comprehensive and detailed 

as this one. I have understood its importance. Previously, I would check the subject, what I would tell 

and the outcomes. I would focus on such things. However, frankly, I would not make such detailed 

preparations to make the students think and question. I have learned this. It has really been a precious 

process for me…’. It is possible to argue that the development aspects that the teachers mentioned had 

indirectly made significant contributions to the field and pedagogical knowledge of the teachers.  

Teacher Views on the Justification for Recommending to Colleagues 

 During the interviews, the teachers were asked to explain whether they would recommend the 

ABI approach to their colleagues and justify their answers. All three teachers recommended the ABI 

approach to their colleagues. To justify their answers, they all stated that the approach had increased 

student participation. Moreover, they mentioned other advantages such as directing to research-

inquiry, making students think, providing the teacher with convenience, making classes entertaining 

and making the knowledge permanent. T1 explained the reasons of recommending as follows: ‘…It 

ensures student participation. It motivates students to research-inquiry and thinking. Since the level of 

student participation is higher, I think that the research, inquiries or thinking might be more 

permanent. I recommend it; however, it requires a good preparation…’. This statement points out the 

phase of preparation once again and stresses the necessity of a good preparation for an efficient 

activity. T2 answered this question as follows: ‘…I recommend it because it ensures a higher level of 

participation than a normal class… It is very good that the teacher deliberates over questions. Maybe 

it alleviates burden compared to a normal class…’. According to this statement, the teacher 

recommended the approach to his colleagues because it required the teacher to be well-prepared for 

the class and alleviated the burden of the teacher. Finally, T3 expressed his/her views with the 

following statement: ‘...I definitely recommend it… To begin with, the class becomes more enjoyable 

for both parties - students and teachers alike. Under normal circumstances, you sometimes think how 

those 40 minutes will pass in the classroom. But now, it is as if 40 minutes are not adequate. We never 

know when the class starts and when it ends… Student participation is paramount…’. Moreover, T3 

stated that he recommended the approach to his/her colleagues because the students could obtain 

permanent knowledge by taking part in the learning process as follows: ‘…I think it is important for 

permanence, as well. Kids actively take part in the process. They question and find answers. They see 

what is correct and what is wrong. They experience a mental process. This is highly valuable for 

me…’. The teachers apparently recommended the ABI approach because it ensured a higher level of 

student participation than other classes. 
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Teacher Views on Self-assessment 

During the interviews, the teachers were asked “What would you keep in mind if you 

conducted an ABI activity anew?”. All three teachers pointed out the necessity of well-planning of the 

class. They stated that they would pay attention to increasing the quality of questions in the class, 

receiving different ideas including passive students and increasing field knowledge. In this respect, T1 

pointed out that a good planning would affect the continuation of the class as follows: ‘…First of all, 

activities should be highly interesting at the beginning since how you start the class determines its 

continuation for children…’. The statement of T2 was as follows: ‘…I would certainly make a plan… I 

would think about the questions… Maybe I might focus a bit more on the discussion process since 

questions are shaped in that process… I would try to increase the quality of questions even further. 

For example, I can obtain opinions from my colleagues. What kind of questions can I ask in such an 

activity, etc.? I would try to include passive students in discussions more often…’. The teacher stressed 

the planning of the class, increasing the quality of questions, obtaining different opinions and 

including passive students in the class. T3 explained his/her views as follows: ‘…I would be better 

prepared. This activity requires a better preparation. I would be more prepared for the introduction, 

because the initial parts are crucial…’. In general, the teachers laid emphasis on the necessity for a 

good preparation, making a strong introduction, including passive students in the class and obtaining 

opinions from colleagues. 

DISCUSSION 

According to the findings of the study, all three teachers stressed that asking questions was of 

prime importance for the efficiency of the ABI process. In addition, they stated that, in addition to the 

questions they asked, the students addressed questions to their teachers and peers. They pointed out 

that the teachers’ questions were crucial in the achievement of the goals in the discussion process and 

the comprehension of the subject. The peers sometimes gave wrong answers to the questions 

addressed by the students. Two of the teachers stated that they interfered and corrected the wrong 

answers so as not to get off the point while the other teacher stated that he/she did not interfere in 

wrong answers so that the students could adopt the discussion culture. The teachers stressed that class 

introductions were to be interesting, a good preparation was to be made prior to the class and the 

process was to be well-planned from the beginning to the end for an efficient ABI process. They 

recommended the ABI approach to other teachers because it included students in the learning process, 

helped them question themselves and their peers and made the class more enjoyable than other classes. 

The teachers also reported that the students taking part in the ABI process had higher marks in written 

exams, their scientific process skills such as determining and testing variables had developed and they 

were able to establish better communication with their peers. The teachers stressed that the process 

motivated them to question and it enhanced their abilities to ask questions, as well as conceptual 

developments. Furthermore, they stated that the ABI approach contributed to teacher satisfaction by 

allowing for the creation of a democratic classroom environment and the development of conceptual 

skill and a variety of other skills (thinking skills, scientific process skills) of students.  

Since the 2013 science curriculum, there has been an apparent emphasis on inquiry and the 

importance of students searching and inquiring information with peers (MNE, 2013; 2018). 

Discussions based on scientific inquiry are at the center of science teaching (National Research 

Council [NRC], 2013). To shape the teaching culture in science classes in this direction, teachers are 

to be informed of the activities based on inquiry. Teachers who are usually accustomed to traditional 

teaching and verification-type laboratory activities will have difficulty planning and implementing 

argumentation-based scientific activities (Choi, Seung & Kim, 2019). In the study, the teachers stated 

that they had difficulty planning the class and making an introduction to the class. 

In the structuring of the knowledge, teachers have responsibilities as the guides of students. 

The ABI has two main elements: the teacher template and the student template. During this process, 

students think about the concepts while teachers design and implement an activity first and then help 

students comprehend the concepts (Hohenshell & Hand, 2006). In the study, the teachers stressed that 
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a good preparation was required prior to the class and the process was to be well-planned from the 

beginning to the end for an efficient process. A well-planned ABI activity will result in more intense 

peer communication and more efficient discussions based on scientific information. Therefore, small 

and large group discussions conducted within these activities will help students understand and make 

sense of science concepts on the basis of the arguments created (Kabataş Memiş, 2014). According to 

the statements of the teachers, the students established better communication with their peers and 

teachers and the conceptual development of students had increased owing to the process they 

experienced in the classroom. The science curriculum states that while students search for information 

during the learning process, they will communicate and cooperate effectively with their peers, as well 

(MNE, 2013; 2018).  

It is beyond doubt that one of the most important mechanisms of the ABI process is 

discussion. As discussion activities keep students mentally active and curious throughout the class, 

students are required to learn how to take part in a scientific dialogue. In science classes, “well-chosen 

teacher questions” is a valid way of triggering scientific discussions in the classroom (Darling-

Hammond, Flook, Cook-Harvey, Barron, & Osher, 2020). As students develop answers and 

explanations for their research; teachers are required to talk less and use higher-order questions to 

justify their reasoning (Hand, Chen, Suh, 2021). During the interviews conducted within the scope of 

the study, the science teachers stressed the importance of teacher questions during the process. They 

stated that asking questions was crucial in science classes to lead students to the right, include them in 

the discussion, make them think and make them gain inquiry skills, in particular. In order to develop 

deep conceptual understanding in students, it is noteworthy to contribute to the professional 

development of teachers in asking correct questions and using student answers (Khoza & Msimanga, 

2021). 

In accordance with the aforementioned statements, the necessity of creating environments that 

allow for discussions in science classes comes into prominence. The most significant task of a teacher 

in the creation of these environments is to ask effective questions initiating and leading discussions. 

Osborne, Erduran, Simon and Monk (2001) reported that teachers may initiate or lead a discussion 

process by choosing appropriate questions out of a series of questions. The researchers specified 

questions such as “Why do you think so? What do you think is the reason of this? Can you think of 

another argument? Can you think of a counter-claim? How do you know? What is your evidence? Is 

there any other argument in your belief? The questions aim to urge students to think, have no exact 

answers and result in a discussion environment where different views are expressed. Students take part 

in the discussions created by the teacher along with their peers. After a certain point in the discussion, 

the need for the questions of the teacher is minimised and students produce their own questions. For 

effectiveness of the process, inquiry is not adequate for students. They are also required to find 

answers to their questions (Kuhn, 2009).  

As a consequence, an efficient ABI process will not require a good preparation and planning. 

The quality of questions to be addressed by teachers in the class during the ABI applications is of 

particular importance. Purposeful questions which make students think, question and reason are 

noteworthy in this process. Peer questioning and claim-evidence relationship are the noteworthy 

activities of the ABI process. Alienation of students to the ABI applications, grade and a lack of time 

are among the factors complicating the process. Teachers indicated that the ABI process contributes to 

the multilateral development of both teachers and students. 

Implications 

We know that an expectation exists for inquiry-based science teaching in the science 

curriculum and the literature, in particular. Therefore, studies that compare the curriculum and 

classroom activities determine the obstacles during the full implementation of the curriculum and 

ensure that teachers realize how they teach is of paramount importance. Moreover, what prevents 

teachers from using different teaching activities in the classroom is to be determined. It is beyond 

doubt that the quality of education will be increased only by increasing the training of teachers who 
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provide the education. In this respect, it is noteworthy that various training activities be conducted 

both for preservice teachers and teachers.                    
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Abstract 

This study aimed to determine the attitude levels of Vocational and Technical Anatolian High School teachers 

towards distance education and these levels in terms of various variables (gender, education status, or 

profession). This study, it was aimed to determine whether there was a difference between the status of being a 

culture teacher and professional seniority. The research is carried out with the explanatory sequential design 

approach, one of the mixed-method research designs that consist of teachers working in Vocational and 

Technical Anatolian High Schools in Sakarya in the 2020-2021 academic year. Quantitative data of the study 

were collected from 244 teachers. They were determined by a purposive sampling method, and qualitative data 

were collected from 43 teachers and is determined by the convenient sampling method. A sufficient number of 

samples were selected from the existing sample due to the rapid and easy accessibility of the teachers from 

whom quantitative data were collected. Quantitative data were obtained with the "Personal Information Form" 

created by the researchers to determine the demographic characteristics of the teachers, and the Distance 

Education Attitude Scale, developed by Ağır (2007) to determine distance education attitudes. In acquiring 

qualitative data, a semi-structured interview form consisting of open-ended questions prepared by the researchers 

was used. In the first part of the interview form, there are questions about the demographic information of the 

teachers participating in the research. In the second part, there are seven questions prepared by the researchers to 

determine the opinions of the teachers about distance education based on the results obtained from the 

quantitative data and the literature review on distance education. The researchers collected the data through 

Google Forms, created from the questions in the scale and interview forms. In the analysis of the quantitative 

data obtained, descriptive statistics, Shapiro-Wilk normality test, t-test, and one-way ANOVA test were used. 

Qualitative data were analyzed with descriptive analysis methods within the framework of the themes 

determined by evaluating the advantages and limitations of distance education sub-dimensions. It has been tried 

to reach the possible reasons underlying the quantitative results with the qualitative data obtained. As a result of 

the research, it has been determined that teachers disagree with the view that distance education has advantages. 

They believe that distance education has limitations, and their attitude levels towards distance education are 

below the medium level. In the study, the reasons for the teachers' attitude levels towards distance education 

below the medium level were evaluated by evaluating the advantages and limitations of distance education and 

the sub-dimensions of "student academic success," "efficiency of education," "positive and negative aspects 

compared to face-to-face education," "difficulties encountered," and "opportunity ."In this study, it has been tried 

to be revealed with the opinions of teachers within the framework of the themes of "whether it provides 

equality," "teacher and student motivation," and "recommendations for effective distance education." 
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INTRODUCTION 

The Coronavirus disease (COVID-19), which emerged in Wuhan, the People's Republic of 

China, in December 2019, affected the whole world in a short time. The World Health Organization 

declared a pandemic disease on March 11, 2020 (World Health Organization, 2020). In many 

countries, educational institutions have been temporarily closed, and education interrupted to contain 

the spread of the disease. This situation has revealed the need for different teaching practices to 

continue education and training activities. In this process, the distance education method has been 

preferred in many countries at all levels of education. 

Distance education is a model in which learning activities are carried out independently of 

time and place through communication technologies (Moore, 1973), and education processes are 

structured by using information and communication technologies in an equal opportunity and at the 

time and environment of their choice, with the awareness of their responsibilities (Bates, 2005).  

Depending on the innovations in distance education information technologies in places with internet 

connections, it is seen as a modern education system that provides information sharing and access to 

resources, increases the quality of education, provides collaborative learning, and requires continuous 

research (Begimbetova 2015; Yalçınkaya, 2006). 

The distance education system makes a significant contribution to the education of large social 

masses by reaching people of all ages and segments in formal and non-formal education, with the 

ability to continue education and training activities in almost any environment without being tied to 

time and place in general terms. The use of distance education is becoming more common day by day. 

It provides equal opportunities in education and offers various teaching materials according to the 

capacity and learning speed of the students. With this type of education, the education costs of the 

students are reduced, and disabled individuals who cannot go to school can receive an education. In 

addition, distance education makes it possible for working individuals to continue their education and 

business life. Using computer techniques and rich audio-visual materials in distance education attracts 

students' attention and, in some cases, prompts students to research. This situation also increases the 

permanence of the learned knowledge. Taking responsibility for their learning contributes to 

developing personal control mechanisms, gaining the habit of working and socializing by sharing 

information among themselves when they need it. Too many students, due to the limited number of 

teachers and learning environments, the training that cannot be carried out can be done by distance 

education. In addition, many distance education programs offer the advantage of lifelong learning by 

allowing adult individuals to participate in education (Altıparmak, 2011; Çağıltay, 2001; Yekta, 2004; 

Yurdakul, 2005). 

In addition to the many advantages of distance education, it is possible to discuss some 

disadvantages. Close contact between students and teachers, which is one of the positive aspects of 

face-to-face education, lacks distance education. In addition, the inability to meet the social and 

psychological needs of the classroom and school environment in distance education creates a feeling 

of isolation in students. It prevents the development of group working skills. It is known that students 

who cannot achieve self-motivation and have difficulty carrying the responsibility of learning alone 

have difficulties in distance education. The course, which can be reaccessed, prevents the student from 

using the time effectively and quality by causing complacency. Sometimes the student is affected by 

what is happening around him during the lesson and has concentration problems. Depending on the 

type of distance education, the inability to establish a teacher-student relationship or the presence of 

crowded student groups makes teacher-student communication difficult. Due to the students' 
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differences, teachers need much time during the preparation and planning of the lesson. In addition, 

incomplete learning of inaccessible students cannot be prevented. In addition, there is a decrease in the 

students' motivation toward the lesson due to the teacher's inability to use body language in distance 

education. In addition, it is seen that the efficiency of the practice-oriented workshop and laboratory 

courses with distance education is low. The high initial system setup cost in distance education using 

computers or communication technologies, the inability of the trainees to access the technological 

device for financial reasons, the lack of digital literacy at the desired level, the lack of infrastructure or 

connection problems slow down education services and make it difficult for students to receive 

education (Çelik and Şeker, 2008, cited by Aktaş, 2013; Çetiner, 1999; Sığın, 2020). 

The coronavirus led to different searches for the continuation of education and the global 

epidemic caused by this virus. The concept of distance education reached broader segments of society 

and revealed the opportunity for more people to benefit from distance education. Distance Education 

(İşman, 2011) is an education model in which teacher and student interaction are carried out using 

information technologies that eliminates time and space restrictions. It has been put into practice to 

continue education in Vocational and Technical Anatolian High Schools and at all levels. Vocational 

and technical education provides students with the knowledge and skills that they can use in the 

business environment they will enter after graduation through applied courses (Leney, 2002; Ministry 

of Education, 2005). Vocational and technical education includes formal and non-formal education 

and apprenticeship education that students who have graduated from primary education attend to 

develop a profession (Ministry of Education, 2005). Vocational education provides financial value to 

the country with the planning, development, and practices it carries out by working in cooperation 

with all occupational segments in the training activities it implements (Ekşioğlu and Taşpınar, 2014). 

It realizes this value by adding skills and qualifications that people can benefit from in the business 

environment (Leney, 2002). Vocational and Technical Anatolian High Schools carry out vocational 

education at the secondary level in Turkey. Vocational Open Education High Schools and Vocational 

Education Centers operating under the General Directorate of Vocational and Technical Education are 

institutions that train people compatible with the local and global occupational standards required by 

the country in many business and occupational fields (Bursa Provincial Directorate of National 

Education, 2015). 

Within the scope of the measures taken to prevent the spread of the coronavirus epidemic, the 

transition of Vocational and Technical Anatolian High Schools, which give practical face-to-face 

vocational courses in workshop and laboratory environments, to distance education was carried out 

with doubts. Whether the intensity of applied workshop and laboratory courses is efficient with 

distance education, in this process, it is thought that the attitudes of teachers towards distance 

education are essential in the solution of the education problems brought by the coronavirus in the 

distance education studies carried out in vocational high schools. 

When the literature is examined, it is seen that many studies have been conducted to determine 

the opinions, satisfaction, and perceptions of undergraduate level instructors and students, especially 

regarding distance education (Aldemir, 2020; Aras, 2019; Bertiz, 2018; Enfiyeci, 2019; Eygü and 

Karaman, 2013; Gök, 2011; Gürkan, 2017; Kaya, 2020; Kırmacı and Acar, 2018; Özer, 2011; Sığın, 

2020; Uslusoy, 2017; Yavuz, 2016; Yılmaz and Özkan, 2014). No study has been found examining the 

differences in the attitude levels of Vocational and Technical Anatolian High School teachers towards 

distance education studies in terms of various variables. It is hoped that determining the attitude levels 

of Vocational and Technical Anatolian High School teachers towards distance education and whether 

these levels differ according to various variables will guide policymakers and practitioners in the 

studies to be carried out by the Ministry of National Education on distance education. Especially in 

vocational high schools where applied courses are intense, it is essential to determine teachers' 

attitudes towards distance education and the similarities and differences of these attitudes according to 

the variables in terms of more efficient studies. 

This study has been tried to determine the attitude levels of Vocational and Technical 

Anatolian High School teachers towards distance education studies and whether these levels differ in 
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terms of various variables (gender, education status, being a vocational or culture course teacher, and 

professional seniority). In addition, unlike the studies on distance education carried out with teachers 

in the literature, in this study, the attitudes of vocational high school teachers where applied courses 

are intense, and the possible views of teachers that caused their attitudes towards distance education 

were examined in detail. For this purpose, answers to the following questions were sought in the 

study: 

 1. What are teachers' attitudes working in Vocational and Technical Anatolian High Schools 

towards distance education studies? 

 2. Does the attitude levels of the teachers working in Vocational and Technical Anatolian 

High Schools towards distance education studies show a significant difference according to the 

variables of gender, education level, being a vocational or culture course teacher, and professional 

seniority? 

 3. The effect of distance education on the academic achievement of students, its efficiency in 

terms of education, the difficulties encountered in the lessons taught with distance education, the 

positive and negative aspects of distance education compared to face-to-face education, whether it 

provides equality of opportunity, the motivation of students and teachers in distance education studies 

and the effects of distance education. What are the teachers' views on the activities that can be done to 

be more effective? 

METHOD 

Model of the Research 

This research was carried out with the explanatory sequential design approach, one of the 

mixed-method research designs.  The mixed research method is a research method in which data is 

collected and analyzed using quantitative and qualitative approaches, and results are obtained by 

combining the findings (Tashakkori & Creswell, 2007).  In the descriptive, sequential design 

approach, the researcher first collects the quantitative data and then collects the qualitative data to 

explain the quantitative data.  In this approach, where data are not collected simultaneously, the 

quantitative findings are explained and interpreted with the qualitative findings (Creswell & Plano 

Clark, 2015).  The reason for choosing the mixed method in this study is to explain the results 

obtained from the quantitative method with the qualitative method, to provide a detailed understanding 

of teachers' attitudes towards distance education and their views that cause these attitudes.  According 

to Creswell and Plano Clark (2015), the reason for using mixed methods in research is that using 

qualitative and quantitative methods together provides a better understanding of the research problem 

than using these methods separately.  In addition, the mixed method increases the reliability of the 

research by eliminating the deficiencies of the qualitative and quantitative methods and providing 

strong evidence, allowing the whole picture of the research problem to be seen, and the ease of 

detection using numerical and verbal values together (Tunalı, 2016).  For this reason, it was tried to 

determine teachers' attitudes towards distance education in the quantitative stage of the research and 

teachers' views on distance education in the qualitative stage. 

Sample/Study Group of the Research 

The research consists of teachers working in Vocational and Technical Anatolian High 

Schools in Sakarya in the 2020-2021 academic year. The quantitative data of the research were 

collected from 244 teachers who were determined by the purposive sampling method in order to 

enable in-depth research by selecting situations rich in data and having specific qualifications, meeting 

certain criteria under the research (Büyüköztürk, 2020). One hundred sixty of the teachers are male, 

and 84 are female. Of the 189 undergraduate and 55 postgraduate teachers, 143 are vocational course 

teachers, and 101 are culture course teachers. Culture courses ensure that students have a common 

general culture at a minimum and address the country's problems. These are the courses that enable 
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them to grow up as individuals sensitive to their economic, social and cultural development and 

prepare them for a higher education institution. On the other hand, vocational courses are courses that 

enable students to gain proficiency in their targeted profession, orient them to related business areas, 

and/or prepare them for a higher education institution (Ministry of Education, 2013). Forty-five of the 

teachers in the sample have seniority of 0-5 years, 65 of them have 6-10 years seniority, 55 of them 

have 11-20 years seniority, and 79 of them have 20 years and above seniority. 

In the study, qualitative data were collected from 43 teachers determined by the convenient 

sampling method. A sufficient number of samples were selected from the existing samples. Since the 

quantitative data were quickly and easily accessible from the teachers (Patton, 2005). Twenty-three of 

the teachers are male, and 20 are female. In addition, while 22 of the teachers are vocational course 

teachers, 21 are culture course teachers. In addition, 5 of the teachers have seniority of 0-5 years, 10 of 

them 6-10 years, 17 of them 11-20 years, and 11 of them have seniority of 21 years and above. The 

teachers in the study group where the data were collected were given code numbers such as T1, T2, 

T3, T4, T5, T6, .......T43. 

Data Collection Tools 

The study's quantitative data were obtained with the "Personal Information Form" created by 

the researchers to determine the demographic characteristics of the teachers and the Distance 

Education Attitude Scale developed by Ağır (2007) to determine distance education attitudes. The 

scale items consisting of two sub-dimensions and twenty-one items, namely Advantages of Distance 

Education and Limitations of Distance Education, were scaled in a five-point Likert type (1-Strongly 

Disagree, 2-Disagree, 3-Undecided, 4-Agree, 5-Strongly Agree). The minimum and maximum points 

that can be obtained for the scale are 14-70 for the "Advantages of Distance Education" sub-

dimension, 7-35 for the "Limitations of Distance Education" sub-dimension, and 21-105 for the whole 

scale. The high score obtained from the UETT indicates that the attitude towards distance education is 

high. In contrast, the low score obtained indicates that the attitude towards distance education is low. 

The Cronbach Alpha reliability coefficient was calculated as 0.84 in the development study of 

UETT developed by Ağır (2007). Although the target audience was teachers during the initial 

development, the reliability and validity analyses for the scale were repeated in this study. As a result 

of the reliability analysis, the Cronbach Alpha coefficient was found to be 0.88 for the sub-dimension 

"Advantages of Distance Education," 0.83 for the "Limitations of Distance Education" sub-dimension, 

and 0.85 for the whole scale. According to Büyüköztürk (2016), the reliability coefficient of the 

measurement tools used to measure psychological constructs has values of 0.70 and above, which is an 

indication that the scale scores are sufficient for reliability. In this context, it can be said that the scale 

is reliable since all the determined values are higher than the specified critical value. The first level 

Confirmatory Factor Analysis (CFA) result, which was conducted to examine the validity of the scale 

revealed χ2/df=1.66, GFI=0.89, CFI=0.93, TLI=0.92, PNFI=0.71, RMSEA=0.05 and SRMR=0.08; 

The second level DFA result was found to be χ2/sd=1.67, GFI=0.89, CFI=0.93, TLI=0.92, PNFI=0.71, 

RMSEA=0.05 and SRMR=0.08. These values calculated for DFA are a good fit and an acceptable fit 

in the extent of the values determined by the researchers for other indices except for the GFI value 

(Baumgartner & Homburg, 1996; Çerezci, 2010; Hu & Bentler, 1999). For this reason, it can be said 

that the two-dimensional structure of UETT is valid within the scope of this study. 

In acquiring qualitative data, a semi-structured interview form consisting of open-ended 

questions prepared by the researchers was used. In the first part of the interview form, there are 

questions about the demographic information of the teachers participating in the research. In the 

second part, there are seven questions to determine the teachers' opinions about distance education. 

The questions were prepared separately by the researchers in line with the results obtained from the 

quantitative data and the literature review on distance education, and then they were evaluated 

together. The questions on which a consensus was reached were finalized with the opinions of two 

field experts, and an interview form consisting of seven open-ended questions was created. 

Researchers preferred open-ended questions as they allow the researchers to handle the research 
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problem with a flexible approach and to obtain in-depth information about the subject and 

phenomenon (Yıldırım & Şimşek, 2018). 

Data Collection Process 

Data collection for the research was carried out in January of the 2020-2021 academic year for 

quantitative data and in May for qualitative data.  The researchers collected the data through Google 

Forms, created from the questions in the scale and interview forms.  The answers given to the 

interview form were recorded with the Adobe Acrobat Reader program to prevent data loss. 

Analysis of Data 

Before proceeding to the quantitative data analysis, all data were checked to eliminate 

potential errors in the obtained data, and no erroneous data was found. Within the scope of the main 

problem of the study, descriptive statistics were calculated for the sub-dimension and total scores of 

UETT to determine the attitude levels of teachers working in Vocational and Technical Anatolian 

High Schools towards distance education studies. The standard arithmetic means, median, mode, 

minimum and maximum values were calculated by dividing the arithmetic mean, standard deviation, 

sub-dimension, and total scores by the number of items. Evaluation between 1.00-1.80 “I strongly 

disagree,” between 1.80-2.60 “Disagree,” between 2.60-3.40 “I am undecided,” between 3.40-4.20 

“Agree,” Between 4.20 and 5.00 “Strongly Agree” format. 

The sub-dimensions and total scores of the UETT were compared in terms of gender, 

educational status, being a vocational or culture course teacher, and professional seniority. For this, 

comparison tests were used. 11-15 years” and “16-20 years” groups, whose data will be compared, 

were combined as “11-20 years” because they had less than 30 data. 

In comparison tests, skewness and kurtosis values of the data and Shapiro-Wilk W Test results 

were evaluated for the normality test (Hair, 1998). Kim (2013) stated that the skewness and kurtosis 

values were ±1.96 in sample sizes up to 50. It is recommended to directly look at the skewness and 

kurtosis coefficients in cases greater than ±3,29 and 300 and between 50 and 300. In absolute value, it 

is expected that the skewness should not exceed 2, and the kurtosis should not exceed 7. In this 

direction, the sub-dimension and total score of UETT were examined for normality. Skewness and 

kurtosis values and Shapiro-Wilk W Test, respectively, according to the subgroups to be tested. The 

normality assumption was met for the subgroups in terms of both skewness and kurtosis values and 

normality tests. For this reason, parametric tests were used to analyze the data. 

Qualitative data were analyzed by the descriptive analysis method because the themes that 

would form the basis of the research were determined beforehand. The results obtained from the 

quantitative data and the themes revealed by the research questions obtained through the literature 

review on distance education are given in Figure 1. 
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Figure 1. Quantitative results and themes obtained through literature review 

The findings obtained with the descriptive analysis carried out with the themes in Figure 1 

were supported by direct quotations from the participants' views. Moreover, they were examined and 

interpreted, and qualitative research results were reached. Yıldırım and Şimşek (2018) stated that the 

descriptive analysis of qualitative data could be organized according to the themes revealed by the 

research questions or by considering the questions used in the interview process. It also emphasizes 

that direct quotations can be used frequently to reflect the participants' views strikingly and enrich the 

descriptions. The reliability of the research was carried out by comparing the coding made by the 

researchers. In the reliability study, Reliability = Consensus / Consensus + Disagreement formula was 

used (Miles & Huberman, 1994). The mean reliability of all encodings is 92%. 

FINDINGS 

This section includes the findings obtained from the quantitative data, the qualitative data, and 

the comparison of the quantitative and qualitative data. 

Quantitative Findings on the Attitudes and Opinions of Teachers Working in Vocational 

and Technical Anatolian High Schools towards Distance Education Studies 

The descriptive statistics results of the attitudes and sub-dimension scores of teachers working 

in Vocational and Technical Anatolian High Schools towards distance education are presented in 

Table 1. 

Table 1. Descriptive Statistics Results of Attitudes and Sub-Dimension Scores towards Distance 

Education 

 x SS. Std. x Median Mode Min. Max. 

Advantages of Distance Education 35,898 9,801 2,564 36,000 37,000 14,000 64,000 

Limitations of Distance Education 26,193 5,864 3,742 27,000 28,000 7,000 35,000 

Distance Education Attitude 51,705 12,018 2,258 52,000 51,000 21,000 86,000 

 

When Table 1 is examined, it is seen that teachers disagree with the view that distance 

education has advantages (X=35,898) and that distance education has limitations (X=26,193).  It can 
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be said that the general tendencies towards distance education are harmful because the teachers' 

attitudes towards distance education (X= 51,705) are below the medium level. 

The t-test was used to examine whether the teachers' attitudes towards distance education 

differed significantly according to the gender variable, and the test results are presented in Table 2. 

Table 2. T-Test Results of Attitudes towards Distance Education and Sub-Dimensional Scores by 

Gender 

 Gender N x t sd p Cohen d 

Advantages of Distance Education Male 84 37,643 2,028 242 0,044* 0,273 

Female 160 34,981     

Limitations of Distance Education Male 84 26,881 1,456 214,259 0,147  

Female 160 25,831     

Distance Education Attitude Male 84 52,762 0,995 242 0,321  

Female 160 51,150     

* There is a significant difference at the p < 0.05 level. 

As a result of the t-test performed according to Table 2, the limitations of distance education 

(t(214,259) = 1.456; p > 0.05) sub-dimension scores and distance education attitude scores of male and 

female teachers (t(242) = 0.995; p > 0, 05), while there was no significant difference in the sub-

dimension of the advantages of distance education (t(242) = 2.028; p < 0.05).  This difference has a 

small effect (Cohen d = 0.273).  When the arithmetic averages for the sub-dimension of the advantages 

of distance education were examined, it was seen that the arithmetic averages of female teachers 

(x=37,643) were higher than the arithmetic averages of male teachers (x=34,981).  In line with these 

data, the differentiation in the sub-dimension of the advantages of distance education is in favor of 

female teachers. 

The t-test was used to examine whether the teachers' attitudes towards distance education 

differed significantly according to the variable of educational status, and the test results are presented 

in Table 3. 

Table 3. T-Test Results of Attitudes towards Distance Education and Sub-Dimensional Scores by 

Educational Status 

 Instructor Level  N x t sd p d 

Advantages of Distance Education  Undergraduate 189 35,963 0,193 242 0,847  

Graduate 55 35,673     

Limitations of Distance Education  Undergraduate 189 25,794 -1,982 242 0,049* -0,304 

Graduate 55 27,564     

Distance Education Attitude Undergraduate 189 52,169 0,981 74,433 0,330  

Graduate 55 50,109     

* There is a significant difference at the p < 0.05 level. 

As a result of the t-test performed according to Table 3, the advantages of distance education 

in the scores of undergraduate and graduate teachers (t(242) = 0.193; p > 0.05) and distance education 

attitude score (t(74,433) = 0.981; p > 0.05), a significant difference was found in the sub-dimension of 

the limitations of distance education (t(242) = -1,982; p < 0.05).  This difference has a small effect 

(Cohen d = -0.304). When the arithmetic averages for the limitations of distance education sub-

dimension, where there is a significant difference, were examined, it was seen that the arithmetic 

averages of undergraduate teachers (x=25,794) were lower than the arithmetic averages of graduate 

teachers (x=27,564). According to these data, the differentiation in the sub-dimension of the 

limitations of distance education is in favor of graduate teachers. 

Whether there is a significant difference between teachers' attitudes towards distance 

education according to the variable of being a vocational or culture lesson teacher was examined with 

the t-test, and the test results are presented in Table 4. 
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Table 4. T-Test Results of Attitudes towards Distance Education and Sub-Dimensional Scores 

According to Being a Vocational or Cultural Lesson Teacher 

 Branch Type N x t sd p d 

Advantages of Distance Education  Vocational Course 143 35,531 -0,693 242 0,489  

Culture Lesson 101 36,416     

Limitations of Distance Education  Vocational Course 143 26,427 0,741 242 0,460  

Culture Lesson 101 25,861     

Distance Education Attitude Vocational Course 143 51,105 -0,928 242 0,354  

Culture Lesson 101 52,554     

* There is a significant difference at the p < 0.05 level. 

As a result of the t-test performed in Table 4, the advantages of distance education (t(242) = - 

0.693; p > 0.05), the limitations of distance education (t(242) = 0.741; p > 0.05) in the scores of 

vocational and culture lesson teachers ) sub-dimension scores and distance education attitude scores 

(t(242) = -0.928 ; p > 0.05) were not found to be significantly different. 

In order to test whether the attitude levels of teachers towards distance education show a 

significant difference according to the variable of professional seniority, teachers' attitude levels were 

determined according to their years of seniority.  Then, a one-way analysis of variance (One-way 

ANOVA) of independent groups was used to compare whether the differences between the means in 

the seniority variable were significant.  The analysis of variance, which was carried out to compare the 

descriptive statistical results of teachers' attitude levels according to their years of seniority, and 

whether the differences between the averages seen in the seniority variable are significant or not, are 

presented in Table 5. 

Table 5. Descriptive Statistics of Attitudes towards Distance Education and Sub-Dimensional 

Scores by Seniority and One-Way Analysis of Variance Results 

 Years of 

Seniority 

N x Standard 

Deviation 

 
F p Difference 

Advantages of 

Distance Education  

Limitations of 

Distance Education  

0-5 45 37,667 10,041 Between 

Groups 

2,719 0,045* 0-5 > 20 and 

above, 6-10 > 

20 and above 

6-10 65 37,354 8,834 In-group    

11-20 55 36,273 10,477 Total    

20 and over 79 33,430 9,619     

Distance Education 

Attitude 

Advantages of 

Distance Education  

0-5 45 27,044 4,913 Between 

Groups 

1,582 0,194 - 

6-10 65 24,877 5,859 In-group    

11-20 55 26,491 5,231 Total    

20 and over 79 26,582 6,658     

Limitations of 

Distance Education  

0-5 45 52,622 12,876 Between 

Groups 

2,789 0,041* 6-10> 20 and 

above 

6-10 65 54,477 10,194 In-group    

11-20 55 51,782 12,261 Total    

20 and over 79 48,848 12,328     

 

When Table 5 is examined, the teachers with 0-5 years of seniority have the highest average in 

the sub-dimensions of the advantages of distance education and the limitations of distance education. 

The teachers with the highest average of 6-10 years of seniority are found in the total score of distance 

education attitude. In the advantages of distance education sub-dimension and the total score of 

distance education attitude, teachers with a seniority year of 20 and above have the lowest average. In 

contrast, teachers with a seniority year of 6-10 have the lowest average in the limitations of distance 

education sub-dimension. While there is a difference in the advantages of distance education sub-

dimension (F(3,240)=2.719; p < 0.05) and the total score of distance education attitude 

(F(3,240)=2.789; p < 0.05), the limitations of distance education sub-dimension (F(3,240) )=1.582; p > 

0.05) had no significant difference.  These differences in distance education advantages sub-dimension 

(η2= 0.033) and distance education attitude total score (η2= 0.034) have a small effect. As a result of 
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the post-hoc comparison tests, two differentiations were determined in the sub-dimension of the 

advantages of distance education. In the first of these, it was observed that there was a significant 

difference between teachers with 0-5 years of seniority and 20 years and above in favor of teachers 

with 0-5 years of seniority. The other differentiation in this sub-dimension was 6-10 among teachers 

with a seniority year of 6-10 and teachers with a seniority year of 20 and above. 

Qualitative Findings Regarding Their Views on Distance Education Studies 

The findings regarding the teachers' views on the effects of distance education on the students' 

academic achievement are presented in Table 6. 

Table 6. Teachers' views on the effects of distance education on students' academic achievement 

Theme  Codes  N % 

Student Academic 

Success  

 

Negative   

Negative and unhelpful (T2, T4, T6-7, T9, T12-14, T16, 

T18-20, T22-23, T25, T28-30, T32, T34-40, T42) 
27 

34 79,1 
It reduces the success of uninterested students (T17, T27, 

T31, T33, T39, T41, T43) 
7 

Positive 

Opportunity for the conscious and willing student.  (T2, T12, 

T17, T25-26, T31, T33, T39, T41) 
9 

16 37,2 
It affects positively.  (T1, T5, T8, T10-11) 5 

It provides self-discipline.  (T3, T21) 2 

 

In Table 6, the highest number of codes related to the adverse effects of distance education on 

the student's academic success and not providing any benefit were formed. Another code is that it 

reduces the success of irrelevant students. In addition, the most positive codes are the ones that express 

the opportunity for conscious and willing students. In contrast, the other positive codes express a 

positive effect and provide self-discipline. T23 "Distance education reduces the academic success of 

students." T17 "It increases the success of the related student, but it is a complete evasion for the 

irrelevant student." T27 said, "The education level of the students who do not follow the courses 

regularly is decreasing." T8 "I think that goals and behaviors can be achieved with distance education. 

There will be positive effects on academic success." T3 expressed that "Distance education provides 

individual awareness and self-discipline."  

The findings regarding teachers' opinions regarding the evaluation of distance education in 

terms of education are presented in Table 7. 

Table 7. Teachers' views on the evaluation of distance education in terms of educational 

efficiency 

Theme  Codes N % 

Educational efficiency 

in distance education 

Inefficient (T1-2, T6, T8-12, T14-15, T17-18, T20-21, T23, T26-37, T40, 

T42-43) 
30 69,8 

It is productive if it is supportive and complementary to face-to-face education 

(T3, T5, T18, T21-22, T24, T38) 
7 16,3 

Efficient (T7, T13)  2 4,7 

Efficient for the relevant student (T25-26, T39) 3 7,0 

Better than no classes during the epidemic period (T1, T16, T41) 3 7,0 

 

In Table 7, it is seen that the majority of the teachers who participated in the research stated 

that they found distance education inefficient in terms of education and training efficiency. Few 

teachers express that distance education is efficient in terms of education. Some teachers also state that 

distance education will be productive if it supports and complements face-to-face education or if 

students are interested. However, it is seen that there are teachers' opinions expressing that distance 

education is better due to the epidemic period. T15 "In general, I find it inefficient, at least in terms of 

Vocational and Technical High Schools." T5 It cannot replace face-to-face education, but I think it 

should be used in the sense of support. T13 "The students need to repeat the subjects to continue the 

education." T25 expressed, "I think it is productive for those who pay attention and listen in an 
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environment where time can be used efficiently, away from a noisy classroom environment." While 

expressing his opinion, T41 mentioned, "Although it is not a substitute for face-to-face education, I 

have to say that it is better than nothing because it tries to meet the need during the epidemic period."  

The findings regarding the teachers' views on the positive aspects of distance education 

compared to face-to-face education are presented in Table 8. 

Table 8. Opinions on the positive aspects of distance education compared to face-to-face 

education 

Theme  Codes  N % 

Positive aspects 

compared to face-to-face 

education 

Being independent of the place (T2-3, T5, T9, T12-13, T15, T18, T22-

23, T25, T28, T30-31, T36-38, T41) 
18 41,9 

No time restrictions (T5-6, T9, T13, T15, T18, T22-23, T25, T27-28, 

T30-33, T36, T38, T41) 
18 41,9 

Saving time (T1, T3, T8, T12, T16, T19, T21, T26, T29, T42) 10 23,3 

Providing the opportunity to repeat (T12-13, T19, T27, T33) 5 11,6 

Being economical (T3, T6, T8, T18, T29) 5 11,6 

Providing flexibility (T1, T20-21, T34, T40, T43) 6 14,0 

Absence of in-class problems (T16, T25, T37) 3 7,0 

 

In Table 8, it is seen that the majority of the teachers participating in the research expressed 

the opinion that distance education is independent of place and has no time restrictions compared to 

face-to-face education. In addition, teachers stated that distance education saves time, provides 

repetition opportunities, is economical, flexible, and does not have in-class problems, which are 

positive aspects of distance education compared to face-to-face education. T2 "It can be an advantage 

for the student who will not be able to attend school, education can be provided without the restriction 

of space, and the benefits of the digital environment in terms of resources are quite high." T32 

"Although I do not see any positive aspects of distance education compared to face-to-face education, 

I can say that it is independent of time." T3 "It saves time. It emphasizes individual discipline. It is 

wide-ranged. It is economical." T35 said, "We could not actively use the smart boards in our 

classrooms due to lack of internet or weak internet. In distance education, we can share many activities 

with students. Since we can enrich the lesson more visually, it can provide effective learning. Also, in 

terms of my lesson, we can solve more questions in one lesson." T19 expressed an opinion. "Repeating 

the missing lessons and saving time for exam preparation." T6 "Being economical and time." T42 

"Positive in terms of flexibility, time management, resource diversity" and T16 "I had the opportunity 

to show and solve more questions. In addition, since there were no student problems encountered in 

the classroom, I had the opportunity to teach more comfortably". 

The findings regarding teachers' views on the negative aspects of distance education compared 

to face-to-face education are presented in Table 9. 

Table 9. Opinions on the negative aspects of distance education compared to face-to-face 

education 

 Theme  Codes N % 

Negative aspects 

compared to face-

to-face education- 

Limited interaction and communication difficulties (T1-2, T4, T7-8, T12, 

T14-15, T17-18, T21-22, T25-26, T28-29, T31-32, T35-37, T39-40, T42) 
24 55,8 

Difficulties and lack of seriousness in providing motivation (T3, T6, T8, T12-

16, T19, T21, T27, T30, T40-42) 
15 34,9 

No attendance obligation and insufficient participation (T1, T3, T8, T13, T21, 

T24, T26-28, T34, T41, T43) 
12 27,9 

Failure to provide equality of opportunity (T6-8, T12, T24-25, T38, T42) 8 18,6 

Not suitable for applied courses (T3, T7, T10-11, T20-21, T23, T37) 8 18,6 

Inability to meet the need for socialization (T7, T11-12, T14, T33, T41) 6 14,0 

Experiencing difficulties in measurement and evaluation (T2, T12, T15, T27, 

T34) 
5 11,6 

Interruption of the lesson due to connection problems (T12, T24-25, T35) 4 9,3 
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In Table 9, it is seen that the majority of the teachers who participated in the research stated 

that distance education has limited interaction and communication difficulties, difficulties in providing 

motivation, lack of seriousness, and lack of attendance. Insufficient participation has negative aspects 

compared to face-to-face education. In addition, teachers stated that distance education does not 

provide equality of opportunity, is not suitable for applied lessons, cannot meet the need for 

socialization, difficulties in measurement and evaluation, and interruption of the lesson due to 

connection problems are the negative aspects of distance education compared to face-to-face 

education. T29 "I do not think that education can be possible without eye contact seeing all the 

students in three dimensions. Maybe limited teaching activity can be realized. However, education is 

something very different. It is necessary to touch the student. Body language remains disabled in 

distance education." T15 "The student had difficulties in motivation, and I think this was the most 

negative aspect. When motivation and desire were low or absent, education continued incompletely. In 

the online classroom environment, student-teacher interaction did not occur one-to-one. What and how 

much the student has learned could not be measured exactly by distance education." 

T21 said, "Student participation rates are meager, student motivation is shallow, no 

application can be made, no feedback." T10 "I do not think the students can have sufficient 

professional skills with only theoretical knowledge." T11 "Applied subjects cannot be done. It 

includes handicaps in matters such as personal health and socialization." T15 said, "The student had 

difficulties in motivation, and I think this was the most negative aspect. When motivation and desire 

were low or absent, education continued incompletely. In the online classroom environment, student-

teacher interaction did not occur one-to-one. What and how much the student has learned could not be 

measured exactly by distance education."  

The findings regarding the teachers' opinions regarding the difficulties encountered in distance 

education lessons are presented in Table 10. 

Table 10. Opinions about the difficulties encountered in the courses held with distance education 

Theme  Codes  N % 

Difficulties 

encountered 

Students not attending classes (T1, T3-9, T12-14, T17-19, T21-33, T36-38, T41) 31 72,1 

Students being indifferent (T2-4, T9, T19-21, T23, T27, T29-30, T33, T36, T39-

40) 
15 34,9 

EBA or internet-related connection problems (T9, T12, T16, T20-21, T24, T33, 

T35-36, T38, T41) 
11 25,6 

Not being able to practice in vocational courses (T6-8, T10-11, T15, T37, T43) 8 18,6 

Difficulty following and controlling the student during the lesson (T1, T7, T16, 

T40, T42) 
5 11,6 

 

In Table 10, it is seen that the majority of the teachers participating in the research stated that 

the most common difficulty encountered in distance education courses is that the students do not 

attend the courses.  In addition, the teachers stated that they encountered difficulties such as students 

being indifferent, problems related to EBA or internet connection, not being able to practice in 

vocational courses, and being difficult to follow and control the students during the course.  T1 "Not 

all of the children have their room, and because we do not have the cameras turned on due to the 

family environment, I have difficulty in monitoring the student control and whether they can attend the 

lesson, and I can also say that the participation rate is low compared to the face-to-face lesson." T2 

"The biggest problem is the indifference of the student." T38 expressed an opinion "Students attended 

the class with only grade anxiety, but they did not listen to the lesson by paying attention.  Apart from 

that, connection and internet problems were a serious problem." While expressing an opinion, T11 

said, "We had difficulties in practical matters that needed to be done in the workshop environment."   

The findings regarding teachers' opinions on whether distance education provides an equal 

opportunity or not are presented in Table 11. 
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Table 11. Teachers' views on whether distance education provides equal opportunities or not 

Theme Distance 

Education 

 Codes  N % 

Whether it 

provides equal 

opportunity or 

not 

It does not 

provide equal 

opportunity 

Not every student has sufficient technological equipment 

(computer, tablet, internet connection, etc.) (T1, T3-5, T7, T9, 

T12-13, T15-16, T18-19, T21-30, T32-42) 

32 74,4 

Presence of regions without internet infrastructure (T2-3, T10, 

T16, T29, T37, T39) 
7 16,3 

Lack of suitable home environment for every student (T28, T36) 2 4,7 

Lack of support from some parents (T10, T34) 2 4,7 

Provides equal 

opportunity 

For those who have the opportunity (T6, T8, T12, T31) 4 9,3 

No time and place restrictions (T14, T24-25) 3 7,0 

 

In Table 11, it is seen that the teachers participating in the research expressed many different 

opinions on whether distance education provides an equal opportunity or not. Most teachers stated that 

distance education does not provide equal opportunity because each student does not have sufficient 

technological equipment (computer, tablet, internet connection, etc.). In addition, teachers stated that 

distance education does not provide equal opportunities because there are regions without internet 

infrastructure. Distance education has no suitable home environment for each student, and some 

parents do not support them. Few teachers stated that distance education provides an equal opportunity 

because it removes the time and constraints of those who have the opportunity. T1 "I do not think it 

provides access to the internet. It does not provide equality of opportunity due to the high number of 

children studying in the family, the number of tablets, computers, and the distance education 

equipment of the school and corporate culture of the teacher." T39 "It does not provide; I still have 

students who have internet problems and cannot attend my class." T8 expressed, "It provides a great 

deal, but parents have great responsibilities here. Due to financial impossibilities, there are difficulties 

with internet subscription and device supply." T25 "If the opportunities are equal, yes, it provides. 

Those who need to take private lessons because of illness or disability can easily attend common 

lessons. However, if the opportunities are not equal, it is impossible to discuss equality of 

opportunity." T28 "It does not provide because there are families without internet infrastructure, 

phones, tablets, and computers. Those with two rooms and five siblings do not even have a place to 

study. Moreover, T10 said, "No, due to infrastructure problems, irresponsible behavior of students and 

parents, no attendance obligation, no anxiety about failing in the classroom."  

Most teachers (81%) stated that teacher motivation was low regarding teacher and students' 

motivation in distance education. A large majority (93%) stated that student motivation was low and 

focused on the reasons for this low motivation. For this reason, in line with the answers received from 

the teachers, it was tried to determine the teachers' opinions about the factors that reduce the 

motivation of teachers and students in distance education. The teachers' views on the factors that 

decrease teacher motivation in distance education are presented in Table 12. The teacher's views on 

the factors that decrease student motivation in distance education are presented in Table 13. 

Table 12. Teachers' views on the factors that reduce teacher motivation in distance education 

Theme  Codes  N % 

Factors that reduce 

teacher motivation 

Low student participation (T4, T9-10, T13, T17-19, T21, T23, T28, T30, T34, 

T36-38, T41, T43) 
17 40 

Lack of student desire and motivation (T2, T4, T11, T15, T21-23, T26, T29, T31, 

T35-36, T38, T40) 
14 33 

Inadequacy of student interaction and communication (T1, T3, T8, T12, T40) 5 12 

 

In Table 12, it is seen that some of the teachers who participated in the research (40%) stated 

that the low student participation, and some (33%) stated that the lack of student desire and motivation 

is the factor that reduces the motivation of the teachers. In addition, teachers stated that the lack of 

student interaction and communication in distance education and the lack of equipment students had 

reduced their motivation. T9 “There is no student participation. This affected the motivation 

negatively.” T21 “The low participation rate and motivation of the students in the lessons also reduce 
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our motivation. However, the feeling of being helpful to even to a student and being able to teach 

something naturally increases my motivation.”  and T12 “I could never be, because student cameras 

are not compulsory, so it is completely unclear whom we are dealing with. In addition, there is a 

process that cannot be reciprocal but turns into narration over time. This affects the willingness to 

teach and the motivation to the lesson very negatively.”    

Table 13. Teachers' views on the factors that decrease student motivation in distance education 

Theme  Codes  N % 

Factors that reduce 

student motivation 

The examination and passing system are easy (T4, T9, T13, T18-19, T23, T27, 

T40) 
8 19 

Participation is not compulsory (T4, T16-18, T23, T40) 6 14 

Distance education being a new method for students (T5, T8, T26) 3 7 

 

In Table 13, it is seen that some of the teachers who participated in the research (19%) stated 

that the examination and passing system is easy, and some (14%) stated that the fact that it is not 

compulsory to attend the classes is the factor that reduces the motivation of the students.  In addition, 

teachers stated that distance education being a new method for students is the factor that reduces 

students' motivation.  T4 “Students do not have to attend the course; It is not motivated to distance 

education for reasons such as the convenience of the exam passing system. Even the student who has 

the opportunity prefers not to participate.”  T9 “Students were often reluctant to attend classes.  There 

were just and unjust reasons.  Especially the perception that everyone will pass the classes affected 

this motivation even more.”  T26 said, “Distance education is a newly implemented system and I think 

it has some shortcomings.  For this reason, I think that the desired motivation is not experienced in the 

students.  With the effect of the process we are in, students have moved away from the lessons 

psychologically.  Since the beginning of the year, class participation has gradually decreased and in 

some classes, I often teach with a student.  As such, low motivation became a serious problem.  Apart 

from that, students who already have responsibility and succeed continued in distance education with 

the same effect.”   

The findings regarding the opinions of the teachers regarding the activities that can be done to 

carry out distance education more effectively are presented in Table 14. 

Table 14. Teachers' views on the work that can be done to make distance education more 

effective 

Theme  Codes  N % 

Recommendations 

for effective distance 

education 

Class attendance should be made compulsory (T1-2, T5, T8-10, T12, T14-15, 

T17, T21, T24, T26-28, T30-31, T37-39, T41) 
21 48,8 

Students and teachers' hardware (computer, internet connection, etc.) 

deficiencies should be eliminated (T9-11, T13, T19-20, T23, T26, T31, T35, 

T40-42) 

13 30,2 

Parents should be made aware of distance education and cooperation should be 

established with parents (T6, T10, T12, T14-15, T20, T22, T24) 
8 18,6 

An effective measurement and evaluation system should be established (T1-2, 

T10, T12, T19, T21, T25, T27) 
8 18,6 

Internet network and EBA system technical infrastructure should be 

strengthened (T3, T8, T10-11, T35, T40-41) 
7 16,3 

Everyone should have easy access to distance education (T4, T15-16, T18, T23, 

T25) 
6 14,0 

Rich course content and materials should be prepared.  (T3, T25, T33, T37) 4 9,3 

It should be ensured that the cameras of the students are on (T31, T36, T39) 3 7,0 

It should be supported by face-to-face training (T28, T33) 2 4,7 

 

Table 14 shows that teachers participating in the research mostly have to attend the course for 

effective distance education studies, eliminate the lack of equipment (computer, internet connection, 

etc.) of students and teachers, raise awareness of parents about distance education, ensure cooperation 

with parents, provide a practical assessment and evaluation system, strengthening the internet network 
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and EBA system infrastructure, and providing easy access to distance education for everyone. In 

addition, the teachers made suggestions to prepare rich course content and materials for good distance 

education, to ensure that the cameras of the students are on, to be supported face-to-face education, be 

carried out with a small number of students, to provide training to teachers about distance education, 

and to reduce the lesson hours and curriculum. T2 “The attendance requirement should be stipulated, 

and the exams should be done with distance education.”  T31 “Equal opportunities should be provided 

to all students. First of all, one or two tablets should not be distributed, but as many tablets are 

missing, the need for the internet should be met. If these opportunities are provided, attendance should 

be mandatory, and it should be mandatory for the student to open his/her camera.”  T10 “There should 

be sanctions for all students to participate. Exams should not be done to get a grade in the system, and 

attendance should be mandatory. First of all, the infrastructure of distance education should be 

strengthened. 90% of our students have internet problems. Parents should also feel more responsible.” 

T19 said, “There must be an effective evaluation and grading system. In addition, everyone should be 

provided with equal internet and computer opportunities.” 

RESULTS AND CONCLUSIONS  

A detailed analysis of the attitude levels of Vocational and Technical Anatolian High School 

teachers towards distance education studies and whether these levels differ in terms of various 

variables (gender, education status, being a vocational or cultural course teacher, professional 

seniority) and the possible opinions of teachers that cause these attitudes. It is seen that the data 

obtained from quantitative quality research directly affects the reliability and validity of the study. 

It has been concluded that the teachers disagree with the view that distance education has 

advantages and that they have the view that distance education has limitations. This result explains 

teachers' opinions about the negative aspects of distance education studies compared to face-to-face 

education, the difficulties they encounter in distance education studies, and the fact that distance 

education does not provide equal opportunities. Distance education, where most of the teachers are 

taught, has limited interaction and communication difficulties, difficulties in providing motivation, 

lack of seriousness, lack of attendance and insufficient participation, not providing equal 

opportunities, not being suitable for applied lessons, not meeting the need for socialization, difficulties 

in measurement and evaluation, connection problems and interruption of the lesson. That distance 

education has negative aspects compared to face-to-face education; It has been determined that 

students have stated that they encounter difficulties such as not participating in the classes, being 

uninterested in the students, connection problems originating from EBA or the internet, not being able 

to practice in vocational courses and being difficult to follow and control the student during the lesson. 

In addition, teachers think that distance education does not provide equality of opportunity because 

each student does not have sufficient technological equipment (computer, tablet, internet connection, 

etc.), there are regions without internet infrastructure, there is no suitable home environment for 

distance education for every student, and some parents do not support them. The negative aspects of 

distance education studies obtained from qualitative data compared to face-to-face education, the 

difficulties they encounter in distance education studies, and the fact that distance education does not 

support equal opportunities, the conclusion that distance education has limitations obtained from 

quantitative data. In the literature, some results coincide with this result. The limitations of distance 

education are limiting students' socialization, difficulty in communication, having various obstacles in 

practical learning, deficiencies in self-learning, being dependent on infrastructure and communication 

technologies (Kaya, 2004), and experiencing disciplinary problems (Bolliger & Wasilik, 2009). In 

addition, one of the most important limitations is the cost of the installation system required for 

distance education (Bakioğlu and Can, 2014; Bolliger and Wasilik, 2009). However, in the study 

conducted by Cabı (2018), it is possible for students to re-watch and read the material recorded with 

distance education without the concept of time and space, according to their learning process, to be 

included in the learning process at any time without the obligation to attend and to be able to use them 

simultaneously in environments where the number of students is high. It has been determined that the 

same education provides equal opportunities and is the advantage of distance education. 
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According to the gender variable, while there was a difference in favor of women in the sub-

dimension of the advantages of distance education for teachers, no difference was found in the sub-

dimension of the limitations of distance education. While a difference was found in favor of graduate 

teachers in the limitations of the distance education sub-dimension according to the educational status 

variable, no difference was found in the advantages of the distance education sub-dimension. No 

significant difference was found in the sub-dimensions of the advantages and limitations of distance 

education according to the variable of being a vocational or culture teacher. According to the variable 

of professional seniority, while no significant difference was found in the sub-dimension of the 

limitations of distance education, in the sub-dimension of the advantages of distance education, in 

favor of teachers with 0-5 years of seniority, among teachers with a seniority year of 0-5 and seniority 

of 20 and above;  It has been determined that there is a difference in favor of teachers with 6-10 years 

of seniority between teachers with a seniority of 6-10 and teachers with a seniority of 20 and above. 

It has been determined that teachers' attitude towards distance education is below the medium 

level. Based on this finding, it can be said that the general tendencies of teachers towards distance 

education are negative. It can be thought that the teachers' previous experience of distance education 

and, therefore, the lack of knowledge about distance education is effective in reaching such a result. 

As a matter of fact, in the study conducted by Ağır (2007), it was concluded that there is a significant 

relationship between teachers' attitudes towards distance education and their level of knowledge about 

distance education and that teachers who know distance education have more positive attitudes 

towards distance education. Studies that overlap with the results of the current study have been found 

in the literature (Akpınar, 2004; Moçoşoğlu & Kaya, 2020; Ülkü, 2018). Ülkü (2018) found that 

teachers' attitudes towards distance education were moderate but more damaging, whereas Akpınar 

(2004) found that teachers gave less importance to distance education than face-to-face education. 

Similarly, Moçoşoğlu and Kaya (2020) concluded in their study that teachers' attitude levels 

towards distance education are low. However, in some studies conducted in the literature, some results 

do not overlap with the current research results. In the studies conducted, Ağır (2007) found that 

teachers' attitudes towards distance education were moderate and positive;  Kocayiğit and Uşun (2020) 

stated that teachers' distance education attitude mean scores are at a "high" level;  Ergin (2010) states 

that teachers' perceptions of distance education are slightly above the moderately positive point of 

view;  Suer (2005) positive attitudes of instructors towards distance education;  Dundar (2017) 

determined that the academic and administrative staff working at the university have a positive and 

slightly above average attitude towards distance education. Smidt (2014) concluded that pre-service 

teachers developed a positive attitude towards distance education, mainly because of their flexibility. 

Similarly, there are studies in which opinions about distance education are close to positive (Horzum, 

2003; Kuşkonmaz, 2011). 

In order to reveal the reasons for teachers' negative attitudes towards distance education, the 

advantages and limitations of distance education were evaluated by evaluating the sub-dimensions of 

"student academic success," "efficiency of education," "positive and negative aspects compared to 

face-to-face education," "difficulties encountered," and "equal opportunity ."It is seen that the opinions 

of teachers support this finding within the framework of the themes of "do not provide the students," 

"motivation of teachers and students," and "recommendations for effective distance education." 

Expressing that the teachers negatively affect the academic success of the students, do not 

provide benefits, and decrease the success of the uninterested students; In addition, it has been 

determined that distance education is an opportunity for conscious and willing students has a positive 

effect on student success and provides self-discipline. In the study with teachers, Cabı (2018) found 

that students with high motivation towards learning are more successful in distance education; 

Demirkan, Bayra, and Baysan (2016) concluded that students who regularly follow their courses 

benefit more from distance education. 

It has been determined that teachers find distance education inefficient in terms of education 

and training efficiency. It has been determined that very few teachers believe that distance education is 
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efficient in terms of education, and some teachers state that distance education will be productive if it 

is supportive and complementary to face-to-face education or if students are interested. In the literature 

study conducted with vocational school students, students evaluated the distance education system as 

an unsuccessful and inefficient application (Hakkari, 2018). In addition, Pınar and Akgül (2020) found 

that teacher candidates evaluate distance education applications as helpful and an excellent alternative 

to staying away from education during the Covid-19 pandemic. 

It has been determined that the majority of the teachers have expressed the opinion that 

distance education has positive aspects compared to face-to-face education, as it is independent of the 

place and does not have time constraints, saves time, provides repetition opportunities, is economical, 

flexible and does not have in-class problems. In the study conducted by Cabı (2018), it has been 

determined that the most positive aspects are the reduction of the workload of the teachers' thanks to 

the pre-prepared course contents, the systematic, planned, well-coordinated process, and the 

opportunity to learn at their own pace, independent of time and place. Hakkari (2018) determined that 

the positive aspects of distance education are that students can access notes and documents after live 

lessons, watch the lessons again whenever and wherever they want and attend classes comfortably at 

home without going to school. 

It has been determined that the majority of the teachers have expressed the opinion that limited 

interaction and communication difficulties, difficulties in providing motivation, lack of seriousness, 

lack of attendance, and insufficient participation are the negative aspects of distance education 

compared to face-to-face education. In addition, some teachers stated that distance education does not 

provide equality of opportunity, is not suitable for applied lessons, cannot meet the need for 

socialization, difficulties in measurement and evaluation, and interruption of the lesson due to 

connection problems are negative aspects of distance education compared to face-to-face education. 

This result of the research is similar to the results of the studies in the literature. In the study, Private 

Türküresin (2020) determined that students' learning is not permanent. The disadvantages of distance 

education are problems arising from measurement and evaluation, disciplinary problems, internet 

problems, system problems, and lack of interaction. Tuncer and Bahadır (2017) state that 

technological system-related problems negatively affect distance education. Cabı (2018), on the other 

hand, found in his study that teachers stated that it is positive and necessary to give lessons via 

distance education, but that the practical activities of the lessons can be done in face-to-face 

laboratories. 

It has been determined that the majority of the teachers have expressed the opinion that the 

students' non-participation in the lessons is the difficulty encountered in distance education lessons. In 

addition, it has been determined that teachers face difficulties such as students being uninterested, 

connection problems originating from EBA or the internet, not being able to practice in vocational 

courses, and being difficult to follow and control students during the course. In the study conducted by 

Cabı (2018), it was determined that the gradual decrease in the participation of the students in the live 

lesson was the most encountered, as well as the difficulty of giving text-based feedback and the 

limited student-instructor interaction. Kırmacı and Acar (2018) determined that students experience 

internet access problems in distance education and low participation rates due to technical 

inadequacies. The most important reason students do not use the distance education system is that they 

do not have internet access (Gülnar, 2008). Hakkari (2018) determined that students could not attend 

live classes due to technical problems arising from the system, not having the necessary tools, and not 

having sufficient technological knowledge. For students to benefit from distance education 

applications at the desired rate, it is essential that they have internet access and that this access is 

unlimited (Er Türküresin, 2020). Karakus (2020) and Kan and Fidan (2016) stated that measurement 

and evaluation is an important problems in distance education applications; Sayan (2020) emphasized 

that activities such as laboratory and group work cannot be done in distance education applications, 

and distance education is not helpful in applied education. If all the studies are evaluated in general, it 

can be said that internet access is an essential factor in the effective implementation of distance 

education. 
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It has been determined that the majority of teachers have the opinion that distance education 

does not provide equal opportunities because each student does not have sufficient technological 

equipment (computer, tablet, internet connection, etc.). In addition, it has been determined that 

distance education does not provide equal opportunity because there are regions without internet 

infrastructure, there is no suitable home environment for distance education for every student, and 

some parents do not support it. This finding differs from Li, Zhou, and Fan's (2014) study. According 

to Li, Zhou, and Fan (2014), distance education is an essential tool in providing equality of 

opportunity in underdeveloped regions of China. The current study determined that a small number of 

teachers stated that distance education provides equality of opportunity because it removes time and 

places restrictions on those who have the opportunity. 

It was determined that the majority of the teachers stated that the motivation of teachers and 

students in distance education is low. The factors that decrease the motivation of the teachers are low 

student participation of the teachers, the lack of student desire and motivation, the lack of interaction 

and communication with the students, and the lack of equipment that the students have;  It has been 

determined that the fact that the exam and class passing system is easy, participation in classes is not 

compulsory and distance education is a new method for students are the factors that reduce the 

motivation of the students. In the literature, it is stated that teachers in distance education mainly 

cannot be motivated to the lesson, they cannot motivate the students, and they have difficulties in 

communicating with the students (Sayan, 2020);  There are findings that teachers should provide 

interaction between teacher and student by using different and new applications that will allow 

interactive communication (Moore & Kearsley, 2011) and that this student-teacher interaction 

significantly strengthens students' sense of belonging to the learning environment (Luo, Zhang, & Qi, 

2017). ). In addition, it is emphasized that the most critical factor that ensures student continuity and 

determines the level of student participation in distance education applications is motivation 

(Hrastinski, 2009). 

For the teachers participating in the research, it is mainly compulsory to attend the course for 

effective distance education studies, the equipment (computer, internet connection, etc.) deficiencies 

of the students and teachers are eliminated, the awareness of the parents about distance education, 

cooperation with the parents, the creation of a practical assessment and evaluation system, and the 

internet. It was determined that there were suggestions to strengthen the network and EBA system 

infrastructure and to ensure easy access to distance education for everyone. In addition, teachers have 

suggestions for preparing rich course content and materials for effective distance education, ensuring 

that students' cameras are open, supporting them with face-to-face education, carrying out with a small 

number of student groups, providing distance education training to teachers, and reducing course 

hours and curriculum. Distance education, which eliminates space and time limitations, has become a 

preferred method today with technology development. It had become compulsory during the period 

when face-to-face education was suspended due to the Covid-19 pandemic (Sayan, 2020). This 

situation has raised how distance education can be done more effectively. Sayan (2020) has 

determined that the instructors have opinions that distance education does not provide the 

effectiveness of face-to-face education. 

For this reason, it is thought that it is essential to consider the suggestions of stakeholders for 

effective distance education studies. The results of the studies in the literature support the findings of 

the current research. In the study, Cabı (2018) found that blended learning environments in which 

distance and face-to-face learning environments are used together are recommended by teachers. 

According to Niekerk and Webb (2016), an approach that combines face-to-face teaching and online 

learning has been significantly more effective than face-to-face or online teaching alone. However, 

Kırmacı and Acar (2018) emphasized that since compulsory distance education may cause problems 

for students who are inadequate in infrastructure, time, and space, even if the asynchronous delivery of 

the lessons cannot prevent the infrastructure problem, it may be an essential step in preventing time 

and space-based problems. 
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It has been determined that there is no difference in the level of teachers' attitudes towards 

distance education according to the variables of gender, educational status, and being a vocational or 

culture course teacher. According to the variable of professional seniority, it was concluded that the 

attitudes of teachers with a seniority of 6-10 years towards distance education were in favor of 

teachers with a seniority of 6-10 years among teachers with a seniority of 20 years and more. 

The study determined that the attitude levels of the teachers working in the Vocational and 

Technical Anatolian High School towards distance education studies did not differ according to the 

gender variable. In this case, it can be said that gender is not an influential factor in teachers' attitudes 

towards distance education. Many studies in the literature on teachers' attitudes towards distance 

education seem to support this finding (Ağır, 2007; Kocayiğit & Uşun, 2020; Moçoşoğlu & Kaya, 

2020; Ülkü, 2018). In Horzum's (2003) study, similar study, it was determined that the instructors' 

views about Internet Assisted Education did not significantly differ according to gender. Following the 

research results, Dündar (2017) found no significant difference in the distance education attitude 

scores of male and female employees of Anadolu University. Again, Begimbetova's (2015) study 

determined that the distance education satisfaction levels of male and female instructors working at 

Gazi University were close to each other. Similarly, in the study conducted by Kuşkonmaz (2011), it 

was determined that mobile learning perceptions did not create a significant difference between female 

and male teachers. Again, Ergin (2010) determined in the study that there was no significant difference 

in teachers' views on distance education according to gender. 

Similarly, in the study conducted by Gök (2011), it was determined that the general perception 

scores of the instructors towards distance education did not show a significant difference according to 

gender. However, in the literature, female teachers are more ready for distance education studies than 

male teachers (Alea, 2020), they have a more positive attitude (Doğan, 2020; Morante, 2017), and the 

level of attitude toward mobile learning is higher in female teachers than male teachers. Some studies 

concluded that the perceived difficulty in distance education is higher in female teachers than male 

teachers, and behavioral belief in male teachers is higher than in female teachers (Horzum, 2012). 

These results are not consistent with the present study. The reason for such differences in the research 

results reached in the literature on this subject may be that the research was conducted with different 

teacher groups at different places and times, or different measurement tools were used. 

The study determined that the attitude levels of the teachers working in Vocational and 

Technical Anatolian High Schools towards distance education did not differ according to the variable 

of educational status. In this case, it can be said that education status is not an influential factor in 

teachers' attitudes towards distance education. Many studies in the literature on teachers' attitudes 

towards distance education seem to support this finding (Ağır, 2007; Kocayiğit & Uşun, 2020; 

Moçoşoğlu & Kaya, 2020). One similar study (2017) found that academic staff's distance education 

attitude scores were close. Similarly, in the study of Begimbetova (2015), it was concluded that there 

was no significant difference in the satisfaction levels of Ahmet Yesevi and Gazi University lecturers 

according to their academic titles. Again, in the study conducted by Gök (2011), it was determined 

that the general perception scores of the instructors towards distance education did not show a 

significant difference according to their educational status. Unlike the research results, it was 

determined that there is a significant difference in the attitude levels towards distance education 

between master's graduate teachers and undergraduate teachers in favor of master's graduate teachers 

(Ülkü, 2018). In addition, in the study conducted by Kuşkonmaz (2011), it was observed that there 

was a significant difference in mobile learning perceptions among teachers according to the variable of 

educational status. Such differences in studies may be that the studies were applied to different sample 

groups. 

In the research, it has been determined that the attitude levels of the teachers working in 

Vocational and Technical Anatolian High Schools towards distance education studies do not differ 

according to the status of being a vocational or culture teacher. In this case, it can be said that being a 

vocational or cultural teacher is not an influential factor in teachers' attitudes towards distance 

education. In the studies conducted by Kocayiğit and Uşun (2020), Ülkü (2018), and Ağır (2007), in 
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the literature, it was concluded that the branch variable did not cause a significant difference in 

teachers' attitudes toward distance education. In Tekin's (2007) study, which is a similar study, it was 

determined that there was no difference in teachers' attitudes towards computers according to the 

branch variable. In the study conducted by Kuşkonmaz (2011), it was determined that there was no 

significant difference in mobile learning perceptions among teachers according to the branch variable. 

Similarly, in the study conducted by Ergin (2010), it was concluded that there was no 

significant difference in teachers' views on distance education according to the branch. However, 

Social Studies teachers had minor positive viewpoints compared to other branch teachers, and 

Information Technologies teachers had the most favorable view. Unlike the research result, Baek 

(2017) stated that the attitude toward mobile learning is higher in teachers working at the secondary 

education level than in teachers working at the primary school level. 

The research has been determined that there is a significant difference in the level of attitudes 

towards distance education studies between the teachers working at Vocational and Technical 

Anatolian High Schools with professional seniority of 6-10 years and those with professional seniority 

of 20 or more. It was determined that this difference favored teachers with 6-10 years of seniority. It 

can be thought that this result is because relatively young and experienced teachers with professional 

seniority of 6-10 years adapt more quickly to new teaching methods. In many studies in the literature, 

it has been determined that there are significant differences in the level of teachers' attitudes towards 

distance education studies, according to the2020; Ağır, 2007; Baek, 2017; Horzum, 2012; Moçoşoğlu 

and Kaya, 2020). In similar studies, Kuşkonmaz (2011) found that the perception of mobile learning is 

affected by professional experience and creates a significant difference. 

Similarly, in the study conducted by Ergin (2010), it was concluded that teachers with 

professional seniority of 10-14 years have more positive views on distance education than teachers 

with professional seniority of 1-4 and 5-10 years. Unlike the results of the research, in the studies 

conducted by Kocayiğit and Uşun (2020) and Ülkü (2018), it was determined that there was no 

significant difference in the level of teachers' attitudes towards distance education studies according to 

the variable of professional seniority. In the study conducted by Gök (2011), it was determined that the 

general perception scores of the instructors towards distance education did not show a significant 

difference according to the age variable. Again, in Tekin's (2007) study, it was determined that there 

was no difference in teachers' attitudes towards computers according to the variable of professional 

seniority. These findings contradict the present study results. 

SUGGESTIONS 

In line with the results obtained from the research, the following suggestions can be made: 

 • Students can be provided with free/discounted access to the technological devices needed 

for a well-attended and suitable course with equal opportunity. 

 • In order to adapt to the developing technology, teachers can be given training on computer 

literacy, information technology competencies, and mobile technologies at regular intervals. 

 • Internet infrastructure system should be strengthened. 

 • In planning distance education, the wishes, preferences, and expectations of students and 

teachers can be taken into consideration. 

 • Hybrid education, which includes face-to-face education and distance education, can be 

adopted in the education system after the epidemic period. 
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 • Rich e-contents for vocational courses can be prepared with the simulation, software, and 

computer programs necessary for the practical field courses that need to be taught in workshops and 

laboratories in Vocational and Technical Anatolian High Schools through distance education. 

 Suggestions for researchers might include: 

 • More generalizable results can be obtained by researching teachers' sample groups in 

different regions and their attitudes and views towards distance education. 

 • In addition, the differences and similarities can be compared with the studies conducted with 

teachers working in different school types. 

 • The current study can be repeated using different data collection tools apart from the data 

collection tools used in the research; moreover, experimental studies can be conducted on the 

effectiveness of the vocational courses carried out with distance education. 
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