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Abstract  

This study examined the values embedded in Rwanda lower primary grade children’s storybooks 

accredited by Rwanda Basic Education Board (REB).  The data sources are the stories in grade one, 

grade two and grade three. Sixty storybooks were analyzed qualitatively using content analysis. The 

data were analyzed in frequency (f) and percentage (%). The findings show that there are 40 values 

contained in the 60 analyzed storybooks. The results also show that many books contain human 

characters compared to non human characters.  The percentages of the mostly presented values in the 

stories are as follows: ‘forgiveness’ (9.4%), ‘environment protection’ (7.8%), ‘friendship’ and ‘dignity 

of manual work’ (4% each), ‘cleanliness’ and ‘self-study’ (5.5% each), ‘house work duty’ (4.7%) and 

‘happiness’, ‘peace’ and ‘helpfulness’ (3.9 % each). The least presented values in the stories, with the 

percentage of 0.8% each, are: ‘curiosity’, ‘flexibility’ ‘appreciation of cultural values’, ‘reverence of 

old age’; ‘justice’, ‘self-respect, ‘animal love’, ‘love of mother tongue’, ‘play’, courtesy’, ‘love’, 

‘simple living’, ‘respect’, ‘prayer’, ‘courage’, and ‘democratic decision making’. However, there are 

some core values to be taught in Rwanda schools which were found absent in the studied stories: 

‘patriotism’, ‘tolerance’ and ‘solidarity’. It was suggested that these core values absent as well as the 

least presented values be more presented in future storybooks since they are needed for helping 

Rwandan children to shape their identity as Rwandans.  
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INTRODUCTION 

Besides knowledge and skills, education systems should add on their curricula the teaching of 

values “to decrease a moral decadence” (Sari 2013, p.154). In fact, there are various ways of teaching 

values to children at school and one of them is using stories. To be fruitful to children, various stories 

should contain various values to instil in them (children). Children’s stories contain values that help 

children manage their own behaviours. It is believed that through stories, children adopt values easily 

and quickly. Indeed, “characters in stories serve as examples to children who adopt them as their role 

models” (Cengiz & Duran 2017, p.206). In the same view, Önder and Kanak (2017, p. 145) confirm 

that “stories help children feel with others through the interaction with characters in the stories.” 

Children can read or listen to stories of their interest and, by enjoying them, they learn various values. 

These stories are one of the genres of children’s literature in children’s storybooks. Hence, well-

selected stories help children internalize values for the better of their social lives. Children’s stories 

teach values with favourable examples” (Kazancı & Atay, 2018, p.2), which helps them (children) 

learn values easily. They further advise that stories for children should be chosen carefully according 

to their ages. Thus, stories selected for children should reflect children’s points of view, should be 

entertaining and should train their imagination, emotions and feelings. The target stories in this study 

are types of stories that lower primary grade children (children aged between 6 and 9 years) like 

reading or listening to. According to Kaldum (2016) cited in (Ynati Tsi 2019), to select children’s 

storybooks, the evaluators should focus on the ones that are very attractive to children and reflecting 

their cultural context. Hence, the story subject should reflect the real life and use simple language 

without symbolic and figurative meanings. Moreover, to achieve their goals, the content of the 

children’s storybooks should be clear, short with agreeable values (Hsiao & Chang, 2015, p. 2). 

According to Emre, cited in Önder and  Kanak, (2017, p.144-145) the stories for children should have 

three important features: 

1- Constant change: Children cherish changes. Hence, what characters do is important in the 

chosen story rather than literary descriptions. 

2- Simple:  Characters and events should be simple so that the child can comprehend them. 

Imaginations that the children are not familiar with lead to distraction and kill the pleasure.  

3- Repetition: With repetition, children easily understand each event in a story, try to get the 

whole picture and enjoy doing this. If a story includes poetic and simple nursery rhymes it is 

appropriate for children.  

Rwanda Basic Education Board (REB) made efforts to identify, select and evaluate some 

children storybooks that are used in Rwanda lower Primary Schools. The target stories in this research 

are in various storybooks written by different authors and approved by REB to be used in Rwanda 

Lower Primary schools. These stories are written in Kinyarwanda language, the mother tongue of 

Rwandan children (Rurangirwa, 2012; Karasenga & Nzanana, 2022). As evidenced by Kumar (2017), 

in addition to literacy acquisition, stories should equip children with values that help them to shape 

their behaviours. In this context, the researchers found it crucial to analyse Rwanda lower primary 

children’s storybooks in terms of values. It is hoped that the results of this study will be beneficial to 

the authors and evaluators of children’s storybooks. It will also be important to teachers and parents in 

selecting books to be read to/by their children. The findings of this study will also contribute to 

children stories research field and it will pave the road for others who may conduct research on values 

contained in children’s stories. Hence, this research was conducted in order to determine whether 

children’s books approved by REB to be used in Rwanda lower primary schools are embedded with 

values appropriate to Rwanda lower primary grade children. In this study, sixty short stories were 

selected and analysed to see the values embedded in them and their relevance. Thus, this study was 

guided by the following two research questions: 

• What are the values embedded in Rwanda lower primary grade children’s storybooks? 
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• How are the values embedded in Rwanda lower primary grade children’s story books 

depicted? 

LITERATURE REVIEW 

Function of value 

“Values are the basic principles that influence human behaviours (Sari, 2013, p. 155) that help 

to make a decision about right and wrong. In the same view, Kopp, et al. (2017, p.91) note that values 

serve to guarantee a peaceful living and they (values) are ‘relevant in all countries all over the world”. 

Thus, values have an impact on the lives of Rwandan pupils as evidenced by Kopp, et al. (2017, p.91) 

that values guide individuals in the selection of desirable behaviours. Rokeach (1973) as cited in Court 

(2007) adds that these desirable behaviours are important not only for an individual but for the whole 

society. Even if values can be transmitted via “family, church, school and the state” (Nzahabwanayo 

2018, p. 73), this paper seeks to analyse values embedded in lower primary grade storybooks. 

Value in the story 

A story has always played a crucial role in human life; it is rich with values to be instilled in 

the people of the society. Before printing technology stories were important in knowledge 

transmission; they were shared verbally from one generation to another. It is impossible to consider an 

educational system without values (Önder & Kanak, 2017). Besides entertaining, stories play a crucial 

role in instilling values in children through the themes and behaviour of the characters. Entertainment 

makes pupils enjoy the story while learning values that are important in their lives. Stories help 

children integrate themselves in the society and help them improve their values judgment, which 

makes them differentiate right from wrong. To emphasize this, Hamilton and Weiss (2005) indicate 

that storytelling is an educational technique with great power in teaching values. Stories with values 

are built on themes such as fidelity, love, tolerance, virtue, loyalty, courage, etc. These themes help the 

learners to shape their behaviours (Kasapoğlu, 2015). Characters in the story help the reader or listener 

to cement his/her relationship with others just the ways characters do behave in the story (Kenneth, 

2001 cited in Hulya, 2015). Thus, stories can inspire a reader or a listener and give hope for 

meaningful life (Baker, 2006; Russell, 2004). “Stories embedded with good values help pupils to 

differentiate good from bad, then they shape their behaviours accordingly” (Kasapoğlu, 2015, p. 

1782). Stories enable children to maximize their social connections, and pave roads for their relations 

with others. Önder and Kanak (2017) believe that stories take children to the right path in which they 

(children) learn to love and being loved. Hence, the power of the story dwells in its imaginary world 

where characters (humans and non humans) interact like real humans we know in the real world we 

are living in. To emphasize this, Collins (1999) finds that by listening to the stories children construct 

a mental map and they can see fictional pictures in their heads. So, by reading/listening to various 

stories children will interact with the story world; and, by imitation, they will learn from characters in 

this noble world. Thus, it is worth giving children time to storytelling; it has power to connect them 

(children) to one another and therefore affect them positively for better classroom relationships. 

METHODOLOGY 

This study is by nature qualitative. It focuses on analysing words and describes their 

meanings. In this study, we used qualitative content analysis method. “Content analysis is used to 

interpret meaning from the content of text data” (Hsieh & Shannon, 2005). In the same view, White 

and Marsh (2006, p. 36) assert that “when content analysis is used, the researcher use texts that are 

appropriate to the research goal.” Hence, with content analysis, we learn about a phenomenon by 

studying certain documents (Ary et al., 2010, p. 31). The phenomena in this study are various values 

contained in lower primary school children’s stories.   
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Data source  

In this study, the researchers analysed texts and illustrations of sixty storybooks accredited by 

REB. Illustrations are used to convey one or more meanings hence they can be subjected to content 

analysis either by themselves or by looking at the relationships between images and text” (White & 

Marsh, 2006, p. 27). To get the storybooks to be analysed, the researchers used purposive sampling. 

Since REB approved various storybooks, our target books were the ones approved by REB, and are 

currently being used in Rwanda lower primary schools. It is worth noting that these stories were raw 

data to be analysed. In qualitative content analysis, the researcher reads the data and then finds out 

categories by repeatedly reading the data (Hsieh & Shannon 2005, p. 1279). In this study, as a research 

instrument, we chose the data source, collected them, analysed and interpreted them and drew 

conclusion.  

Data Analysis  

In this study, the data were obtained through document analysis and were further analyzed 

using content analysis. We analyzed both the text and the illustrations because, as Aygün & Abacı 

(2014, p.94) assert, they (illustrations and texts) are integral element to the text’. The first step was to 

read and understand the 60 sampled stories. Then followed the second reading of the stories during 

which the values involved were obtained inductively as they emerge in the stories. Continuous 

discussions among the researchers were done to finalize the list of the values embedded in the sampled 

stories. The procedure used to obtain the values contained in the 60 stories was inductive and 

emergent. 

FINDINGS AND DISCUSSION 

Values embedded in the stories  

The results of this study indicate that the analyzed children’s stories contain a variety of 

values—there are 40 values found in the 60 studied lower primary children’s storybooks available in 

grade1, grade 2 and grade 3 in Rwandan schools. The frequencies are presented in the table 1 below, 

from the highest to the lowest. 

Table 1: The frequency and percentage of the values in the stories.  

Values  Frequencies (f) Percentages (%) 

Forgiveness  12 9.4 

Environment protection 10 7.8 

Friendship  8 6.3 

Dignity of manual work  8 6.3 

Cleanliness  7 5.5 

Self-study 7 5.5 

Housework duty  6 4.7 

Happiness  5 3.9 

Peace 5 3.9 

Helpfulness  5 3.9 

Hard work  4 3.1 

Quest for knowledge  4 3.1 

Thankfulness 4 3.1 

Concern for others 4 3.1 

Determination  3 2.3 

Hospitality  3 2.3 

Success  3 2.3 

Leadership  2 1.6 

Aesthetic  2 1.6 

Teamwork  2 1.6 

Generosity  2 1.6 

Cooperation  2 1.6 

Gratitude 2 1.6 

Advice 2 1.6 
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Curiosity  1 0.8 

Flexibility 1 0.8 

Appreciation of cultural values  1 0.8 

Reverence of old age 1 0.8 

Justice  1 0.8 

Self-respect  1 0.8 

Animal love 1 0.8 

Love of mother tongue 1 0.8 

Play 1 0.8 

Courtesy 1 0.8 

Love 1 0.8 

Simple living  1 0.8 

Respect  1 0.8 

Prayer  1 0.8 

Courage 1 0.8 

Democratic decision making 1 0.8 
   
Total 128 100 

Source: researchers 2022 

 

According to table 1 above, in descending order, distribution of ‘forgiveness’ value is (12; 

9.4%). This is followed by ‘environment protection’ value (10; 7.8%) which is followed by two 

values: “friendship’ and ‘dignity of manual work’ with (8; 6.4%) each. ‘Cleanliness’ and ‘self-study’ 

values have distribution rate of 5.5% each, followed by ‘house work duty’ with (4.7%) then after come 

‘happiness’, ‘peace’ and ‘helpfulness’ values with 3.9 % each. ‘Hard work’, ‘quest for knowledge’, 

‘thankfulness’ and “concern for other”, have distribution rate of 3.1% followed by ‘determination’, 

‘hospitality’ and ‘success’ with 2.3%. ‘Leadership’, ‘aesthetics’ ‘teamwork’, ‘generosity’, 

‘cooperation’, ‘gratitude’ and ‘advice’ have distribution rate of 1.6 %. The least represented values in 

the examined Lower Primary School storybooks, with the rate of 0.8%, are ‘curiosity’, ‘flexibility’ 

‘appreciation of cultural values’, ‘reverence of old age’; ‘justice’, ‘self-respect’, ‘animal love’, ‘love of 

mother tongue’, ‘play’, ‘courtesy’, ‘love’, ‘simple living’, ‘respect’, ‘prayer’, ‘courage’, and  

‘democratic decision making’.   

With regard to the findings, it is clear that the ten top values presented in the studied stories 

are ‘Forgiveness’, ‘environment protection’, ‘friendship’, ‘dignity of manual work’, Cleanliness, 

‘house work duty’, ‘happiness’, ‘peace’ and ‘helpfulness’.  It is worth noting that there is no study 

conducted on the examination of values contained in children’s stories in Rwanda found in the 

literature review. Hence, to fill in the existing gap, this study was worth conducting to examine values 

embedded in Rwanda lower Primary Grade storybooks. But, elsewhere in the world there are some 

works related to this study. For instance, Şahin (2019) in his study on personal and social values in 

primary grade children’s books, he found that among the most commonly present values in primary 

grade children’s books are friendship and helpfulness. While, in the same study, among the least 

addressed values are patriotism and peace. Likewise, in their study, Cengiz and Duran (2017) found 

that peace value is the least presented in children’s storybooks but, patriotism is mostly presented. 

Kurtdede and Ulu (2021) also found that peace value is almost absent in the children’s literary works 

they analyzed. 

The finding related to friendship and helpfulness in other studies concurs with our study 

results while the finding related to patriotism and peace is different from our study results. Peace, 

being the least present value in other studies, it is among the top 10 in this study. Patriotism, even if it 

is the least presented value in other studies, it is absent in this study. On the other hand, our findings 

corroborate with the findings of Dirican  and Dağlıoğlu (2014) who assert that the values of happiness 

and friendship are among ‘the overemphasized values in children’s storybooks’. We assume that the 

findings of this study confirm and contradict other studies because the presence of values in children’s 

stories might be context specific.  For instance, the high presence of peace value in Rwanda lower 

primary grade storybooks might be attributed to the past of Rwanda which was ruined by war that 

culminated into genocide against Tutsi in 1994. Hence, today, Rwandans, to recover from the bitter 

past, need to emphasize this peace value to pave a way to a good future as McLean (2011) asserts; in 
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Rwanda, peace education should be given a high place among children and youth to mend the past 

conflict and tension for a good future. Like peace, there are some other values (‘forgiveness’, 

‘friendship’ and ‘happiness’) which this study found more highlighted in Rwanda lower primary grade 

children’s stories. Likewise, their contribution could help to heal the wound of the bitter past of 

Rwandans. 

Moreover, other values found highly presented in this study are ‘environment protection’ and 

‘cleanliness’. The researchers assume that these values (‘environment protection’ and ‘cleanliness’) 

owe this status to the Rwanda’s goal on improving sanitation and encouraging environment protection 

as Nibeza (2015, 32) asserts, in Rwanda, environment protection is among the priorities because 

“Rwanda is conscious that Sustainable Environment is a key to Sustainable Development.” In 

addition, the values of “Dignity of manual work”, “house work duty” as well as “self study” are also 

among the top ten values in this study. A possible explanation for this occurrence may be that, with 

‘dignity of manual work”, “house work duty” children are initiated to loving work at lower age in 

order to fight laziness which may hamper their good future as individuals and the development of the 

country in general as Brannon (2008 p. 63) affirms: “teaching values to children from lower ages will 

help them have good personality as they grow up.” It is worth noting that we find important all the 

forty values present in the studied stories since they are needed in helping a Rwandan child to shape 

his /her mind for logical decision to better his/her future life as he/she grows up. Hence, teaching these 

values to children via short stories is a good move as Kinyarwanda proverb goes, “Igiti kigororwa 

kikiri gito’ to mean ‘A child is educated while is still young’. In the same way Killick et al. (2012) 

believe that stories hold values and, in so doing, give children’s life direction and meaning. However, 

the finding of this study shows that there are some values which are less presented yet important. 

These less presented values which appear once (with a percent rate of 0.8 %) in the studied stories are: 

‘curiosity’, ‘flexibility’ ‘appreciation of cultural values’, ‘reverence of old age’; ‘justice’, ‘self-

respect’, ‘animal love’, ‘love of mother tongue’, ‘play’, ‘courtesy’, ‘love’, ‘simple living’, respect’, 

prayer’, ‘courage’ and ‘democratic decision making’. Thus, these less presented values should be 

catered for to ensure the children benefit from them as they grow up. This can be done by increasing 

their numbers in next REB storybook selections. In a research conducted by Turan and Ulutas (2016, 

p.174) it was revealed that “storybooks should be enriched in terms of the values addressed.” 

Likewise, for students to gain a variety of values, Otten (2002) suggests that it should be better to 

teach students a variety of stories embedded with a wide range of values. As children learn a value in 

one story and repeat it (the same value) in another story, they get to the stage of living it—then 

constantly, it will be reflected in their behaviours.  

Presence or absence of core-values to be taught in Rwanda schools in the studied stories  

The Law N° 010/2021 of 16/02/2021 determining the organization of education published 

in Rwanda Official Gazette No Special of 18 February 2021 gives the basic core values which are to 

be emphasized in Rwanda education. These are patriotism, peace, tolerance, justice, and respect for 

human rights, solidarity, democracy, and environmental protection. These core-values are to be 

emphasized to bring cohesion in Rwandan post genocide society. 

Basing on the findings, the core-values present in the analysed stories are peace, tolerance, 

justice, solidarity and environmental protection. However, other core-values (patriotism, respect for 

human right and democracy) are absent in the studied stories.  

According to Table 1, the most emphasized core-value to be taught in Rwanda schools is 

‘environment protection’ which appears 10 times (7.9%) in the analyzed stories. The second core-

value found is ‘peace’ which appears 5 times (4%). These 2 core-values are among the top ten values 

found in the 60 analysed stories. There are other two core-values which appear once. These two core-

values are ‘respect’ and ‘justice’.  However, there are three core-values which never appeared in any 

of the studied stories; these core-values absent in the stories are ‘patriotism’, ‘tolerance’ and 

‘solidarity’. The absence of these core values in the stories used at school hamper the smooth 

implementation of the curriculum in terms of value education. We believe that these core values 
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absent in the stories should be given priority since they are supposed to be emphasized as highlighted 

in the Rwanda national Gazette N° 010/2021 of 16/02/2021. Hence, the findings of this study 

constitute a reminder that, to be sure that the most important values are not forgotten in children’s 

stories, a prior list containing core values must be in place before selecting children’s stories to be 

used in schools.  

Depiction of values in the stories analyzed  

In storybooks, values can be presented through texts, illustrations or in both text and 

illustrations. In text, values can appear in descriptions by the author or dialogues between characters in 

the story. These characters can be humans or non humans. The findings of this research show that both 

text and illustrations carry the values.  

Table 2: distribution of stories according to the characters’ types  

Character type Frequencies (f) Percentages (%) 

Humans 36 60 

Non humans 13 21.7 

Human & non humans 11 18.3 

  100 

Source: Researchers 2022 

 

According to Table 2, there are many human characters in the analysed storybooks. In the 60 

analysed stories, human characters appear in 36 storybooks (60%); non human characters are in 13 

books (21.66%) while 11 books contain a mixture of both human and non human characters (18.33%) 

of the books analysed. The presence of both human and non human characters in the stories is a good 

thing because this helps children gain values from various figures. Moreover, this variety prevents 

boredom as children read or listen to the stories with various types of characters interacting in various 

fictional worlds. Thus, children will easily remember and imitate these characters as Kenneth (2001 as  

cited in Hulya, 2015) clarified, characters in the story help the child to cement his/her relationship with 

others just the ways characters do behave in the story.  

After examining the illustrations, it was found that human characters are presented in realistic 

manner but animals are predominantly anthropomorphised. Anthropomorphism is “the technique of 

attributing human traits, characteristics and feelings to animals and other non human agents” (Sharama 

2017, p.215). This presentation of animals in unrealistic way (anthropomorphism) in children’s stories 

is good because, with such presentation of characters, children are motivated to read or listen to the 

stories enthusiastically. Sharama (2017, p.215) states that “it becomes funny and humorous to children 

when they see animals behaving like humans: wearing clothes and talking to one another.” It is 

assumed that when children enjoy the story, they will easily learn the values embedded in such 

enjoyable stories. However, the anthropomorphised animals should not over-dominate the children’s 

stories because such over-domination may refrain children from getting the real images of the animals 

in their natural habitats—hence, conflicting with natural sciences. We agree with Hara and Koda 

(2021) that the anthropomorphic depiction of animals is not bad. However, the same authors add that, 

if used excessively, anthropomorphism may create a gap between reality and fantasy which may 

jeopardize the transfer of the information gained from the stories to real life. Thus, children’s 

storybook writers, to accommodate both real and anthropomorphised characters, they should balance 

the numbers of storybooks with anthropomorphic depiction and the number of the storybooks with real 

depiction. Or, as Hara and Koda (2021) put it, use a mixture of animal characters with real and 

anthropomorphic characteristics in one storybook. 

In the present study, since the studied stories contain both texts and illustrations, it was also 

found that the illustrations often enhanced the values expressed in the texts.  For instance, the value of 

‘hospitality’ was expressed in the story entitled ‘Umusambi n’inuma’ translated as ‘The Crane and the 

Dove’ as highlighted in the following text from the story: Inuma n’umusambi bizimanira ihene, inka 
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n’ingurube imigati, bisangira byishimye.p.20. (Translation: ‘The dove and the crane welcomed the 

goat, the cow and the pig in their house and together ate some bread.’) This value of hospitality was 

also found in the story entitled ‘Umunezero kwa Ngofero’ translated as: ‘Happiness at Ngofero’s 

home’. In this story, a child called Mutesi went to Ngofero’s house with Angelina, the daughter of 

Ngofero. She was well welcomed and entertained as expressed in the text of the story as follows: Bose 

bicara ku misambi, Ngofero afata inanga atangira gucuranga. Abana nabo bafata ifunguro bumva 

umurya w’inanga. Mutesi yumva ibyo bintu byamunejeje.p.14. (Translation: ‘All Ngofero’s children 

sat on a mat with Mutesi. As they were eating supper, Ngofero played ‘inaga’, a stringed traditional 

music instrument, which made Mutesi very happy.’) 

 

Both Figure 1 and Figure 2 above show the amplification of the ‘hospitality’ value. Figure 1 

amplifies this value as expressed in the story ‘Umunezero kwa Ngofero’. Figure 2 also enhances the 

same value as expressed in the story ‘Umusambi n’inuma’. As it is seen, figure one presents this 

‘hospitality’ value in real depiction while figure 2 presents it anthropomorphically—the animals are 

like humans; sitting on chairs, holding bread just as humans do etc. We can mention that these duo 

presentations of values in a story are important to children because texts alone cannot achieve what 

both the texts and illustrations can (Zohrabi et al., 2019). Hence, it is crucial to acknowledge the key 

importance of both in children’s stories.  

Another finding in this study is that values are also presented either via direct descriptions by 

the authors or via dialogues between characters in the stories. Both the descriptions and dialogues are 

addressed either explicitly (directly) or implicitly (indirectly). For instance, the value of ‘friendship’ in 

the story ‘Ganza yaratabawe’ trasnlated as ‘Ganza was saved’ is explicitly presented via the author’s 

description of the situation as follows: ‘Ganza na Ngenzi ni inshuti magara. Batuye mu mudugudu wa 

Byimana. Bombi bigana mu mwaka wa gatatu w’amashuri abanza. Buri gihe iyo bagiye ku ishuri 

barajyana’(p.1-2). (Translation: Ganza and Ngenzi are best friends. They live in Byimana Village. 

Both of them are in grade three. They always go to school together). Another value expressed 

explicitly is ‘house work duty’ in the story ‘Gasore ku murimo’ translated as ‘Gasore at work. This 

‘house work duty’ value is expressed as follows: Gasore yakundaga gukora imirimo yo mu rugo. 

Akabyuka akubura, akoza n’ibikoresho byo mu rugo.(p.2) (Translation: Gasore liked doing house 

work. He used to get up early in the morning to mop the floor then after, clean utensils ). We believe 

that both descriptions and dialogues are good to be used in children stories but dialogues should be 

more than descriptions as Dhanwani (2017) asserts, children’s stories should use more dialogues for 

they put forward active actions rather than passive actions which are associated with description. It 

was also found that some explicit values are embedded in the titles of some stories. For instance, the 
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value of cleanliness is directly presented in the title of the story ‘Shema agira isuku’ translated as 

‘Shema is always clean’. We noticed that, when the value appears in the title, the same value is also 

addressed inside the story as it is in this title ‘Shema agira isuku’. This very value, ‘cleanliness, 

presented in the title, is also expressed inside the story as follows: Abana byarabanejeje bafata 

umwanzuro wo kubibwira umuyobozi w’ishuri. Bamubwiye ko Shema agira isuku kandi akayitoza 

bagenzi be. Umuyobozi w’ishuri aranezerwa ashimira Shema cyane. Buri gitondo, mbere  yo kwinjira 

mu ishuri, agaha Shema umwanya akaganiriza abanyeshuri bose ku isuku (p.16). (Translation: the 

children became very excited and decided to tell their teacher about Shema. They told him that Shema 

is always clean and he does his best to encourage his fellow students to be clean too. The school Head 

Teacher was very proud of Shema. During each morning assembly, the school Head Teacher asked 

Shema to have a word on cleanliness to communicate to the students). 

Another example of explicit example presented in the title of the story is the value of ‘animal 

love’ expressed in the story entitled ‘Abana bakunda amatungo’ translated as ‘Children love animals’. 

Regarding the presence of values in some titles of the stories, we support Uluğ and Bayraktar (2014) 

who confirm that, it is not good to provide the explicit value message directly in the title of the stories.  

On the other hand, the values are also expressed implicitly (indirectly) like in the following 

example of ‘friendship’ value in the story ‘Bakame na Kanyamasyo’ translated as ‘Tortoise and Hare’. 

This value is presented in the following text from the story: Kanyamasyo yagiye gusura bakame. 

Bakame amutembereza mu murima we. Amwereka imbuto n’imboga aratangara (p. 3). (Translation: 

Tortoise went to pay a visit to Hare. Hare took him around his field. He showed him the gardens of 

fruit and vegetables, which surprised tortoise).  

In the text above ‘friendship value’ is not directly expressed. But it is inferred from 

descriptions of the actions of the characters. Another example of implicit value is the value of 

‘generosity’ in the story ‘Igiti, ishusho y’umubyeyi’ translated as ‘The tree, a symbol of a mother’. 

This ‘generosity’ value is embedded in the following text: Igiti kiramusubiza kiti: ihangane simfite 

amafaranga ngo nyaguhe uge kuyigura! Hashize akanya kiramubwira kiti: “sarura izi mbuto zange 

uge kuzigurisha maze ugure imyenda (p. 4). (Translation: The tree said: ‘I am sorry; I do not have 

money. I can’t help you.’ After a while, the tree said: ‘pick some of my fruits. Take them to the market. 

The money you get will help you to buy some clothes’). We support explicit and implicit depiction of 

values because this mixture helps the learners to internalise values directly and indirectly. This 

complementarity enriches the learning of values since implicit depiction helps the learner to use 

critical thinking and engage some discussion from the indirect feature of the values as Widyaningrum 

et al. (2021, p.153) say that when values are stated implicitly, “the students need to be careful and 

make use of their critical thinking to understand the values they are learning.” In the same view, Szabo 

and Brakas (2020, p.37) in their study on children’s ability to recognize implicit and explicit reasoning 

of story book characters direct that “teachers should use more explicit information for younger 

students in first grade (primary 1) while as children develop teachers can introduce text analysis that 

has more implicit information” which help them in reasoning and critical thinking.  

Study limitation 

This study dealt with a sample of 60 story books yet there are more than 60 story books 

accredited by REB. We selected 60 books we could read and analyse in the scope of the time we had. 

Hence, the values we found should have been more and varied if we analysed more stories. We 

assume that some of the absent values in the table might have been addressed if we read more books. 

CONCLUSION AND RECOMMENDATIONS   

All the stories analysed contain values which are good to be taught to children in lower 

primary school as Nzahabwanayo (2016, p.40) supports this view that “some values are meaningful to 

all humankind, irrespective of individual, social and cultural circumstances.” A total of 40 values were 

found in the studied stories. The top ten values in terms of their frequency found in the analysed 
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stories are forgiveness, environment protection, friendship, dignity of manual work, cleanliness, self 

study, house work duty, happiness, peace, and helpfulness. The least presented values are curiosity, 

flexibility, appreciation of cultural values, reverence of old age, justice, self-respect, animal love, love 

of mother tongue, play, courtesy, love, simple living, respect, prayer, courage and democratic 

decision.  The books containing many values have 4 values each and the books containing fewer 

values have 1 value each. The values are expressed in both texts and illustrations. Hence these books 

are good materials to be used in schools for learning about values some of which are core-values 

highlighted in the CBC implemented in Rwanda. However, it was found that there are some core-

values absent in the analysed stories. These values should be emphasized in selecting children’s stories 

in the coming years. Apart from the absent values in the stories, the values which appear once or twice 

should also be catered for in next storybook selection. Further research should be conducted on how 

the value influences children’s behaviour. Further studies should also be conducted on other books not 

included in this study. 

While writing and selecting stories in the future, a check list of core values should be taken 

under consideration to accommodate all of them (core values) in the stories. 

Based on the findings of this study, we suggest that further studies could be conducted on 

more storybooks that are not only in lower primary but in other levels of education in Rwanda.  We 

also suggest that the next research could consider the students’ and teachers’ opinions on values 

contained in children storybooks. 
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Appendix 1. List of Books Used in the Research 

No Book title Publisher Author Illustrator 

Publication 

year 

1 Abana bakunda matungo 

School Books 

Distributors   Mugunga Arthur  Frederic Safari 

2016 

2 Abatoni Isoko Vision Ltd Hategeka Alpha  Safari JMV 
2017 

3 Agakapu ka Ganza REB 

Cyusa Mulindwa 

Salomon Bizimana Seif 

2019 

4 Agasaro ka Gasaro REB Igiraneza Celine 

Muhirwafrancois 

Regis 

2018 

5 Akabuto nateye Imena Publishers Karangwa Ronald  Kamanzi Theophil 
2018 

6 Akanyoni mu mvura 

Excel Education 

Parteners  Akanyoni mu mvura Gasake Augustin 

2017 

7 Akayuki k’agakozi REB Irakoze Yakin 

Nshimiyimana 

Emmanuel  

2018 

8 Amatsiko ya Bwenge Isoko Vision Uwimbabazi Monique 

Niyonzima Jean 

bosco 

2017 

9 Bakame na Kanyamsyo  REB Isingizwe placide Ndarama Assumani 
2019 

10 

Dufasha mama imirimo yo 

mu rugo 

Fountain Publishers 

Ltd Fountain Publishers Albert Ngarambe 

2017 

11 Duturane mu mahoro REB Umutesi Angelique BizimanaSeif 
2016 

12 

Farida akura iwabo mu 

bukene  REB Uwabagira Hamida 

Muhirwa Francois 

Regis 

2018 

13 Gahunda ya Keza Isoko Vision Uwimbabazi Monique Niykuza Pascal 
2017 

14 Ganza yaratabawe Anonymous Byiringiro Josue Safari Frederic 
2018 

15 Gasore ku murirmo Perdua Publishers  Muhirwa Jean Pierre  Amizero Patrick 
 

16 Ibikenewe mu rugo 

Fountain Publishers 

Rwanda Ltd Fountain Publishers Albert Ngarambe 

2017 

17 Igishwi cyahasize inkuru REB Dusabe Ganza Nassau  Nizeyimana Antoine 
2019 

18 Igiti, ishusho y’umubyeyi Anonymous Byiringiro Jean Claude Iradukunda Fabrice 
2019 

19 Ikirura n’abana Pedua Publishers Ltd Selemani Muzehe Philippe Kwitonda 
2016 

20 Ikirwa kidasanzwe Furaha Publishers  Warugaba Christine Gitego Peter  
2017 

21 Inama REB Bugingo Jackson Safari Frederic 
2016 

22 Inama nziza REB 

Niyodukesha Mahoro 

Bernice  

Nshimiyimana 

Emmanuel 

2019 

23 Inda ni ingome Isoko Vision Uwimbabazi Monique Niyikuza Pascal 
2017 

24 Ineza yiturwa indi 

Excel Education 

Parteners Uwingabire Nadine Ngaranbe Albert 

2017 

25 Inkwavu za Mucyo REB 

Umwizerwa Marie 

Claire BizimanaSeif 

2019 

26 Inyamanza n’abana bayo REB Uwumukiza Josiane Bizimana Seif 
2018 

27 Inzovu ndamwaye Perdua publishers niyitegeka Jean Nepo 

Byiringiro Bahizi 

Marks 

2017 

28 Isengesho rya kanyabwoya Kibondo editions  

Jean de Dieu 

Munyurangabo 

Jean de Dieu 

Munyurangabo 

2016 

29 Isuku y’umubiri 

Fountain Publishers 

Rwanda Ltd Fountain publishers  Albert Ngarambe  

2017 

30 Iwacu mu mudugudu 

Rise and Shine 

publishers  Uwiragiye Chantal Dusabe Gabriel 

2016 

31 Jangwe yitura Mbeba 

Master Consultancy 

and Editing Centre, 

LTD. 

Bavugempore Jean de 

Dieu Muhire Regis 

2017 

32 Kanani n’utunyange  REB AbayoKezaJoyeuse Ndarama Assoumani 
2019 

33 Kanyamanza Perdua publishers Ltd 

Boniface Cyiza 

Ngarukiye 

Fortunatus 

Munsengimana 

2016 

34 Kanyugunyugu na Jeri Kibondo Editions 

Munyurangabo Jean de 

Dieu 

Munyurangabo Jean 

de Dieu 

2015 
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35 Kiki akunda igare? Perdua Publishers Ltd  Uwera Perpetue 

Kwitonda Jean 

Philipe  

2016 

36 Mafene yicuza 

Rise and shine 

publishers Tuyambaze Emmanuel Safari Frederic 

2018 

37 Mahoro 

Fountain Publishers 

Rwanda Ltd  

Rwamfizi Fuastin 

Nyangezi Albert Ngarambe 

2016 

38 Manzi muri Pariki Imena Publishers Karangwa Ronald Kamanzi Theophile 
2018 

39 Marigarita Perdua Publishers  

Martine Uwacu 

Karekezi Sebastien Iradukunda 

2016 

40 Mugeni agira isuku 

Fountain Publishers 

Rwanda Ltd Fountain Publishers  Albert Ngarambe 

2017 

41 Natwe dukine agapira 

Excel Education 

Partners  Gasake augustin Muneza Kodo Hubert 

2016 

42 Nkumbuye kuragira Kibondo EditionS LTD Ndagijimana Eugene Iradukunda Bruno 
2015 

43 Nkunda Kuragira 

Kibondo Publishers 

LTD Ndagijimana Eugene Iradukunda Bruno 

2016 

44 Nyiramatama Iga publishers  Muyombano Thomas  Muyombano Thomas 
2016 

45 Nzovu na Rushishi Kibondo Editions  Clement Umuhoza Clement Umuhoza 
2017 

46 Pendo na Ruru mu rugo REB Karangwa Ronald Kamanzi Theophile 
2018 

47 Rugero ntakiryamira REB Masengesho Angelique Bizimana Seif 
2018 

48 Shema agira isuku We for Kids Publishers Kalisa Pitie Christian Gravity Studio 
2017 

49 

Sifa na Safari bamenye 

izitera amagi Kibondo Editions 

Jean de Dieu 

Munyurangabo 

Jean de Dieu 

Munyurangabo 

2016 

50 Teta na Simoni REB Nsabuhoraho Olive 

Nshimiyimana 

Emmanuel  

2018 

51 Toya 

School Books 

Distributors   Mugeni Clementine Karangwa Eloi 

2016 

52 Twabaye inshuti REB Tumukunde Alexandre  NdaramaAssoumani 
2018 

53 

Udukende dutatu 

tw’udukugaganyi IGA publishers Muyombo Thomas IradukundaSebastien 

2017 

54 Umugambi w’isazi REB UwiragiyeDevotha Nzeyimana Antoine  
2019 

55 Umunezero kwa Ngofero Kibondo EditionS LTD 

Jean de Dieu 

Muyombano 

Jean de Dieu 

Munyurangabo 

2017 

56 Umurima wa Manyaga IGA Publishers Muyombo Thomas Habimana Augustin 
2017 

57 Umusambi n’inuma REB 

Vanessa Patience 

Mapendo Nishimwe 

Nshimiyimana 

Emmanuel 

2019 

58 Umuyaga n’izuba Pedua publishers  Byiringiro Bahizi Max Rugaba Jean Julien 
2016 

59 Ururimi rwacu REB 

Murenzi Bwami 

Arnaud Muhirwa Regis 

2018 

60 Yakijije akanyoni REB Umutoni Irene Ndarama Assouman 
2019 
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INTRODUCTION  

The practice of self-compassion is a cornerstone of professional practice and education - it 

entails the ability of professionals and students in training to espouse flexible and non-judgmental 

stance when working with consumers (Miller et al., 2020). The practice of self-compassion helps 

professionals to maintain a sense of wellbeing and stave off compassion fatigue and burnout. 

Additionally, the relationship between compassion among university students and their subjective 

well-being has been examined (Booker & Dunsmore, 2018). However, the association between self-

compassion and demographics adjusted by gratitude is limited, and the focus of this research. 

LITERATURE REVIEW 

Defining Self-Compassion 

Compassion toward oneself and the ability to be sensitive, non-judgmental, and respectful 

toward oneself contributes to being compassionate towards others (Neff, 2003). Self-compassion is 

positively related to well-being under many conditions - self-compassionate individuals are more 

confident in admitting their mistakes, modifying unproductive behaviors, engaging in positive health 

behaviors, taking on new challenges, and display fewer depressive symptoms (Beaumont et al., 2016; 

Neff & Pommier, 2013). 

Self-Compassion and Well-Being of University Students 

Heightened self-compassion was linked to various factors for college students- increased 

academic resourcefulness and GPA (Martin et al., 2019); increased positive affective responses (Saeed 

& Sonnentag, 2018); gratitude and life satisfaction (Booker & Dunsmore, 2018); student well-being 

(Mantelou & Karakasidou, 2017); lower compassion fatigue and burnout (Beaumont et al., 2016); 

motivation, perceived self-regulation, and overall mental health (Dundas et al., 2017). Likewise, self-

compassion was negatively correlated with anxiety, depression, homesickness, narcissism, negative 

affect, school burnout, and suicide risk (Terry et al., 2013).  

With growing evidence of the positive effects of self-compassion on university students, self-

compassion has been utilized to mediate varying negative social conditions. Ying (2009) observed that 

the incorporation of mindfulness-based self-care strategies better supported social work students. Self-

compassion interventions among university students have also been proven to have a positive effect on 

overall student well-being. Mantelou and Karakasidou (2017) noted a significant increase in self-

compassion and well-being after the completion of a brief self-compassion training program. Dundas 

et al. (2017) explored how a short self-compassion intervention increases healthy self-regulation habits 

using the Mindful Self-Compassion (MSC) intervention - MSC intervention increased healthy self-

regulation and decreased unhealthy self-regulation. Finlay-Jones et al. (2017) assessed the effect of a 

self-guided, six-week online self-compassion intervention for psychology trainees, and the participants 

reported significant improvements in self-compassion. 

Defining Gratitude 

Gratitude can be viewed as a positive emotion that contrasts negative reactions i.e., anger, 

anxiety, and jealousy; and gratitude practice can help people develop a positive mindset that fosters 

congenial relationships (Voci et al., 2019). Cultivation of gratitude has been documented to result in 

beneficial outcomes in professional practice and increased satisfaction in university students (Booker 

& Dunsmore, 2018). Positive relationships between gratitude, happiness, forgiveness, compassion, and 

higher subjective well-being have also been chronicled (McCullough et al., 2002). Satici et al. (2014) 

further reported that increased gratitude practice helps reduce anger and aggression and increase 

forgiveness in college students.  
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Even with an increased focus on the power of self-compassion in supporting university 

students, it’s interconnection to cultivating gratitude, and the relationship of self-compassion with 

gratitude and various demographic variables is limited. The purpose of this research was to assess the 

association between self-compassion and demographics adjusted by gratitude. Self-compassion of 

undergraduate and graduate social work students enrolled in a northeastern public university was 

examined in Spring 2020.  

METHODS 

Sample and Procedure 

This quantitative descriptive research was approved by the university’s Office of Research 

Compliance and the respondents were guaranteed anonymity. A convenient sampling strategy was 

employed, and the unit of analysis was the students enrolled in the School of Social Work in a 

northeastern public university. All the students were invited to participate in this web-based survey, 

and the data was collected online using the Qualtrics Software for five-months starting March 2020. 

Participation in the study was voluntary and $5 Amazon gift cards were provided to participants. In 

total 104 responses from undergraduate (40%) and graduate (60%) social work students were received 

for the research project from the sample size of 350, resulting in a response rate of 30%. The 

participants’ demographic profile is summarized in Table 1. 

Table 1 Demographic Profile of Participants 

Demographic Variables Mean/Percent 

Age 

Years of Education 

Years of Professional Social Work Employment 

Gender 

 Male 

 Female 

 Transgender female 

 Gender variant/non-conforming 

 Agender 

Ethnicity 

 White/European American 

 Black/African American 

 Latinx/Hispanic American 

Marital Status 

 Single 

 Married (Civil partnership) 

 Cohabitating with a partner 

 Divorced 

 Widowed 

Geographic Location 

 Urban 

 Suburban 

 Rural 

Presence of Disability 

 Yes 

 No 

Political Affiliation 

 Republican 

 Independent 

 Democrats 

Religions Affiliation 

 No religion 

Christian 

 Jewish 

 Buddhist 

 Other  

Sexual Orientation 

 Heterosexual 

Mean = 29 years (SD 9.3, 18-59 years) 

Mean = 18 years (SD 2.5) 

Mean = 8.2 years (SD 7.8, 0-35 years) 

 

7% 

90% 

1% 

1% 

1% 

 

91% 

5% 

4% 

 

50% 

28% 

18% 

2% 

2% 

 

32% 

26% 

42% 

 

22% 

78% 

 

9% 

31% 

60% 

 

60% 

26% 

4% 

1% 

9% 

 

75% 
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 Bisexual 

 Queer/gay/lesbian 

 Pansexual 

 Questioning 

Spiritual Affiliation  

 1 (Not at all Spiritual) 

 4 

 7 (Very Spiritual) 

 

13% 

8% 

2% 

2% 

 

36% 

28% 

36% 

 

 

Statistical Analysis 

Three major statistical models were utilized to extract information from the two survey 

instruments to define self-compassion and gratitude index and assess the association between self-

compassion and demographics adjusted by gratitude. The principal component analysis (PCA) was 

used to define self-compassion and gratitude. The analysis of variance (ANOVA) was employed to 

assess whether self-compassion and gratitude are associated with individual demographic variables. 

The multiple linear regression models were then generated to assess the relationship between self-

compassion and gratitude with various demographic variables. 

RESULTS 

Data Set 

A simple imputation in which missing values are replaced by the median of the corresponding 

item was utilized for the few missing values in the self-compassion and gratitude instruments. 

Demographic Variables 

The original survey includes 15 demographic variables and each variable had multiple 

categories. Due to the relatively small size of the data and lack of statistical significance, we decided 

to select the following variables: spirituality, household size, urbanity, age, political affiliation, and 

education. We combined some of the initial demographic categories in a meaningful way to define 6 

candidate demographic variables. 

Measuring Self-Compassion 

Neff’s Self-Compassion Scale (SCS, 26 items) and Self-Compassion Scale-Short Form (SCS-

s, 12 items) are widely used instruments to measure self-compassion. They are divided into 6 

subscales; both assess positive and negative aspects of self-compassion (self-kindness versus self-

judgment; common humanity versus isolation; and mindfulness versus over-identification), and 

compute a composite self-compassion score (Neff, 2003; Saeed & Sonnentag, 2018). The effects of 

self-compassion among university students and the impact of self-compassion interventions on student 

well-being have been widely studied using SCS and SCS-s (Beaumont et al., 2016; Lockard et al., 

2014; Neff & Pommier, 2013; Smeets et al., 2014). Hence, we employed SCS-s in this research. 

Measuring Gratitude 

We employed the Gratitude Questionnaire (GQ-6) developed by McCullough et al. (2002) to 

measure the gratitude level of university students. The GQ-6 is a 6-item instrument on a 1-7 scale (1= 

strongly disagree, 7= strongly agree) and has demonstrated good internal reliability and validity (Chen 

et al., 2009; McCullough et al., 2002; Satici et al., 2014). 

Internal Reliability of the Instruments 

The short form of the Self-Compassion instrument has 12 items that can be further broken 

down into 6 sub-scales. Among them, mindfulness (Q2_3, Q2_7), self-kindness (Q2_2, Q2_6), and the 
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sense of common humanity (Q2_5, Q2_10) are positively scored and measure self-compassion while 

over-identification (Q2_1, Q2_9), isolation (Q2_4, Q2_4), and self-judgment (Q2_11, Q2_12) were 

negatively scored and measure coldness. The empirical relationship described above was verified in 

the heatmap in Figure 1. 

 

Figure 1. The pairwise correlation plot reveals the potential relevance of PCA. The shape of an 

ellipse represents the correlation. The skinnier the ellipse, the higher the correlation. The 

direction reflects whether a correlation is positive or negative. The off-diagonal direction implies 

s positive correlation while the main diagonal direction implies a negative association. 

Similar to López et al. (2018), we utilized the six positively scored items that are associated 

with sub-scales mindfulness, self-kindness, and the sense of common humanity to define the self-

compassion index. The Gratitude Questionnaire 6-item survey data has two negatively scored items 

that we reversed so they are consistent with the rest of the four items. The internal reliability measures 

are summarized in Table 2. 

Table 2 Point Estimates of Cronbach’s Alpha for Both Instruments and the Associated 95% 

Confidence Intervals 

Survey Instrument Cronbach’s Alpha Confidence Interval (95%) 

Self-compassion 0.767 (0.690, 0.830) 

Gratitude 0.796 (0.728, 0.851) 

 

The internal reliability coefficients are above 75% in both self-compassion and gratitude 

instruments suggesting that the items have relatively high internal consistency. 

Definitions of Indexes of Self-Compassion and Gratitude 

There are different approaches to aggregate information in the survey instruments. Taking the 

sum or average of the item scores is most widely used in literature but is sound if all pairwise 

correlation coefficients are approximately equal. Otherwise, a statistical modeling approach to 

aggregate the information is recommended. The principal component analysis (PCA) or exploratory 
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factor analysis (EFA) are commonly used to capture more information. The pairwise correlation 

coefficients in the top-left corner of Figure 2 indicate a significant variation. Therefore, we used the 

PCA scores to define self-compassion and gratitude indexes that carry as much information as 

possible. Different methods for finding the number of components/factors to retain in PCA are 

employed, and the classical ones are the Kaiser rule, the parallel analysis, and the Cattell subjective 

Scree test (Raiche et al., 2013) which we availed in this research. 

 

Figure 2. The classical Kaiser rule, simulation-based parallel analysis, and non-graphical 

solutions to the Scree test. 

All three methods indicate that it is sufficient that the first component of the PCA for both 

self-compassion and gratitude questionnaires be used for subsequent analysis. The factor loadings of 

the two first PCAs of the self-compassion and gratitude instruments are given in Table 3. 

Table 3PCA Loadings of the First Component Corresponding to the Instruments of Self-

Compassion and Gratitude 

Self-Compassion Gratitude 

Item Loading Item Loading 

Q2_3  

Mindfulness 

0.418 Q3_1 0.444 

Q2_7 0.327 Q3_2 0.462 

Q2_10 Common Humanity 0.384 Q3_3 0.383 

Q2_5 0.400 Q3_4 0.409 

Q2_2  

Self-kindness 

0.422 Q3_5 0.386 

Q2_6 0.465 Q3_6 0.356 

 

All PCA loadings are positive and have magnitudes greater than 0.3 in both PCA models for 

self-compassion and gratitude. This pattern also confirms the appropriate choice of the PCA approach 

to defining the index of self-compassion and gratitude respectively. 

Descriptive Analysis of Self-Compassion and Gratitude 

We studied the relationships within and amongst the independent (self-compassion) and 

dependent variables (gratitude, spirituality, household size, urbanity, age, political affiliation, and 

education). Reported in Table 4 are the results of the analysis of variance analysis (ANOVA) which 

explores whether the mean index values across the categories of any given candidate demographic 

variable are equal. Also reported in Table 4 are the p-values produced from the ANOVA model and 

the number of subjects in each category of each demographic variable. 
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Table 4 Analysis of Variance (ANOVA) Table for Each Demographic Variable 

Demographic 

Variable 

 

Variable Values 

 

Size 

Self-Compassion Index Gratitude Index 

Mean (SD) P-value Mean (SD) P-value 

  

Spirituality 

Low 39 -0.434 (1.63)   

0.0394* 

-0.531 (1.80)   

0.0176* High 65 0.261 (1.65) 0.319 (1.70) 

Household Size Less than 3 50 -0.348 (1.65)   

0.0403* 

0.156 (1.30)   

0.3923 3 or more 54 0.322 (1.63) -0.144 (2.13) 

  

Urbanity 

Rural 27 0.182 (1.50)   

0.3440 

0.293(1.68)   

0.5666 Suburb 44 -0.280 (1.77) -0.174 (2.02) 

Urban 33 0.225 (1.66) -0.008 (1.51) 

  

Group Age 

< 24 years old 32 0.206 (1.49)   

0.0761+ 

0.276 (1.26)   

0.5651 24-30 years old 38 -0.483 (1.71) -0.164 (1.92) 

30+ years old 34 -0.346 (1.66) -0.077 (2.04) 

  

Political 

Affiliation 

Independent 31 0.374 (1.39)   

  

0.3750 

0.308(1.50)   

  

0.1984 
Moderate D.  31 -0.366 (1.53) -0.184 (1.50) 

Republican 12 -0.136 (2.05) 0.686 (0.93) 

Strong D. 30 0.046 (1.89) -0.406 (2.40) 

  

Education 

Associate Deg 26 -0.011 (1.68)   

0.5990 

0.485 (1.20)   

0.1225 Baccalaureate Deg 66 0.086 (1.64) -0.052 (1.78) 

Advanced Deg 12 -0.448 (1.90) -0.762 (2.52) 
* significant at 0.05, + significant at level 0.10. 

 

The results in Table 4 show that the level of self-compassion is statistically dependent on 

spirituality (p = 0.0394), household size (p = 0.0403), and age (p = 0.0761). Furthermore, people with 

a higher spirituality and from larger household level tend to have a higher self-compassion. In terms of 

age, people aged 23 or younger have a higher level of self-compassion. Due to the relatively small 

sample size, demographic variables urbanity, political affiliation, and education did not achieve 

statistical significance. However, the magnitude of the mean index score of self-compassion across 

these categories also reveals some interesting patterns. For example, people from rural and urban areas 

have a higher self-compassion than those from the suburban region. People who received an advanced 

degree have a relatively low self-compassion compared with those with a two-year or a four-year 

degree. For political affiliation, independent and strong democrats tend to have a higher level of self-

compassion than republicans and moderate democrats. Of course, there is no clear boundary between 

strong and moderate democrats and the classification may introduce bias to the data, resulting in some 

bias in the interpretation. 

For the gratitude index, spirituality has the same pattern as seen in the self-compassion (p = 

0.0176). The rest of the demographic variables did not achieve the statistical significance level largely 

because of the relatively small sample size that led to the bigger variation across the category. 

Relationship between Self-Compassion and Gratitude 

We first plotted the two index variables by a scatter plot and a non-parametric technique to fit 

the scatter plot to see the relationship between self-compassion and gratitude. We chose three different 

smoothing coefficients in the LOESS curve (LOcally WEighted Scatter-plot Smoother) plot which is 

given in Figure 3. 
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Figure 3. The scatter plot of gratitude and self-compassion indexes with non-parametric LOESS 

curves with different smoothing coefficients. 

The scatter plot in Figure 3 indicates that there is a potential curve (cubic) linear relationship 

between gratitude and self-compassion. The overall pattern shows that as the index of gratitude 

increases the self-compassion level also increases. 

Association between Self-Compassion and Demographic Variables 

Three regression models were built to address the research objective of this study. The 

candidate demographic variables were selected based on a comprehensive analysis using several 

criteria i.e., the coefficient determination (R2), Mellow’s p, and AIC. The sum and mean of the raw 

item scores were compared with the PCA scores. Using the first PCA component in the linear 

regression model procedures a significantly higher R2 than the sum and mean item scores were 

observed. The automatic variable selection criteria were based on the p-values in the joint regression 

model: if the p-value was less than 0.3, we included the corresponding variable. If the p-value was 

bigger than 0.4, the corresponding variable was excluded. One exception was education that was 

included in the model intentionally regardless of the p-value. The reason we used a high p-value to 

include in the model was based on two considerations. The sample size is relatively small and the 

automatic variable selection using AIC yielded variables that have similar p-values in around 0.3. The 

association between self-compassion and the demographic variables that are not adjusted by the 

gratitude index is summarized in Table 5. 

Table 5 Summary of Linear Regression Model between Self-Compassion Index and 

Demographics 

Demographics (Baseline) Category Estimate Std. Error t value Pr(>|t|) 

Intercept 0.7391 0.7956 0.9290 0.3553 

Spirituality (high) Low -0.5783 0.3495 -1.6545 0.1014 

Household Size (< 3) Size 3+ 0.4490 0.3482 1.2895 0.2005 

Urbanity 

(Rural) 

Suburban -0.3912 0.4106 -0.9527 0.3433 

Urban 0.6003 0.4717 1.2728 0.2063 

grp.age 

(<24 yrs old) 

Age [24,30] -0.6946 0.4400 -1.5788 0.1178 

Age [30+] -0.1076 0.4309 -0.2496 0.8035 

  

Political affiliations 

(Independent) 

Moderate D. -0.6458 0.4451 -1.4510 0.1502 

Republicans -0.8125 0.5760 -1.4107 0.1617 

Strong D. -0.5095 0.4545 -1.1212 0.2651 

Education 

(Advanced Degree) 

Assoc. Degree -0.1056 0.6182 -0.1708 0.8647 

Bachelor’s degree -0.0500 0.5497 -0.0909 0.9278 
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This unadjusted regression model gives similar information to what was reported in the 

ANOVA model (Table 4). Urbanity was retained based on the variable selection criteria. The 

regression coefficients indicated that the self-compassion level of students from the rural area was 

higher than that of students from suburban regions but lower than that of students from urban regions. 

We chose three baseline demographic groups - urban, aged younger than 24 and with a bachelor’s 

degree - from less statistically significant variables urbanity, age, and the insignificant variable 

education. The pattern of political affiliations is slightly different from the ANOVA analysis that is 

based on the marginal analysis. We looked at the self-compassion across the various political 

affiliations based on the following four subgroups: 

Group #1:  Spirituality = high; Household size: < 3; 

Group #2:  Spirituality = low; Household size < 3;  

Group #3:  Spirituality = high; Household size: 3+; 

Group #4:  Spirituality = low; Household size: 3+;  

 

Figure 4. Self-compassion across political affiliation in the four specified demographic groups. 

We can see two pieces of information from Figure 4. For each demographic group, the self-

compassion level is decreasing according to the political affiliations: independent, strong democrats, 

moderate democrats, and republicans. On the other hand, for each political affiliation, the self-

compassion levels in specified demographic groups are also different. This information is not available 

from the marginal ANOVA analysis in Table 4. Within each political affiliation, students with higher 

spirituality have a higher self-compassion level. Furthermore, within each political affiliation and each 

spirituality level, students living in a household with more than 2 members tend to have a higher level 

of self-compassion. As noted earlier, independent and strong democrats seemed to be more self-

compassionate, across all the four demographic groups defined above. 

Self-Compassion versus Demographics Adjusted by Gratitude 

The relationship between self-compassion and gratitude has been depicted in Figure 3. The 

non-parametric smooth curve indicates a cubic polynomial relationship between self-compassion and 

gratitude. Here we fit a linear regression model to assess the linear relationship between self-



International Journal of Progressive Education, Volume 18 Number 6, 2022 

© 2022 INASED 

24 

compassion and gratitude adjusted by the demographic variables listed in Tables 4 and 5. The results 

are summarized in Table 6. 

Table 6 Summary of Linear Regression Model between Self-Compassion Index and Gratitude 

Adjusted by Demographics 

Demographics (Baseline) Category Estimate Std. Error t value Pr(>|t|) 

Intercept 0.6181 0.7496 0.8246 0.4118 

Spirituality (high) Low -0.2470 0.3418 -0.7228 0.4717 

Household Size ( < 3) Size 3+ 0.6504 0.3325 1.9559 0.0535 

Urbanity 

(Rural) 

Suburban -0.3555 0.3867 -0.9193 0.3603 

Urban 0.5135 0.4446 1.1548 0.2512 

Group Age 

(<24 yrs old) 

Age [24,30] -0.6156 0.4147 -1.4843 0.1412 

Age [30+] -0.0044 0.4066 -0.0108 0.9914 

  

Political affiliations 

(Independent) 

Moderate D 

Democrats 

-0.4811 0.4214 -1.1415 0.2567 

Republicans -0.9626 0.5438 -1.7702 0.0800 

Strong Democrats -0.2643 0.4332 -0.6102 0.5433 

Education 

(Advanced Degree) 

Assoc. Degree -0.5345 0.5941 -0.8997 0.3706 

Bachelor’s degree -0.2915 0.5218 -0.5587 0.5778 

Logarithmic of gratitude index 0.3334 0.0931 3.5825 0.0005 

 

After the linear model in Table 6 was adjusted by the gratitude index, the relationship between 

self-compassion and demographic variables is similar to the unadjusted model. It is within the 

expectation that self-compassion and gratitude are positively correlated with p-value 0.0005. When the 

gratitude index increases by one unit, the corresponding increment in the self-compassion index is 

0.3334. Furthermore, the variable political affiliation achieves statistical significance (p = 0.08) at 

level 0.1, although the order of self-compassion level across the categories is the same as the 

unadjusted model. The variable household size also becomes statistically significant (p = 0.053) at 

level 0.1. From the regression coefficient associated with household size in Table 6, we can see that 

the average self-compassion level of people from households of more than 2 people (3 or more people) 

is 0.6504 higher than those from the household with 2 or fewer people. 

DISCUSSION 

Our findings corroborated the prior studies - self-compassion and gratitude were positively 

correlated (Booker & Dunsmore, 2018; Voci et al., 2019). As self-compassion is a teachable skill 

(Neff et al., 2018), our results will benefit university educators and administrators. Integration of self-

compassion techniques in core curriculum will contribute to increased gratitude which is a strong 

indicator of enhanced wellbeing of university students (Ying, 2009). Investing in extracurricular 

opportunities for developing and fostering self-compassion and gratitude practices in the university 

setting will help reduce anxiety, stress, and burnout of the students. Students’ ability to work 

effectively with people from diverse backgrounds is enhanced as they learn to be kinder, supportive, 

and non-judgmental toward themselves (Neff et al., 2018). 

Our research also suggests that the promotion of student practice of self-compassion and 

gratitude is affected by demographic factors. Individuals from larger households tended to have a 

higher level of self-compassion which we have not observed in prior research. Students having a 

higher level of spirituality documented high self-compassion which was corroborated by Ying (2009). 

When studying the interaction of self-compassion and gratitude, spirituality was the only demographic 

variable that was significant and had the same pattern as seen in self-compassion. Khasawneh’s (2011) 

recommendation that centers be established in universities to foster spirituality seems of significance 

based on our findings. Other demographic variables did not achieve a statistical significance level 

when studying gratitude and self-compassion together largely because of the relatively small sample 

size that led to the bigger variation across the categories. 
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When studying the interaction of self-compassion with demographics, people aged 23 or 

younger seemed to be more self-compassionate. This again was counter to prior findings by Hwang et 

al. (2016) who reported that the positive correlation between self-compassion and subjective well-

being grew stronger with age. Our results also differ from work by Herriot et al. (2018) where age was 

not significant when studying self-compassion and the overall well-being of people. Students from 

rural areas have a higher level of self-compassion than those from suburban regions, but lower self-

compassion than those residing in urban areas. This has not been a focus of prior research and needs to 

be further studied in future research. Moreover, the participants who received an advanced degree 

have relatively low self-compassion compared with those with a two-year or a four-year degree. This 

also has never been studied before and might have negative connotations. But we hypothesize that 

people with higher education become rigid in the critique of themselves resulting in lowered belief in 

the power of self-compassion. This calls for academia to advance and nurture the call for self-

compassion practices throughout academic careers, rather than integrating them only into entry-level 

courses. 

Regarding political affiliation, independent and strong democrats had a higher level of self-

compassion than republicans and moderate democrats. Prior research supports that when democrats 

are more compassionate, their views on policies are more progressive (Lerner, 2020). Furthermore, 

within each political affiliation, students reporting higher spirituality were more self-compassionate. 

Additionally, within each political affiliation and each spirituality level, students who live in a 

household with more than 2 members tend to have a higher self-compassion level. This implies that 

students with low spirituality and household size of less than 3 have the lowest level of self-

compassion. Conversely, students with a higher level of spirituality and household size of three or 

more have documented higher levels of self-compassion. 

Interestingly, these results corroborate with Masullo’s work (2020): people with a higher 

sense of common humanity (subscale of SCS) were able to form relationships with those they disagree 

with politically. Having the students from diverse political affiliations actively participate in open 

dialog while immersing in self-compassion and gratitude practices, would promote anti-oppressive 

practices (Lerner, 2020). Challenging people from diverse spiritual and political backgrounds to 

engage in opportunities of serving others without an expectation to return the benevolence in the 

university setting will encourage humility and authentic human relationship building (Lerner, 2020). 

Limitations and Suggestions for Future Research 

Our research serves as a foundation for future research that can build on our preliminary 

findings on the association of demographics on self-compassion and gratitude of university students. 

However, data for this web-based survey research was completed by students who voluntarily 

participated in the study, and the resulting sample is not random. Secondly, the participating students 

come from the public university that is characterized as a mid-sized comprehensive four-year 

institution situated in a metropolitan area in the northeastern United States. The generalization of the 

findings of this study is appropriate only for universities having similar characteristics to the one in the 

current study. Moreover, the sample was predominantly White, female, partnered, heterosexual, and 

not identifying with having a disability. Finally, the demographic variables might not have reached 

statistical significance in the results due to the small sample size. This research has helped us create 

new knowledge on the self-compassion of social work students. These results will further the 

conversations around curriculum analysis of self-compassion content and build self-compassion 

practices within institutions of higher education. Even though these results are very insightful and 

provide a starting direction to curriculum development, further investigation is needed at a broader 

scope to further test these emerging observations. 
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Abstract 

Sexuality education has become the cornerstone to curbing risky adolescent behaviour as a means to 

decrease the spread of unsafe sexual practices and prevent the spread of HIV and AIDS. While the 

implementation thereof has shown effectiveness in practice, the desired change at the community level 

remains a challenge, especially in relation to multicultural norms and disparities with which educators 

are faced in different school contexts in Southern Africa. This paper raises the question: How do 

schools mediate sexuality education in Free State provincial schools to accommodate contextual 

challenges? In order to investigate how schools mediate uniform national- and curriculum-based 

benchmarks, 10 participants from five schools within the Free State province were purposefully 

sampled. Data from semi-structured interviews with participants were coded and themed, with this 

paper specifically reflecting on the theme of school and community boundaries influencing the 

implementation of sexuality education. Through a First and Second Order Cybernetic perspective, it 

was found that challenges of gender and race are among the barriers prohibiting positive feedback 

within school structures, as well as the need to allow communities and parents to become stakeholders 

in tailoring sexuality education to be relevant to expected national standards as well as contextual and 

relevant cultural and traditional values.   
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INTRODUCTION 

The shift from apartheid to democracy has seen South Africa adopt one of the most inclusive 

and progressive constitutions globally (Epstein & Morell, 2012). Constitutional reform has thus seen 

policies of uniting previously marginalised groups (such as those related to race and gender) and 

places a focal inclusive perspective on the way respect and dignity intertwine within South African 

society (The Bill of Rights, 1996). Globalisation has further led to the need for knowledge that can 

continuously adapt to the changing needs of society in South Africa (Alexander, 2016; Jonck & 

Swanepoel, 2015), as opposed to mere static knowledge which does not align diversity and indigenous 

knowledge with westernised customs and norms. However, it is within this paradigm toward social 

justice and accommodating cultural differences that specific impediments arise in practically 

implementing meaningful change, regardless of the inclusive boundaries of social justice and 

inclusivity set forth by South African constitutional benchmarks (Meier & Hartell, 2009).  

One of the focus areas of implementing inclusivity of race, gender, and sexuality is the 

reflective nature of classroom practice in mirroring societal practices (Department of Basic Education, 

2011; Msibi, 2012). The paradigm shift towards social justice in post-apartheid South Africa has seen 

a dynamic change in policies that accommodate inclusive racial- and sexuality-based pedagogies, with 

schools becoming key role players in establishing change aligned with socially just standards of 

respect for diversity and acceptance (Shefer & Ngabaza, 2015; Shefer et al., 2015). 

However, inequalities remain rife within South African society, clearly illustrated through 

continuing racial, sexuality, and gender violence perpetuated within South African communities, 

regardless of constitutional policy advocating harmony and acceptance of diversity (Engelbrecht, 

2006; Epstein & Morell, 2012). Educational spaces are faced with the challenge of not merely 

teaching knowledge but are also scrutinised in terms of what knowledge is applicable to specific 

cultures. Cultural plurality and globalisation have thus led to an increasing difficulty in delivering 

sexuality education that is socially just and relevant to all learners (Stromquist & Monkman, 2014).  

In South Africa, life skills education is informed through the subject Life Orientation which 

aims to develop learners holistically towards demographic citizenship within the South African 

context  (Jacobs, 2011; Mayeza & Vincent, 2019). Life Orientation (LO) was implemented as a core 

programme to establish learning spaces where social justice is advocated. One of its core pillars is 

based on life skills which resonate through learners’ attitudes towards healthy sex and sexuality 

choices, the decrease of HIV and AIDS transmission and gender violence, and, ultimately, the 

transformation toward the constitutional goal of gender and sexuality justice (Shefer & Macleod, 

2015). However, the literature emphasises that the practical ideals are not fully realised within Life 

Orientation, and that societal systems remain dysfunctional in areas of sexuality, thus questioning the 

effectiveness of Life Orientation as currently taught (Jacobs, 2011; Rooth, 2005). It is important to 

bear in mind that school systems reside in different areas (geographically), and, as such, are faced with 

different norms and values which influence school culture and ultimately what content is taught 

(DePalma & Francis, 2014). Different schools will ultimately realise practical teachings within a more 

individual-culture-specific manner, leading to the manner in which schools are situated within culture-

specific contexts (Soudien, 2004; Meier & Hartell, 2009). It is evident that a systemic approach to 

sexuality is needed as a means to investigate the growing gap of what is being taught and why it is 

being taught, as well as to investigate the plurality of stakeholders within school systems (teachers, 

community, and school management, for example) (Beyers, 2011; Rooth, 2009; Van Wyk, 2004). 

Keogh et al. (2018) identified challenges toward the implementation of sexuality education 

through their analysis subsuming Ghana, Kenya, Peru and Guatemala. Specifically of note are 

challenges in contextualising comprehensive sexuality education to local contexts as well as 

perceptions of unequal weight being provided towards Comprehensive sexuality education 

(considering CSE is integrated with other subjects in these countries, with educators often lacking the 

knowledge to implement CSE in their specific areas of teaching). Further challenges occur when 

multiple stakeholders do not agree on sensitive content to be included during curriculum development. 
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Zulu et al. (2019)’s study in rural Zambia, where Comprehensive sexuality education is integrated into 

sciences and social studies,   found that teachers were often unsure of what to teach or how to 

approach certain Comprehensive sexuality education content. A South African study conducted by 

Prinsloo (2007) reflects that teachers can feel inadequate teaching Life Orientation and feel 

unequipped and limited in knowledge to optimally teach the subject. Francis’ (2013) study on 

sexuality education in South Africa further shows that teachers’ values and beliefs can mediate 

whether teachers adopt a comprehensive approach to sexuality education.  

Literature predominantly focusses on isolated components of sexuality education (such as 

teachers or learners). A systems perspective becomes important. The primary aim of this article is to 

investigate sexuality education within a socio-cultural systemic perspective. Accordingly, this article 

examines the question: How do schools mediate sexuality education in Free State provincial schools to 

accommodate contextual challenges?  

Theoretical Framework: First and Second Order Cybernetics 

This study is framed through a systemic perspective based on First and Second Order 

Cybernetics. Primarily, First Order Cybernetics views systems in terms of the interactional patterns 

among components within a system and further establishes the researcher as an observer viewing these 

patterns and relations within boundaries, which can either be open or closed to input from other 

systems, and in turn adapt or reject input and output from other systemic levels (Becvar & Becvar, 

2012). The aim of First Order Cybernetics is to describe a system (Glanville, 2002). At Second Order 

Cybernetic level, the researcher in conjunction with participants become a part of the system and in 

turn part of the ‘why’ in constructing reasoning as to why the system behaves as it does (Becvar & 

Becvar, 2012 This framework proves valuable in understanding how schools, as boundaried systems, 

function with other systems, such as community- and national-level standards and expectations within 

the national boundaries of inclusivity and social justice set forth by the South African Constitution. 

Becvar and Becvar (2012) further stipulate that the observer (in a First Order Cybernetic perspective) 

focuses on the feedback processes, either positive or negative, that in turn either cause systemic 

change (positive feedback) or cause systems to remain stable throughout input (negative feedback). 

Becvar and Becvar (2012, pp. 80-83) state that cybernetics does not merely focus on structural change 

from within the structure itself, but that “we can think of the continually changing environment 

continually opening up further possible habitats for species to evolve into through internal pressures” 

and that a system such as that, e.g. a school, “… becomes distinct from its environment through its 

own dynamics”. Thus, exploring how schools are ultimately rooted in communities within specific 

locations while still being a structural entity of their own interacting with other structures, proves 

valuable in identifying not only the ‘what’ but also the ‘why’ of how schools manifest functional or 

dysfunctional sexuality education.  

METHODOLOGY 

This study comprised of a qualitative analysis of semi-structured interviews based on how 

schools adapt and function regarding sexuality education within different contexts of the Free State 

province, at urban and rural levels (Blanche, Blanche, Durrheim & Painter, 2011).  

Participants  

Eight schools were approached to participate in this study. The intention was for an equal 

distribution between rural and urban contexts within the Free State. However, only five schools 

consented to participate. This intention to purposively approach schools for their demographic 

contextual forms part of non-probability sampling and is sufficient in providing insight into the 

dynamics of school contexts without the intent to generalise the data (Blanche et al., 2011).  
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Table 0.1: Demographics of participants  

Participant  School no. School type Participant role  Gender  Race Age group 

1 1 Urban School principal  Female  White 41-50 

2 1 Urban Deputy headmistress  Female  White 61-70 

3 1 Urban Deputy headmaster  Male  White 51-60 

4 2 Rural Life Orientation and English teacher  Male  African 31-40 

5 3 Urban Life Orientation teacher  Female  White 21-30 

6 1 Urban Life Orientation teacher  Female  White 31-44 

7 3 Rural Life Orientation teacher  Male  Coloured 41-50 

8 4 Rural School principal  Male  African 51-60 

9 5 Rural 

Life Orientation teacher and Head of 

Department  Female  African 41-50 

10 1 Urban Life Orientation teacher  Female  White 31-40 

 

Data gathering and analysis  

The primary method for accumulating data employed was semi-structured and focus group 

interviews. Interviews ranged between 30 to 45 minutes in length. Data analysis was informed through 

Tesch’s (1992) method of coding. The recorded interviews were first transcribed verbatim and read 

separately by the researcher as an observer of the data (which also connects to a First Order 

Cybernetic perspective), while simultaneously connected and constructed throughout the process, 

possible themes emerging from the researcher’s view (indicative of a Second Order Cybernetic 

perspective). Through the analysis of data, two subthemes became evident: a) school-level boundaries 

to teaching Comprehensive sexuality education, and b) community- and national-level boundaries to 

the teaching of Comprehensive sexuality education.  

Ethical considerations  

This study was primarily approved and registered at the institution through which the study 

was undertaken. Ethical clearance was provided to conduct research within schools on consenting 

participants (Ethical approval code UFS-HSD2016/1385 was provided). All participants approached 

were briefed about the scope of the study and were informed as to the nature and content of the 

interviews. Participants were also briefed that, should the need arise, they could withdraw from the 

study or could refuse to answer any questions which cause discomfort. Participants were not misled in 

any manner. To ensure anonymity, any data that may lead to the identification of any participant or 

any of the schools or the location of the schools were removed and coded (and is indicated 

accordingly). 

RESULTS AND DISCUSSION 

The results of this report focus on answering the primary question posed: What are the 

challenges different schools are contextually faced with during sexuality education? Two important 

subthemes emerged through this question and will accordingly be discussed below. The subthemes 

pertain to two system boundaries: a) the system of the school and b) the system of the school within 

the community and larger provincial demographic setting.  

School-level boundaries 

From the onset of the primary interview with school management, it became clear that 

School 1 has a firm hierarchy within the context of sexuality education and how it is implemented at 

the systemic level. Observing the system itself primarily led to a clear illustration of how the system 

structures itself from the inside outward and indicates various levels of role players when considering 

sexuality education as a subject within the school. When asked about the specific role players that 

govern sexuality education and how it is implemented, Participant 1 (the school principal of School 1) 

responded:  
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Participant 1: The school governing body governs by means of approving policies. They 

govern by determining the curriculum and extracurricular activities offered by the school, so 

the school policy is the first way of governing content, where you must understand that the 

senior management team or first, the executive team including myself and the two deputies, 

then communicate to the senior management team. And then we also have grade heads in 

place for different grades, because of the different developmental stages of the [children], and 

then we have the subject teachers, so ... even though the governors determine and approve a 

policy, the practical implementation happens on educator level, and I think it’s mainly the best 

guide, is the Life Orientation curriculum with needs that we identify through by means of 

grade meetings.  

The school principal then further elaborated on the school culture, specifically the school 

ethos, in approaching sexuality education.  

When asked whether participant 8, a school principal, would emphasise abstinence over 

comprehensive sexuality education, the participant reflected on an abstinence based approach. 

Specifically, safety through emphasising the repercussions of unsafe sexual behaviour, personal 

conduct and the dissemination of information are focal points of information for the learners in the 

specific school.  

The following narratives reflect on teacher perspectives on teaching sexuality education in 

subject areas apart from Life Orientation. While school governance forms key role players in shaping 

a context for certain content to be taught or emphasized, the following participant reflects on the 

practicality of incorporating sexuality content in other subjects, and that at teacher level the context is 

often restricted and closed in boundaries, thus isolating sexuality education to the Life Orientation 

classroom: 

Researcher: Do you feel that other teachers have a role in teaching about sex and sexuality in 

their subjects?  

Participant 6: No, I don’ think so. The kids do not have time to discuss these issues, or to 

have a class discussion about any of this. I know there are teachers who do talks and things 

about, for instance, boyfriends or relationships. But that’s not part of their content. To me, it 

feels as if LO is the only place where you have time to do that. It’s so filled for maths, and for 

science, I think biology is the only other physical science … that’s where they speak about 

reproduction and the anatomy. I know, for instance, in matric they discuss pregnancy and birth 

and things like that. Although I don’t think the whole sex education part gets involved in that. 

That’s more anatomy.  

It is noteworthy that the context for various subjects and role players to become accountable 

within the teaching of sex and sexuality may fail at the practical level, specifically due to the attitudes 

of teachers in their perspective of whether or not they are role players within the content taught. The 

following narrative is reflected from Participant 4 when questioned about whether all teachers have a 

part in sexuality education: 

Participant 4: I don’t think, they have … I don’t think they think they have that 

responsibility, based on their attitude towards sexuality. For them, it is not their responsibility. 

Researcher: So, if they teach math or biology, they stick to maths and biology. 

Participant 4: Yes, and you will focus more on the content that you feel comfortable with. 

This sexuality is just rushed. 

These narratives reflect the scope within which sexuality education is evaded at the inter-

subject level. Valuable sources of interdisciplinary methods of teaching about sex and sexuality are 
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not fully realised. It is important to note that the managerial response to CSE shapes the context for 

sexuality education to take place at various sub-systemic levels. The onus however often resides with 

the subject Life Orientation to approach sexuality education content. This does not reflect that the 

content is always fully conveyed, as, at practical level, teachers may have the autonomy in how they 

approach the subject or, otherwise, silence it completely (Bhana, 2012; Mpondo et al., 2018).  

Participant 5 reflects on the superficiality of the curriculum and the boundaries with which 

sexuality education manifest or, in turn, how teachers often place focus on the physical aspect thereof, 

with minimal focus on comprehensive sexuality education, reflecting on how teachers often interpret 

the curriculum and content in ways that conflict with their own values (Ahmed et al., 2009; Rooth, 

2005; Swanepoel & Beyers, 2017) or are completely silenced:  

Researcher: [What is] your experience up to now from the Curriculum and Assessment 

Policy Statement  (CAPS); what is your opinion of the way it explains and stipulates sex and 

sexuality that you have to teach? 

Participant 5: Okay … I think it is very well done, but very superficial. You cover it … you 

do it a lot, instead of going deeper into the issues and what the learners are experiencing, for 

example, if they are gay … the judgment from others, how they exert themselves in their 

communities. Instead of talking about that, it is always always about sex before marriage, 

Sexually Transmitted Diseases (STDs), and that I have a problem with. I don’t think that 

CAPS and being teachers go deep into the subject matter. 

It is at such a level where specific subject areas teaching about gender and sexuality can 

become crucial at implicit levels. Keogh (2018), who conducted a four country study on 

comprehensive sexuality education, indicate comprehensive sexuality education is often restricted by 

not being given equal weight when incorporated with other subjects. Spreen and Vally’s (2012) further 

indicate the need for an interdisciplinary approach in that teaching should extend beyond the 

boundaries of mere specific school curriculums. DePalma and Francis (2014) and Unterhalter (2003) 

postulate it is once again within the school culture that such a challenging of gender normativity could 

be boundaried off as the context of the school alone does not always allow for certain topics to be 

breached.  

The way in which sexuality education manifests at schooling level becomes clear from the 

participant narratives. While there is valuable information to be gained through interdisciplinary 

teaching of sexuality education through various subjects, the responsibility mainly falls on the Life 

Orientation part of the curriculum as a means to approach the topic, thus shunning responsibility as 

teachers may often feel too uncomfortable moving beyond the spheres of their own subject content.  

Linkage of the school to the community and national ecologies 

Through the analysis of data, it became evident that there is a strong link between the school 

itself and the wider community boundaries within which the school is situated. This becomes clear 

through the following narrative of Participant 9, who had formerly taught Life Orientation in the 

Eastern Cape and now teaches in the Free State: 

Participant 9: I feel that even though we have different provinces and each different province 

has its own dynamic, so I would feel that the national department would allow the provincial 

department to interact and involve the community leaders in the different provinces based on 

how they feel. Eastern Cape it is okay, we are allowed, we know we have the headman, the 

chief, if you have permission from that you can go ahead with everything. But here in the Free 

State it is a different story. 

Connecting with the above narrative, Participant 7 reflects on the difficulty of the system to 

adapt to the norms of the community. This participant echoes the work of Masehela and Pillay (2014) 
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in that schools are situated within specific communities and must often adapt to the norms and values 

set forth by the communities.  

Participant 6 reflects on the difficulties of teaching about gender and sexuality within the 

classroom due to wider national boundaries which influence her classroom practice. Linking to the 

historic underpinning of apartheid and South Africa, the participant elaborates that, even within an 

urban school with a more open means to discuss the topic, there are still limitations and closed 

boundaries as to what can be discussed:  

Participant 6: Due to the whole racism aspect of South Africa, it is very difficult to discuss 

cultural views because you have to be very careful not to open up a racist or racial discussion. 

It is difficult when you have so many culture groups in your class, because you could say 

something offensive. That’s difficult because you, you need to be sensitive and although these 

are kids, they don’t always hear what you are saying. So they will hear something and they 

will take it and run with it without actually understanding what it was meant to be. 

Participant 6 teaches within an open-boundaried urban area and is faced with the implications 

of racism and struggles to accommodate different cultural backgrounds within the classroom.  

Participant 9, an African teacher within a rural setting, reflects on her role as a female teacher 

and how male learners approach her during certain sexuality education content.  

Participant 9: The problem is where I am working now, because of the cultural differences 

we have boys who are from initiation schools, so they feel if you talk to them about sexuality 

as a woman, so they tend to be squirmish about it, others they just don’t want to listen, but 

others they laugh, instead of taking you seriously.  

This narrative reflects the work of Epstein and Morrell (2012) suggesting that male power still 

dominates South African culture, with women taking on subordinate positions within practice.  

The previous two participants reflect that teachers approach topics with awareness of cultural 

nuances which underly their approach. The following two narrative extracts reflect that sexuality 

education is not only influenced by closed school-culture boundaries and teacher discomfort within the 

classroom but also by the norms of the community: 

Participant 4: I tried but you realise that at school level sometimes learners, they … for 

example, in township schools in [school name removed] you realise that at secondary school, 

especially at grade 12, teachers they could tell learners that Life Orientation is not useful. 

Participant 4 later during the interview noted the difficulty of teaching a community where 

initiation takes place as normative practice within the rural community where the participant is 

located.  

Participant 5 (as opposed to participant 9) experiences greater discomfort when crossing 

closed boundaries during topics of sexuality. Of note is that while Participant 9 an African female in a 

rural school feels addressing these topics more comfortably, Participant 5 (a younger, white female 

teacher within an urban community) experiences discomfort with it, specifically drawing on the 

broader system of parents as closing the boundaries to her pedagogy. 

Participant 5: I cannot show them any videos because the principal and parents will be 

against it, but I do make use of textbooks. But textbooks can only take you so far, when you 

are in a classroom setting you need to take the individual learners into consideration when 

talking to them about something so sensitive. 
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Participant 9’s  view aligns with the research of Goldman (2008), reflecting that it is the 

parents as well who contribute to shaping the responsibility of sexuality education, and ultimately 

what topics should be taught: 

Researcher: How receptive are the parents to what you are teaching, and have there been any 

issues from parents dictating what you should teach?  

Participant 9: No, parents are okay with it. And many parents are relieved because they 

cannot talk about the birds and the bees to their kids because most are kids living with 

grandparents. It is difficult for the grandparents to introduce the subject. If the child is starting 

with menstrual period, what do they say to the child? If it’s a boy and the boy is horny, how do 

they address these types of things?  

The participant reflects on her experiences as a female teaching Life Orientation, and in 

approaching the topic at a more personal level, reflects on how certain sensitive information is to be 

brought across at home where children are living with grandparents. The perspectives of parents 

provide positive feedback for the educator to incorporate sexuality topics during her teachings. 

Through the above narratives one can deduce the importance of involving various 

stakeholders during the process of sexuality education. It is thus noteworthy that accountability cannot 

be the sole responsibility of the Life Orientation teacher. The community and broader levels of the 

school itself must become involved if positive feedback is sought. This is in line with the First Order 

Cybernetic framework in identifying various components that form interactional patterns which 

manifest sexuality education, aligning with the postulation that various factors are contextually at play 

influencing the manner in which positive or negative feedback interacts with the school system’s 

boundaries. 

Meier and Hartell (2009) argue that South Africa should not move towards a uniform culture 

and must thus accommodate individual cultures within a democratic and uniform framework of 

respect and acceptance of diversity, a notion reflected by Participant 6. The participant draws on 

respect for diversity of views and an open platform for questions as core values to accommodate 

positive feedback in establishing change, whereas a lack thereof would root classroom teachings in a 

close-boundaried system, which is in contrast with wider national policies and reform. 

Participant 6: They do have their views as to what is a feminist. But I think we are very used 

to stereotypes. So we will have various views on that and amongst that we will have the ones 

who do not understand. Or what does it mean to be a feminist? Or what does it mean to stand 

for what’s right in the true sense of the word. 

Participant 6 further stated: 

Participant 6: For me, I will always go back to the do we respect each other’s right. That is 

basically where I always start off at, or where, I guess I use that as the protection part of Life 

Orientation. It’s difficult, because once a discussion like that starts to end it, once the girls are 

on a roll it is quite difficult. 

The participant narratives reflect that South Africa is faced with various challenges of 

mediating sexuality education to be implemented to instil positive feedback and ultimately systemic 

change. In analysing the narratives, the importance of viewing school structures within a demographic 

context became increasingly clear, and to thus question whether a uniform framework of knowledge is 

applicable across the national system at provincial levels. This is aligned with Epstein and Morrell’s 

(2012) findings that no knowledge can be seen as absolute, as absolute knowledge stands in contrast to 

democratic values. As such, it must be acknowledged that schools are situated within specific 

communities which oftentimes mediate the type of values and knowledge that must be taught 

(Chabilall, 2012). However, as noted by Davids (2014), sexuality issues such as HIV and AIDS are 
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firmly rooted in community-level boundaries, where masculinity and femininity inequalities remain 

rife (Kendall, 2011; Moletsane, 2011). It is thus important to bridge the gap of mere knowledge as to 

what content should be taught at contextual level by establishing a wider network of stakeholders who 

are accountable during the teaching of sex and sexuality (Mathews, Boon, Flisher & Schaalma, 2006). 

Participant 9, for example, draws a clear link between opening the boundary to sexuality education 

and involving the community, specifically the community leader, to shape comprehensive sexuality 

education that is applicable at wider levels, while still upholding contextual values and norms: 

Participant 9: We had to talk to the community leader who is male and then you invite them 

and talk to them and explain this is in the curriculum, these are the things we need to talk 

about, they are not gender based, they are more like trying to help the kids, it’s a life-skills 

thing.  

The need for schools to be accountable for comprehensive sexuality education becomes 

increasingly clear as learners may not always be prepared fully at home, as is reflected through 

Participant 9’s narrative on learners growing up with grandparents, or as Participant 8 reflects that 

“Some of them are child-headed children and no parents”. Participant 8’s narrative bellow further 

draws on a multi-stakeholder approach in which programmes are implemented that reflect the content 

and the need to be taught (contextually tailored in this instance pertaining to abstinence as a means to 

curb the high prevalence of teenage pregnancies in the school), and how parents received it:  

Participant 8: We have been having a project here at school that deals with sexuality 

education in trying to prevent early experiences. 

The main focus was on grade 8, and the objective thereof was to try and demonstrate to the 

learners the difficulty of having a child. What they did was to provide them with cell phones 

and dolls. And this approach, I mean, it was for communication. Even at night, when they 

were at home, they called these learners to say, “Feed the child”. It was like a role play. When 

a child cries, what to do, such things. Feed the child; take the child to the doctor, the financial 

implications involved regarding raising the child. 

The participant then reflects: 

Participant 8: It was positive because we started with the parents. We have to involve the 

parents. Actually, we invited all the parents who were going to be involved.  

There is a need for tailored programmes to be introduced into schools, aimed at introducing 

topics that are contextually relevant, while upholding values of respect and collaboration with both 

community- and national-level expectations (Weeks, 2012). However, in establishing such support for 

positive feedback to occur and a means to change the way schools manifest and mediate 

comprehensive sexuality education, school structures will need to produce open boundaries to both 

national- and community-level stakeholders. It is within such an approach that contextual change can 

occur (Bhana & Pattman, 2009), instead of rooting the structure of schools in teachings that are not 

nationally based on respect and diversity and thus rooted in unsafe traditional values and norms. There 

is a further need for educators to be trained and equipped with the necessary knowledge and skills to 

mediate challenges of gender and sexuality that arise within school contexts (Wood, Rogow & Stines, 

2015), especially regarding the role of all teachers who are accountable beyond the scope of Life 

Orientation alone.  

In synthesis of the above, the results indicate that schools as stand-alone entities embody a 

specific culture and within the school system has various influences which mediate how sexuality 

education is taught.   



International Journal of Progressive Education, Volume 18 Number 6, 2022 

© 2022 INASED 

38 

Conclusion and Recommendations  

The paradigm shift to social justice and post-apartheid South Africa has seen one of the most 

inclusive constitutional policies globally being implemented. Inclusivity of gender and sexuality 

diversity has been of forefront focus in establishing inclusivity and acceptance for all cultures. 

However, as key role player in restoring societal harmony, schools have yet to practically implement 

sexuality education that is applicable across South Africa, while still adhering to community and 

societal rules and norms. Incidences of sexual abuse, heteronormativity, sexism and patriarchal 

attitudes remain rife not only within schools but also within South African society. Research has 

largely focussed on individual incidences of socially unjust practices in schools; however, a systemic 

multi-stakeholder approach is needed as a means to understand and better tailor interventional 

strategies at contextual level. Furthermore, a more contextual approach to the teaching of 

comprehensive sexuality is needed, as also underscored through previous work in the area. This 

becomes especially relevant when examining schools as individual systems, each encountering and 

responding to challenges to sexuality education in relation to the specific contextual climates in which 

they are situated. 

It was found that teacher communication within the broader system of the school structure and 

community is needed for open boundaries that provide them with skills and knowledge that are 

aligned with national standards as well as respecting indigenous knowledge and practices. To negate a 

vacuumed educational approach, linking the school to the wider ecology within which the school 

resides become important. Such a linkage allows for positive feedback to be incorporated into the 

system, while allowing for overall systemic structure to be retained at contextual level. Establishing 

contact with stakeholders (such as parents and the wider community) outside of the school system 

itself becomes increasingly important, as well as involving other systems (such as community elders 

and leaders within certain rural settings) to deliver input as a means to establish feedback within the 

school structure that will lead to positive feedback and subsequent change aligned with the values and 

benchmarks at national level. 
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Abstract 

In this study, it is aimed to reveal the perceptions of prospective primary education teachers on 

teaching to read and write, and a literate child through metaphors. The study group consists of 178 

prospective primary education teachers, who study at the Department of Primary Education of a state 

university in the 2018-19 academic year in Turkey. The research was carried out by the 

phenomenological method, a qualitative research design. The data of the research were collected using 

a form including expressions such as "Teaching to read and write is like ......... Because ………." and 

"A literate child is like ……. Because ……….". The data analyzed by the content analysis were 

collected under nine conceptual categories of 127 metaphors generated on "teaching to read and 

write", and also 127 metaphors generated under nine conceptual categories on "a literate child". As a 

result, the study reveals the metaphors produced by prospective primary education teachers, show that 

they are aware of the importance of the process of teaching to read and write, and the experiences that 

the child gains during this process will be significant gains both for himself/herself and his/her 

environment  
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INTRODUCTION 

Being able to read and write is the most basic need for the individual to realize 

himself/herself, to prepare for life, communicahte effectively with society as a social being, 

understand the existing written and visual materials, and express himself/herself effectively in written 

and verbal form (Bay, 2008). The teaching of this skill, which develops the language and mental skills 

of the individual (Güneş, 2007), is an important process that requires expertise, needs to be carried out 

in a planned, programmed and meticulous manner, where there is no room for error (Cemiloğlu, 

2001). Göçer (2000) emphasizes that first literacy teaching is an educational activity that is necessary 

for the student both in primary school and in his/her later education life, guiding the success of the 

student not only in the Turkish course but also in other courses. 

The child acquires mental skills such as comprehension, thinking, and decision-making, which 

he/she can use throughout his/her life during the process of teaching to read and write (Demirel, 1999). 

A student, who can quickly, accurately, and fully understand what he/she reads, expresses his/her 

feelings, thoughts, impressions, and designs clearly and understandably for a specific purpose, is likely 

to be successful in almost every course (Ünalan, 2001). Reading and writing is an extremely important 

skill that enables the individual to develop his/her potential in addition to his/her success in school and 

social life (Yıldırım & Demirtaş, 2008). Therefore, students who cannot acquire literacy skills also 

suffer in other areas. For this reason, gaining reading and writing skills effectively is considered quite 

important (Akar, 2008). The role of the teacher is very important in providing these skills properly 

(Cerit, 2008; Kızılaslan Tunçer, 2013). Akyol (2020a) states that educated teachers should be 

knowledgeable and skilled in how to bring in and develop this skill for their students. Teachers should 

prepare an effective teaching and learning environment in line with the objectives set for first literacy 

teaching. Teachers are required to know the first literacy teaching methods well and to apply these 

methods effectively (Güneş, Uysal & Taç, 2016) to monitor students' learning by preparing 

appropriate learning environments, transferring information appropriately, and motivating their 

students (Güneş, 2019). Perkins (2013) states that theoretical and practical knowledge must 

complement each other in literacy teaching, and students who receive theoretical knowledge for a 

certain period of time need to put their knowledge into practice. In this context, it is possible to say 

that the primary education teachers’ educational experiences, perceptions, attitudes, etc. towards first 

literacy teaching in their pre-service period play an important role in realizing an effective and 

qualified first literacy teaching process.  

In the literature, there are studies on the attitudes of prospective primary education teachers 

regarding first literacy teaching (Aytan, 2017; Gömleksiz, 2013), their self-efficacy (Özdemir & 

Erdoğan, 2017), attitudes, and the relationship between their self-efficacy and various variables 

(Kızılaslan Tunçer, 2013; Üst, 2015). Besides, some studies conducted in different contexts 

investigated prospective teachers' metaphors for reading and writing (Bayram, 2018; Erdağı Toksun, 

2019; Ulu, 2019; Ulusoy, 2013). Also, it was determined that some studies examined the primary 

education teachers’ metaphors for literacy (Shaw & Mahlios, 2008), and their literacy beliefs (Shaw, 

Barry & Mahlios, 2008). In addition to these studies, it is thought that researching the perceptions of 

prospective primary education teachers, who will assume a dominant role in teaching reading and 

writing, about teaching reading and writing process and the product obtained at the end of this process, 

through metaphors, will give an idea about their motivation, efforts and mission awareness of teaching 

these skills. Bektaş (2007) states that a student who started learning reading and writing with a 

positive attitude easily adapted to this process and succeeded, and also had a positive attitude towards 

other courses. In this context, it suggests that the meanings that prospective primary education teachers 

attribute to the concepts of "teaching reading and writing" and "literate child" play an important role in 

their students' starting learning to read and write with positive attitudes when they become primary 

education teachers. The difference of this research from the metaphor studies mentioned above is to 

reveal the perceptions of prospective primary education teachers towards the literacy teaching process 

and the product that emerged at the end of this process. In our age, in the light of technological 

developments, besides traditional literacy, literacy types such as visual literacy, media literacy, 

information literacy, e-literacy and computer literacy have emerged. All these developments suggest 
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that research on literacy in various dimensions will always be needed both nationally and 

internationally. Therefore, together with the above-mentioned research, this research is considered 

important in terms of adding a different dimension to the research in the literature. In line with this 

importance, this study aims to reveal the perceptions of prospective primary education teachers about 

"teaching to read and write" and "literate child" through metaphors. In line with this main objective, 

answers were sought to the following questions:  

1) What are the prospective primary education teachers’ metaphors for “teaching to read and 

write”? 

2) Under which conceptual categories are the prospective primary education teachers’ 

metaphors for “teaching to read and write” grouped in terms of their common 

characteristics? 

3) What are the prospective primary education teachers’ metaphors for “a literate child”?  

4) Under which conceptual categories are the prospective primary education teachers’ 

metaphors for “a literate child” grouped in terms of their common characteristics? 

Strenski (1989) states that metaphors reflect and shape thoughts, and as a result, they guide the 

behaviors of individuals by determining their behavior. In this context, metaphor studies are 

considered very important in terms of determining the beliefs, tendencies, and professional practices 

of teachers and prospective teachers, contributing to their professional development (Noyes, 2004).  

Thus, it is thought that this research can be evaluated together with other studies that guide pre-service 

education activities. 

METHODOLOGY 

This research, which aims to reveal the metaphorical perceptions of the prospective primary 

education teachers about "teaching to read and write" and "a literate child", was carried out with the 

phenomenological design, which is one of the qualitative research methods. The main purpose of the 

phenomenological design is to reveal the perceptions and views of the participants who have 

experienced the determined phenomenon (Creswell, 2007). In phenomenological studies, metaphors 

are one of the most effective data collection methods to understand the inner worlds of individuals 

about a certain subject, and to learn what they think and how they react to a particular event, person, 

phenomenon, and situations (Yıldırım & Şimşek, 2016: 212). Metaphors are mental images that 

connect the object or phenomenon to be understood to a network of concepts that belong to another 

domain, allowing re-conceptualizing, viewing from different perspectives, and shedding light on some 

previously overlooked situations (Taylor, 1984). Metaphors have been defined by some researchers as 

explaining something (event, phenomenon, object, etc.) by comparing it to something else (Thomas & 

Beauchamp, 2011; Cerit, 2008; Levine, 2005). Some researchers (Tsoukas, 1991; Balcı, 2003: 30; 

Perry & Cooper, 2001) have defined it as making something unknown understandable by explaining it 

with something known. This makes metaphors crucial for being stimulating and evocative to uncover 

connections that cannot be directly deduced from questions (Leavy McSorley & Bote, 2007), thus 

making it easier to understand the subjects that are not understood (Semerci, 2007).  

Metaphor analysis, which is one of the methods that try to determine individuals' perceptions, 

perspectives, and attitudes towards objects, phenomena, or concepts, has been one of the most 

preferred methods in social sciences in recent years (Saban, 2009). It is possible to say the same thing 

for research studies on education.  When the related literature is reviewed, it is seen that many 

concepts related to education are investigated by using metaphors in national and international 

literature. For example, metaphor studies on the school (Strike, 2000; Levine, 2005; Cerit, 2006; 

Gordon, 2010), teacher (Saban, 2004; Cerit, 2006; Saban 2009), teaching and learning (Martinez, 

Salueda & Huber, 2001; Kalra & Baveja, 2012) and learner (Saban, 2010; Kalra & Baveja, 2012) are 

some of these studies. 
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Participants 

The participants of the research were selected according to convenience sampling method, one 

of the purposeful sampling methods. Thus, the participants of the research consisted of 178 teacher 

candidates (146 female, 32 male) studying in the second, third and fourth grades of a state university 

in Turkey in the 2018-19 academic year and took the first literacy teaching course. 

Research Instruments and Procedures The data of the research were collected using a 

printed form that contains statements such as "Teaching to read and write is like ......... Because ….", 

and "A literate child is like ………. Because ….”. The form was prepared by researchers by taking the 

opinions of two academicians who are experts in the field of first literacy teaching and qualitative 

research. In metaphoric studies, the concept of "like (similarity)" is used for more explicitly reminding 

the connection between the "subject of metaphor" and the "source of metaphor"; the concept of 

"because" is used for participants to provide a "justification" for their metaphors (Saban, 2009).  

Analysis 

In this research, the content analysis technique was used to analyze and evaluate the data. The 

main purpose of content analysis, which is frequently used in the field of social sciences, is to obtain 

the concepts and relationships that can explain the collected data. Therefore, the collected data must 

first be conceptualized and then organized in a logical manner according to the emerging concepts, 

and the themes that explain the data must be determined accordingly (Yıldırım & Şimşek, 2016: 242). 

In this research, the data analysis process was carried out under the following operations: coding and 

category development, validity and reliability analysis, and interpretation of the data.  

Coding and category development  

In this study, primarily, metaphors were listed, and metaphors and justifications were carefully 

examined. Then, similarities between metaphors were tried to be found in order to create conceptual 

categories. 51 metaphors that were left blank in the answers of prospective education teachers, had no 

logical consistency and were not justified, were eliminated. The prospective primary education 

teachers were coded in the range of F1-F146 and M1-M32, where (F) stood for female and (M) stood 

for male, and the metaphors generated were gathered under the same group according to their common 

characteristics, hence creating a contextual categorical frame. As a result, 127 metaphors and nine 

conceptual categories were generated for "teaching to read and write", and 127 metaphors and nine 

conceptual categories were created for "a literate child". 

Trustworthiness and credibility 

In order to ensure the validity of this research, the data analysis process was explained in 

detail, and the generated metaphors and explanations were provided directly. In order to ensure the 

reliability of the research, the metaphors divided into conceptual categories were presented to two 

experts in the field of qualitative research and first literacy teaching. Consistency analysis was carried 

out and it was determined that the agreement between the evaluations of the experts and the 

researchers was 85 percent. According to Miles & Huberman (1995) intercoder reliability value of 

over .70 shows that coding is reliable (Cited by Akay, 2010: 90). The value of 85% indicated 

acceptable reliability. 

Data interpretation 

The metaphors, categories, and explanations that were generated after completing these phases 

stated in the research are presented in figures and tables, and then, they are explained and interpreted. 
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Ethical Procedures 

This study was designed in accordance with ethical principles and rules. Necessary 

permissions were obtained for the research by the "Research and Publication Ethics Committee" of the 

relevant institution. The ethical committee approval number of the document is 2020-03/59. Also a 

consent form was given to the participants and they were informed that they could leave the research 

process at any time and that the data would be hidden. 

FINDINGS 

In this part of the study, the conceptual categories created in terms of the common features of 

the metaphors generated by the prospective primary education teachers, who participated in the 

research, regarding “teaching to read and write” and “literate child” are presented in tables. The 

identified conceptual categories were evaluated by including quotations from the metaphors created by 

prospective teachers.   

The Conceptual Categories and the Metaphors of Prospective Primary Education 

Teachers on the Concept of “Teaching to Read and Write” 

The prospective primary education teachers who participated in the study generated 127 

metaphors for the concept of “teaching to read and write”. These metaphors are grouped under nine 

categories according to their common features and usage reasons. For example; it was determined that 

the participants generated metaphors such as "writing a book, knitting, teaching a bird to fly, etc." and 

associated these metaphors with a labor-requring process. For this reason, these metaphors are 

grouped under the conceptual category of "a labor requiring process". The metaphors represented by 

these categories are shown in Table 1.  

Table 1 Conceptual Categories, Metaphors, and Their Distributions Regarding the Concept of 

“Teaching to Read and Write” 

Conceptual Categories Metaphors f % 

A labor-requiring process knitting (7), growing plants (7), cooking (2), writing book (2), patiently 

waiting for a much-desired thing (1), lighting a fire in the rain (1), 

sparrow carrying water to fire (1), teaching someone to drive a car (1), a 

house with bricks placed one by one (1), seeing the sunrise (1), 

preparing for the exam by thinking about this year (1), teaching a bird to 

fly (1), a mother watching the first steps of her child (1), an artist 

performing his/her art (1), shooting a film (1) 

29 22,6 

A process that provides 

change/development 

planting a tree/sapling (7), growing/watering plants (6), cooking (2), 

playing with play dough (1), revealing one's potential (1), starting a 

sport you have never done before (1), a sculptor making a new sculpture 

(1), transforming the coal into a diamond (1), teaching life (1), saving 

someone from his/her chains (1), going to Alice's wonderland (1), 

writing a book (1), filling the sky with stars (1), teaching football to 

girls who are not interested in football (1) 

26 20,3 

A process of opening up to a 

new world 

teaching life (2), enlighten him/her (2), starting a game you never knew 

(1), opening the pencil with a sharpener (1), opening him/her for life (1), 

preparing him/her for life (1), opening the world to him/her (1), going to 

the unknown places (1), unlocking the locked key (1), giving the key to 

all the treasures in the world (1), a door opening to the world full of 

miracles (1), making him/her travel to different universes (1), the key 

that unlocks the new horizons (1), keeping a mirror to him/her (1), the 

light needed in a dark tunnel (1), freeing the butterfly (1), involving 

him/her to life (1), filling a blank page (1), the daylight brightening the 

day (1) 

21 16,4 
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Meeting a basic need watering flowers (7), giving sap to a plant (2), eating (1), becoming an 

eye of him/her (1), giving water to someone in the desert (1), offering 

food with vitamins (1), constructing a water well in Africa (1), teaching 

to breathe (1), salting the meal (1), protecting him/her with a shield (1), 

greening the flower (1) 

18 14 

A process that benefits the 

individual and society 

Planting a sapling (3), watering a plant (2), leaving a legacy (1), 

enlightening the society (1), enlightening the world (1), enlightening the 

future (1), tying a second hand and arm to him/her (1), holding an 

umbrella for all humanity (1) 

11 8,5 

Basis of education Teaching to walk (2), building a house (2), putting bricks in a building 

(1), touching the first tile of a domino set (1), laying the foundation (1), 

filling up the glass with little water (1), basis of educational life (1) 

9 7 

A guiding process Guiding (1), putting glasses on a myopic person (1), being compass to 

the student (1), making him/her travel (1), being a travel guide (1) 
5 3,9 

Teaching a basic skill Teaching a child to walk (1), teaching a baby to speak (1), teaching life 

(1), teaching to use computers (1), teaching a new language (1) 
5 3,9 

Other metaphors 
reading a book (1), re-teaching life (1), making a puzzle (1) 3 2,34 

 

As seen in Table 1, the metaphors produced by the prospective primary school teachers for 

“teaching to read and write” are respectively; a labor-requiring process (29), a process that provides 

change/development (26), the process of opening up to a new world (21), meeting a basic need (18), a 

process that benefits the individual and society (11), basis of education (9), a guiding process (5), 

teaching a basic skill (5) and other metaphors (3). 

Category of a labor-requiring process 

Under this conceptual category, knitting (f=7, 5.5%) and growing plants (f=7, %5.5) are 

mostly generated metaphors. Cooking (f= 2, 1.57%) and writing book (f= 2, 1.57%) follow these two 

metaphors. The remaining metaphors in this category were generated by one person each (0.78%). 

These metaphors are; patiently waiting for a much-desired thing, lighting a fire in the rain, sparrow 

carrying water to fire, teaching someone to drive a car, a house with bricks placed one by one, seeing 

the sunrise, preparing for the exam by thinking about this year, teaching a bird to fly, a mother 

watching the first steps of her child, an artist performing his/her art, and shooting a film. The metaphor 

examples are given below: 

"Teaching a child to read and write is like knitting. Because it requires a lot of effort 

to knit, and the result is great. But when a thread runs out, the pattern becomes always 

deficient." (F.21) 

"Teaching a child to read and write is like growing plants. Because you wait patiently 

for them to grow. The teacher also waits for his/her yield by giving patience, effort, and 

tolerance." (F.30) 

"Teaching a child to read and write is like sparrow carrying water to fire. Because 

teaching a child to read and write is to give hope to the world burning with ignorance." 

(M.18) 

Category of process that provides change/development 

 As seen in Table 1, it was determined that 26 prospective teachers generated metaphors in 

this category. The metaphor, which had the highest frequency among these metaphors, was planting a 

tree/sapling (f =7, 5.5%). This metaphor was followed by growing/watering plants (f=6, 4.72%) and 

cooking (f=2, 1.57%). The metaphors such as playing with play dough, revealing one's potential, 

starting a sport you have never done before, a sculptor making a new sculpture, transforming the coal 
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into a diamond, teaching life, saving someone from his/her chains, going to Alice's wonderland, 

writing a book, filling the sky with stars, and teaching football to girls who are not interested in 

football were generated by only 1 prospective teacher each (0.78). Examples of metaphors generated 

in this category are given below: 

"Teaching a child to read and write is like planting a sapling. Because the sapling 

grows, sprouts, and becomes a tree. New trees grow from the new seeds growing on it." 

(F.120)  

"Teaching a child to read and write is like watering a plant. Because he/she can 

develop his/her own imagination by reading and writing now." (F.17) 

 "Teaching a child to read and write is like transforming the coal into a diamond. 

Because coal is processed by an enormous struggle and becomes the most valuable mine in 

the world. Teaching a child to read and write with a good education will make that child the 

most valuable person of the future." (F.43) 

Category of process of opening up to a new world 

 The third conceptual category created from the metaphors for “teaching to read and write” is 

the category of "a process of opening up to a new world". As seen in Table 1, 21 prospective teachers 

were observed to generate metaphors in this category. One of these metaphors (teaching life, enlighten 

him/her) was generated by two (1.57%) prospective teachers each. It was also determined that other 

metaphors were generated by one prospective teacher (0.78%). These metaphors are starting a game 

you never know, opening the pencil with a sharpener, opening him/her for life, preparing him/her for 

life, opening the world to him/her, going to unknown places, unlocking the locked key, giving the key 

to all the treasures in the world, a door opening to the world full of miracles, making him/her travel to 

different universes, the key that unlocks new horizons, keeping a mirror to him/her, the light needed in 

a dark tunnel, freeing the butterfly, involving him/her to life, filling a blank page, and the daylight 

brightening the day. Examples of metaphors generated in this category are given below: 

"Teaching a child to read and write is like traveling to different universes. Because the 

individual who reads has the opportunity to meet more life than he/she can.” (F. 19) 

"Teaching a child to read and write is like going to unknown places. Because the child 

is on an endless journey. Teaching him/her to read and write which is unknown to him/her is 

like exploring the unknown." (F.39) 

“Teaching a child to read and write is like to opening the doors of the world to 

him/her. Because by reading, learning, discovering, the child learns his/her own world and 

then the world.” (F.37) 

Category of meeting a basic need 

 The fourth conceptual category, which includes the metaphors of prospective teachers 

participating in the research regarding “teaching to read and write”, is the category of "meeting a basic 

need". As seen in Table 1, it was observed that a total of 18 prospective teachers created metaphors in 

this category. The most common metaphor of prospective primary education teachers is the metaphor 

of watering flowers (f =7, 5.5%). This is followed by the metaphor of giving sap to a plant (f= 2, 

1.57%). The metaphors of eating, becoming an eye of him/her, giving water to someone in the desert, 

offering food with vitamins, constructing a water well in Africa, teaching to breathe, salting the meal, 

protecting him/her with a shield, and greening the flower are generated by one person per metaphor 

(0.78). Examples of metaphors generated in this category are given below: 
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"Teaching a child to read and write is like watering flowers. Because the flower grows 

when watered. And we should water the flower regularly. Teaching with regular education 

gives good results." (F.23) 

 "Teaching a child to read and write is like giving water to someone in the desert. 

Because it is the most important thing that a child needs to grow." (F.12) 

"Teaching a child to read and write is like constructing water well in Africa. Because 

it broadens the horizons of children who have an appetite for knowledge and learning, and it 

quenches the thirst of knowledge in their souls." (F.85). 

Category of process that benefits the individual and society 

 The fifth conceptual category that includes metaphors for “teaching to read and write” is the 

metaphor of "a process that benefits the individual and society". In this category, a total of 11 

prospective primary education teachers generated metaphors. The metaphor of planting a sapling was 

generated by three participants (2.3%), the metaphor of watering a plant was generated by two 

participants (1.5%), the metaphors of leaving a legacy, enlightening the society, enlightening the 

world, enlightening the future, tying a second hand and arm to him/her, and holding an umbrella for all 

humanity were generated by one person (0.78%) each. Examples of metaphors generated in this 

category are given below: 

"Teaching a child to read and write is like planting a sapling. Because saplings mean 

hope. It is an investment in the future. So is the child." (M.22) 

"Teaching a child how to read and write is like watering a plant. Because when we 

water and grow a sapling, it becomes a tree and bears fruit. Likewise, a child provides 

benefits to humanity with what he/she has learned." (F.48) 

"Teaching a child to read and write is like holding an umbrella for all humanity. 

Because we show him/her the life by teaching to read and write, also we teach him to 

overcome all the challenges that he/she will face in his/her life by reading and writing." 

(F.111) 

Category of basis of education 

 The sixth conceptual category, which includes metaphors for “teaching to read and write”, in 

the research is the category of "basis of education". In this category, 9 prospective teachers were found 

to generate metaphors. The metaphor of teaching to walk was generated by 2 participants (1.57%); 

also, the metaphors of building a house, putting bricks in a building, touching the first tile of a domino 

set, laying the foundation, filling up the glass with little water, and the basis of educational life were 

generated by one prospective teacher (0.78%) each. Examples of metaphors generated in this category 

are given below: 

"Teaching a child to read and write is like teaching to walk. Because the child reaches 

from one point to another by walking. Being able to read and write is the beginning of several 

things." (F.60) 

"Teaching a child to read and write is like touching the first tile of a domino set. 

Because if you do not touch the first tile, you will not be able to knock over other tiles one 

after another. If you touch the first tile but do not touch it correctly, then the tiles will not fall 

over again." (F.73) 
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"Teaching a child to read and write is like laying the foundation. Because the first 

foundations of education life are layed in this stage." (M.26) 

Category of guiding process 

 The seventh conceptual category of the prospective teachers’ metaphors for “teaching to read 

and write” is the category of "a guiding process". In this category, it was observed that a total of five 

prospective teachers generated metaphors, one for each prospective teacher (0.78). The generated 

metaphors are the metaphors of guiding, putting glasses on a myopic person, being compass to the 

student, making him/her travel, and being a travel guide. Examples of metaphors generated in this 

category are given below: 

"Teaching a child to read and write is like making him/her travel. Because when the 

child comes to school, he/she is unable to read any writing he/she sees around. For this 

reason, he/she is unaware of most things. As the teacher teaches the child to read, he/she 

seems to be going somewhere he/she does not know and learning new places." (F.102) 

"Teaching a child to read and write is like being a travel guide. Because it is like 

trying to introduce a new touristic place that he/she did not know about before and make 

sense with its past and present. However, each group includes individuals with different 

characteristics and learning styles." (M.25) 

"Teaching a child to read and write is like being compass to the student. Because the 

teacher is always a guide and a pathfinder for the student." (M.19) 

Category of teaching a basic skill 

 The eighth conceptual category, which includes the prospective primary education teachers’ 

metaphors for “teaching to read and write” is the category of "teaching a basic skill". In this category, 

it was observed that a total of five prospective teachers generated metaphors, one for each prospective 

teacher (0.78). The generated metaphors are teaching a child to walk, teaching a baby to speak, 

teaching life, teaching to use computers, and teaching a new language. Examples of metaphors 

generated in this category are given below: 

"Teaching a child to read and write is like a mother teaching a child to walk. Because 

children start their educational life with reading and writing. Reading and writing which is 

the foundation is like the first step of a child running when it is improved." (M.3) 

"Teaching a child to read and write is like teaching him life. Because the child 

actually learns his/her life by reading and writing, in other words, he/she writes and reads 

what he/she sees around." (F.19) 

"Teaching a child to read and write is like teaching to use computers. Because it is 

like teaching something technical." (M.10) 

Other metaphors 

 In the research, metaphors that remain outside the 8 conceptual categories are reading a book, 

re-teaching life, and making a puzzle.  

In the metaphor of "re-teaching life", it was seen that the prospective teacher considers 

the process from her own perspective, not the student's perspective. With the statement of 

"Teaching a child to read and write is like re-teaching life. Because the teacher learns to be 



International Journal of Progressive Education, Volume 18 Number 6, 2022 

© 2022 INASED 

51 

patient and to approach with love, along with the child learning to read and write", it was 

determined that the prospective teacher (F.90) perceives the process of teaching to read and 

write as learning to approach with love and respect.   

Another prospective primary education teacher (F.98) says that "Teaching a child to 

read and write is like making a puzzle. Because you go from the piece to the whole to teach 

the students to read and write".  It was determined that the prospective primary education 

teacher reflects her knowledge about the method of teaching to read and write with the 

metaphor of "making a puzzle".  

Among all the metaphors generated on teaching to read and write, only a prospective 

primary education teacher (F.80) reflected a negative perception with the statement that 

"Teaching a child to read and write is like reading a book. Because when a person starts 

reading a new book, about which he/she has little information, he/she gets bored in the 

process, likewise, the child learning to read and write gets bored." 

Table 2 Conceptual Categories and Metaphors of Prospective Primary Education Teachers 

Regarding a “Literate Child” 

Conceptual Categories Metaphors f % 

An individual open to 

change/improvement 

flower (3), explorer (3), newly planted plant (2), watered flower (2), a 

new sprout (1), sunflower (1), imagination (1), a drop by drop 

accumulated puddle (1), sponge (1), a baby who learned to walk (1), fish 

in the ocean (1), burning fire (1), water gushing around (1), a little light 

in the dark (1), someone exploring the world (1), a flower seed (1), 

space shuttle (1), treasure hunter (1), a talented chef in the kitchen (1), a 

tree ready to bloom (1), a bird that has just learned to fly (1), a person 

who learned a new language (1), a lightened lamp (1), a person who 

discovered a new world (1), a night that turned to day (1), a flying 

balloon (1), a germinated plant (1), scientist (1), bud stage of fruit (1), a 

person who is hungry for success (1), sun (1) 

38 

 

29,9 

 

An individual, who is 

beneficial to his/her 

environment 

tree (6), flower (2), fruit-bearing tree (1), sea (1), sun that brightens up 

the morning (1), cloud (1), a lock that is opened (1), ladder (1), healthy 

food with vitamins (1), torch (1), seed thrown on the soil (1), clock with 

a battery installed (1), constellation (1) 

19 14,9 

An individual who can direct 

his/her life 

bird (2), a shaped tree (1), free birds (1), flowers that never fade (1), a 

lush garden (1), key (1), an empty plate (1), a compass (1), a bird with a 

parachute (1), a person who declared his/her independence (1), a person 

whose eyes opened to life later (1), a lost traveler who found his way by 

seeing the polar star (1), a sailor (1), a canvas (1), a bird flying around 

the world by opening the door of the cage (1), a master scout (1) 

17 13,3 

A product blossomed tree (3), bloom (2), sprouted seed (2), book (2), vacuum 

cleaner (1), lighting bulb (1), budding flower (1), rainbow (1), keyboard 

(1), newly bloomed flower (1), scientist (1) 

17 13,3 

An individual spreading 

knowledge 

sun (3), light (1), enlightened world (1), star (1), burning candle (1), 

newly blossomed flower (1), book (1), lamp (1), star in the sky (1), 

rainbow (1), moon (1), sage (1) 

14 11 

An individual with a new 

beginning 

toddler (3), newly blossomed flower (1), a lock that is opened (1), a 

spark (1), a first-time employee (1), a newborn gazelle (1), a person who 

learned to swim (1) 

9 7 

An individual in need of 

support 

flower (2), moon (1), a newborn baby (1), unformed clay (1), a novice 

driver (1), pool (1), a bird that just learned to fly (1), a person who is 

crazy happy (1) 

9 7 

An individual whose basic 

need is met 
a building whose foundation was laid (1), giving sap to the newly 

planted sapling (1) 
2 1,57 

An individual who overcame 

a challenging process scientist (1), person climbing a challenging hill (1) 2 1,57 

 

As seen in Table 2, the metaphors produced by the prospective primary school teachers for 

“literate child” are respectively; “an individual open to change/improvement (38), an individual, who 
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is beneficial to his/her environment (19), an individual who can direct his/her life (17), a product (17), 

an individual spreading knowledge (14), an individual with a new beginning (9), an individual in need 

of support (9), an individual whose basic need is met (2) and an individual who overcame a 

challenging process (2). 

Category of an individual open to change/improvement 

 As can be seen in Table 2, the highest number of metaphors (f = 38, 29.92%) on the concept 

of “a literate child” is in the category of "an individual who is open to change/improvement". The 

metaphors with the highest frequency in this conceptual category are the metaphors of the flower (f= 

3, 2.36%) and explorer (f= 3, 2.36%). These metaphors were followed by the metaphors of the "newly 

planted plant" and "watered flower" represented by two prospective primary education teachers 

(1.57%), and all other metaphors were generated by one (0.78%) prospective primary education 

teacher each. These metaphors are a new sprout, sunflower, imagination, a drop by drop accumulated 

puddle, sponge, a baby who learned to walk, fish in the ocean, burning fire, water gushing around, a 

little light in the dark, someone exploring the world, a flower seed, space shuttle, treasure hunter, a 

talented chef in the kitchen, a tree ready to bloom, a bird that has just learned to fly, a person who 

learned a new language, a lightened lamp, a person who discovered a new world, a night that turned to 

day, a flying balloon, a germinated plant, scientist, bud stage of fruit, a person who is hungry for 

success, and finally the metaphor of sun. Examples of metaphors generated in this category are given 

below: 

"A literate child is like a flower. Because when he/she learns to read and write, he/she 

blooms like a flower. Each time he/she learns something new, he/she gives a leaf." (F.26) 

"A literate child is like a burning fire. Because the knowledge in their mind increases 

and becomes bigger and bigger as he/she gains knowledge. So is the fire. It grows as you add 

wood." (F.23) 

 "A literate child is like a newly planted sapling. Because as the activities of reading 

and writing increase, it will grow and grow and become an imposing tree." (F.67) 

Category of an individual who is beneficial to his/her environment 

As can be seen in Table 2, a total of 19 prospective teachers generated metaphors in the 

category of "an individual who is beneficial to his/her environment", which is the second conceptual 

category that includes metaphors for “a literate child”. The metaphor with the highest frequency 

among these metaphors (f =6, 4.72%) is the metaphor of the tree. The metaphor of the tree is followed 

by the metaphor of flower generated by two prospective primary education teachers (1.57%). Other 

metaphors in this category were generated by one prospective primary education teacher (0.78%). 

These are a fruit-bearing tree, sea, the sun that brightens up the morning, cloud, a lock that is opened, 

the ladder, healthy food with vitamins, torch, seed thrown on the soil, clock with a battery installed, 

and constellation. Examples of metaphors generated in this category are given below:  

"A literate child is like a fruit-bearing tree. Because he has learned to read and write 

and has taken the first steps towards becoming a beneficial individual to his country and 

nation." (F.27) 

"A literate child is like the sun that brightens up the morning. Because as he/she reads 

and learns, he/she will not only enlighten itself but also the environment." (F.33) 

"A literate child is like a flower that produced leaves. Because when he/she is a little 

bud, he/she learns and produces leaves like a rose. He/she gives life to himself/herself and the 

universe." (F.39) 
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Category of an individual who can direct his/her life 

 The third conceptual category, which includes the prospective primary education teachers’ 

metaphors for “a literate child” is the category of "an individual who can direct his/her life". In this 

category, as seen in Table 2, a total of 17 (13.38%) prospective primary education teachers generated 

metaphors. All metaphors, except the metaphor of bird generated by two prospective primary 

education teachers (1.57%), were generated by one participant each (0.78%). These metaphors are a 

shaped tree, free birds, flowers that never fade, a lush garden, key, an empty plate, a compass, a bird 

with a parachute, a person who declared his/her independence, a person whose eyes opened to life 

later, a lost traveler who found his way by seeing the polar star, a sailor, a canvas, a bird flying around 

the world by opening the door of the cage, and a master scout. Examples of metaphors generated in 

this category are given below: 

"A literate child is like a bird. Because he/she received the most precious thing that 

could be given to him/her. If he/she wants, he/she may not come down from the sky and can 

reach the stars." (M.15) 

"A literate child is like a shaped tree. Because when students learned to read and 

write, they took their form, and they can direct their lives." (F.2) 

"A literate child is like a bird with a parachute. Because each person is, in essence, a 

free individual. However, the individual who learned to read and write gets much more 

freedom with the opportunity to access alternative options." (F.75) 

Category of product 

 The fourth conceptual category that includes metaphors for the concept of “a literate child” is 

the category of "product". In this category, as seen in Table 2, a total of 17 (13.38%) prospective 

teachers were found to come up with metaphors. The metaphor with the highest frequency among 

these metaphors is the metaphor of the blossomed tree (f= 3, 2.36%). This is followed by the 

metaphors of bloom, a sprouted seed, and a book generated by two prospective teachers per metaphor 

(1.57%). The metaphors generated by one prospective teacher (0.78%) are a vacuum cleaner, a 

lighting bulb, a budding flower, a rainbow, a keyboard, a newly bloomed flower, and a scientist. 

Examples for metaphors are provided below: 

"A literate child is like a blossomed tree. Because he/she met the requirements and 

overcame the challenging conditions, and blossomed. He will bear fruit under the next 

conditions." (F.3) 

"A literate child is like a lightning bulb. Because the child, who has just learned to 

read and write, suddenly becomes illuminated like turning on a lamp." (F.42) 

"A literate child is like a sprouted seed. Because he grows, develops, branches, and 

gives new seeds, and new sprouts." (M.29) 

Category of an individual spreading knowledge 

 The category of "an individual spreading knowledge" is the fifth conceptual category that 

includes metaphors generated on “a literate child”. There are a total of 14 (11%) metaphors in this 

category. The metaphor with the highest frequency is the metaphor of the sun (f= 3, 2.36%). Other 

metaphors are a light, an enlightened world, a star, a burning candle, a newly blossomed flower, a 

book, a lamp, a star in the sky, a rainbow, the moon, and a sage that were created by one prospective 

primary education teacher each (0.78%). Examples of metaphors generated in this category are given 

below: 
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"A literate child is like a burning candle. Because as he/she burns, he/she will 

enlighten himself/herself and his/her surroundings in line with the knowledge he/she gains." 

(F.47) 

"A literate child is like the moon. Because the moon radiates the light it receives from 

the sun. The child also spreads the knowledge he/she receives from his/her teacher." (F.121) 

Category of an individual with a new beginning 

 The sixth conceptual category, which includes the metaphors generated by the prospective 

primary education teachers on “a literate child”, is the category of "an individual with a new 

beginning". As seen in Table 2, this category has 9 (7%) metaphors. Among them, the metaphor with 

the highest frequency is the metaphor of a toddler (f= 3, 2.36%). Each of the six prospective primary 

education teachers (0.78%) came up with a different metaphor such as a newly blossomed flower, a 

lock that is opened, a spark, a first-time employee, a newborn gazelle, and a person who learned to 

swim. Examples of metaphors generated in this category are given below: 

"A literate child is like a toddler. Because a toddler takes a few steps at the beginning. 

Just like a child who learned the letters to learn to read and write. As he/she learns the 

letters, he/she can walk longer, and a child, who learns all the letters at the end of the year, 

learns to walk." (M.10)  

"A literate child is like a lock that is opened. Because he/she has opened the door to 

many things in his/her life by learning to read and write." (F.49) 

"A literate child is just like a person who learned to swim. Because when we first meet 

at sea, we stand on the shore, we are afraid to take a step. Then, as we get into it in time, we 

find ourselves deep inside." (F.141) 

Category of an individual in need of support 

 This category is the seventh conceptual category of the metaphors for “a literate child”, and it 

includes 9 (7%) metaphors. While two of the participants (1.57%) generated the metaphor of a flower, 

other prospective teachers generated a different metaphor each (0.78%) in this category. These 

metaphors are the moon, a newborn baby, unformed clay, a novice driver, a bird that just learned to 

fly, a pool, and a person who is crazy happy. Examples of metaphors generated in this category are 

given below: 

"A literate child is like a flower. Because just as the flower needs water, sun, and care, 

the child, who learned to read and write, needs care, concern, and a teacher." (F.79) 

"A literate child is like a novice driver. Because the child will master in reading and 

writing, but he/she needs to practice and to get help for practice." (F.63) 

"A literate child is like a bird that just learned to fly. Because a bird that has just 

begun to fly should be encouraged by its mother. A literate child also needs life-long 

assistance." (F.140) 

Category of an individual whose basic need is met 

 In the research, the eighth conceptual category, which includes the metaphors generated by 

the prospective primary education teachers on “a literate child”, is the category of "an individual 

whose basic need is met". In this category, there are 2 (1.57%) metaphors, including a building whose 
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foundation was laid, and giving sap to the newly planted sapling. Examples of metaphors generated in 

this category are given below: 

"A literate child is like a building whose foundation was laid. Because learning to 

read and write is vital in order to be a strong person against challenges in life, just like a 

solid foundation needs to be laid to hold a building up (F.8). 

Category of an individual who overcame a challenging process 

The ninth conceptual category, which includes metaphors for the concept of a literate child, is 

the category of "an individual overcame a challenging process". This category has 2 (1.57%) 

metaphors: a scientist and a person climbing a challenging hill. Below is one of these metaphors:  

"A literate child is like a scientist. Because he/she has achieved something very 

difficult for him/her. He/she feels very confident." (F.41) 

CONCLUSION, DISCUSSION AND RECOMMENDATIONS 

In this study, which was conducted to reveal the perceptions of prospective primary education 

teachers about "teaching to read and write" and "a literate child", it was found that 127 valid 

metaphors were generated on each concept. The metaphors generated by the prospective primary 

education teachers about the concept of "teaching to read and write" were grouped in nine conceptual 

categories and 127 metaphors for “a literate child" were grouped in nine conceptual categories.  

It has been determined that prospective primary education teachers perceive teaching to read 

and write as a process that requires effort, labor, and patience. The fact that the prospective primary 

education teachers define the process in this way can be interpreted as they are aware of the need to 

prepare meticulously in teaching to read and write and to follow their students' progress patiently 

while teaching reading and writing. In their research, Shaw and Mahlios (2008) found that two 

prospective teachers generated the metaphors regarding "that teaching to read and write and learning 

to read and write are not always easy, and the teachers carefully plan teaching activities for teaching to 

read and write". Although the number of prospective teachers, who generated this metaphor, showed a 

significant difference in these two studies, it is thought that this situation was due to the difference in 

the expressions given to the prospective teachers to generate metaphors, albeit the two studies 

supported each other. Perkins (2013) also states that prospective school teachers understand during 

their education that teaching reading is a complex process beyond teaching children sounds. 

 The category of "a process that provides change/development" was created from metaphors 

generated by many prospective primary education teachers. In the study of Erdağı Toksun (2019), it 

was determined that the metaphors of many prospective Turkish Language teachers on reading were 

grouped in the category of "development/expansion". In Ulusoy's (2013) study, it was observed that 

prospective primary education teachers generated similar metaphors for reading and writing, and in 

Bayram's (2018) study, the prospective Turkish Language and Literature teachers generated similar 

metaphors for the concept of reading. The holistic evaluation of all these studies revealed that, even 

though the branches of the prospective teachers who participated in these studies were different, 

reading/reading and writing are important skills that enable the individual to develop. As Akyol 

(2020b) said; today's children, who is living in a world where human intelligence develops rapidly, 

must have fundamentally sufficient and qualified literacy skills to keep up with these developments. It 

is possible to say that the prospective primary education teachers participating in the study have this 

sensitivity. 

Some of the prospective primary education teachers considered the process of teaching to read 

and write as "a process of opening up to a new world". In the study of Shaw and Mahlios (2008) on 

the prospective teachers' metaphors for  reading and writing, it was determined that some prospective 

teachers generated metaphors for  reading such as "traveling to unknown places", "exploring a world 
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that is an open sea", "unlocking a new and bright world full of interesting facts". Again, in the study 

conducted by Ulusoy (2013), it was determined that prospective primary education teachers produced 

metaphors such as "exploring new worlds" for reading. It was found that similar metaphors were 

generated in the studies conducted by Bayram (2018) and Erdağı Toksun (2019). Bamberger (1990) 

states that in order to motivate students to read, books should be removed from the image of a school 

assignment and made them look as friends who will carry them to different worlds. This metaphor 

produced by the prospective primary education teachers participating in this study raises a hopeful 

expectation that they will organize activities that will provide reading motivation to their students. 

Metaphors in the conceptual category of "meeting a basic need" suggest that prospective 

primary education teachers attribute a vital meaning to teaching to read and write. Similar metaphors 

(requirement, need) have been found in the studies investigating metaphors for reading and writing by 

Bayram (2018), Erdağı Toksun (2019), and Shaw and Mahlios (2008). The acquisition of reading and 

writing skills has become a basic tool to meet most of the needs of individuals in daily life. It is 

obvious that reading and writing skills are needed in many situations that can be encountered in daily 

life, from shopping to going to the hospital by bus, from applying a recipe to learning the rules of a 

game, from reading a user manual to reading a prospectus. Moreover, this need becomes more evident 

with the technology that enters our lives more and more every day. The category of “meeting a basic 

need” is considered important in terms of the awareness of the prospective primary education teachers 

participating in the study that literacy is a lifelong skill. 

There are also prospective primary education teachers who evaluate the process of teaching to 

read and write as "a process that benefits the individual and society". In the studies of Bayram (2018) 

and Erdağı Toksun (2019), prospective teachers mostly mentioned the contribution to the individual in 

their metaphors generated on the concept of "reading". Çelenk (2005) states that only by being literate 

can an individual become a functional member of society, develop an independent and participatory 

personality, and gain a modern view. This research suggests that prospective primary education 

teachers are aware of the importance of teaching to read and write for the benefit of the individual and 

society and those they will show the necessary sensitivity in this process in their professional life. 

In the research, the sixth category created from metaphors for teaching to read and write is the 

category of "basis of education". Metaphors in this category seem that the prospective primary 

education teachers, who think that teaching to read and write is the basis of educational life and other 

skills and habits to be gained and that the conditions in this process affect the educational life of the 

child. It was determined that the prospective teachers in the study of Shaw and Mahlios (2008) also 

generated metaphors defining reading and writing as the basis of education.  Although it is known that 

a successful first literacy education affects the child's attitude towards school and life positively 

(Binbaşıoğlu, 2004: 2), it is possible to say that the opposite experience of the child can have a 

negative attitude towards reading and writing, lessons, even school, and moreover, this attitude can be 

reflected in the whole education life.  

The seventh conceptual category, where the metaphors generated on "teaching to read and 

write" are grouped, is the category of "a guiding process". It was determined that similar categories 

were created in Bayram's (2018) and Erdağı Toksun's (2019) metaphor studies on reading skills, and 

these three studies overlap with each other. Body (2003: 99) stated that reading skill was an important 

tool for a student to achieve literacy in different fields and therefore to take responsibility for his/her 

own development process.  

Another conceptual category created from the metaphors of prospective primary education 

teachers on teaching to read and write is the category of "teaching a basic skill". The skill of reading 

and writing is an important skill that must be acquired in our age. In daily life, individuals can 

constantly face an activity based on reading and writing: reading the electricity bill, reading news, 

writing an address, reading the message on the phone, or writing a message, etc. It is inevitable for an 

individual who has not acquired these skills to be dependent on others in their life.  Demirel (1999) 

argues that first literacy teaching provides the child with the basic skills of reading that he/she will use 
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throughout his/her life. While these skills help to meet emotional and spiritual needs, reading also 

provides personal development (Akyol, 2005: 4). 

Since three metaphors could not fall into one of the other 8 categories created, each one 

created a separate category. The metaphors created are "re-teaching life", "making a puzzle", and 

"reading a book". The prospective teacher who generated the metaphor of "reading a book" was the 

only one who negatively evaluated the process of teaching to read and write. The metaphor generated 

by this prospective teacher suggests that she has a negative attitude towards reading as well. Similar 

results were also found in some studies (Bayram, 2018, Erdağı Toksun, 2019) on prospective teachers' 

metaphors for reading. 

Although no similar study has been found in the literature, it was observed that similar 

metaphors were generated in studies investigating metaphors for reading and writing skills (Bayram, 

2018; Erdağı Toksun, 2019; Shaw & Mahlios, 2008; Shaw, Barry & Mahlios, 2008; Ulu, 2019; 

Ulusoy, 2013). This suggests that the metaphor generated for a skill is generated in a way that defines 

the process that will bring that skill. Therefore, it is possible to say that the results of this research 

coincide with the results of the mentioned research. 

In the category of "an individual open to change/improvement”, which contains the most 

metaphors regarding the concept of “literate child”, it is clearly seen that the prospective primary 

education teachers perceive the literate child as an individual who is open to learning new knowledge 

and improvement. In the study conducted by Saban (2009) on metaphors for the concept of students, it 

was found that 29.2% of the primary education teachers generated the metaphors that represented the 

student as "an improving being". Although the said research focuses on the concept of the student in 

general, it is possible to say that the research findings support each other considering that a literate 

child is also a student with a more limited definition.   

Another category created in the research is the category of "an individual who is beneficial to 

his/her environment". When the descriptions of the metaphors in this category are examined, it is 

understood that a literate individual is beneficial to the environment as well as to himself/herself. 

Yıldırım and Demirtaş (2008) state that being literate enables the individual to reveal his/her potential 

and to improve his/her academic and social success.  Also, it was determined that the prospective 

teachers who participated in the study of Saban (2009) perceived the student as a beneficial person to 

society in their metaphors for the concept of student.  Although metaphors only on "student" are 

generated in the said research as opposed to this research, it was observed that the perceptions of 

prospective teachers towards students were similar in general. 

The fourth category, which includes metaphors for the concept of "a literate child", is the 

category of "a product". In Saban's (2009) study, it was found that a few prospective primary 

education teachers generated the metaphor of a "product" for the student. According to Alexander, 

Schallert and Reynolds (2009), learning refers to both a process and a product. The process indicates 

how learning takes place, and the product indicates the gain earned at the end of this process. 

Accordingly, the metaphors for the first literacy teaching process were examined in the first question 

asked to the prospective primary education teachers, and the metaphors for the child, who is almost at 

the end of the first literacy teaching process, were examined in the second question. The literate child 

becomes the product because he/she achieves this gain at the end of the process. 

Another category created by the prospective primary education teachers on "a literate child" is 

the category of "an individual spreading knowledge". Also, in the study of Saban (2009), 59 (4.2%) 

prospective primary education teachers perceived students as knowledge reflectors in their mental 

images towards the student; it is compatible with the explanations of the metaphors generated in the 

category of "an individual spreading knowledge" in this research. 

Another category of metaphors generated on “a literate child” is the category of "an individual 

in need of support". In this category, there are expressions emphasizing that the teacher should support 
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his/her students and enlighten them. The students need teacher support, not only during the first 

literacy teaching process but throughout their education. Teachers supporting their students do not 

only facilitate their learning (Yetim & Göktaş, 2004) but also, being raised in a supportive school 

environment enables the students to gain social behaviors more easily (Dreikurs & Cassel, 1991). 

The categories that consist of two metaphors generated by the prospective primary education 

teachers on “a literate child” are the categories of "an individual whose basic need is met" and "an 

individual who overcame a challenging process". First literacy teaching, which is the basic education, 

is the instruction for providing people with basic skills and teaching to read and write that will be 

necessary throughout their lives (Tekışık, 1994; Güleryüz, 2000). For this reason, the first literacy 

teaching process is an important and basic process of education life. A category similar to the category 

of "an individual who overcame a challenging process" was also found in the study of Shaw and 

Mahlios (2008) under the name of "challenge". In the said study, it was seen that prospective teachers 

explained literacy as a continuous struggle to understand. 

This study focused on the perceptions of prospective primary education teachers, who will 

have a primary role in teaching to read and write, on “teaching to read and write” and “a literate 

child”. As a result, the study reveals that prospective primary education teachers, who participated in 

the research, are aware of the importance of the process of teaching to read and write, which is a basic 

and important process of life, and the experiences that the child gains during this process will be 

significant gains both for himself/herself and his/her environment. On the other hand, it is 

recommended to conduct studies using the interviewing from qualitative data collection methods to 

examine the opinions of prospective primary education teachers on these two concepts in depth. 

Besides researching whether there is a difference in the perceptions of the prospective primary 

education teachers who took the first reading and writing teaching course or not, will contribute to the 

literature. It is thought that the studies to be carried out using quantitative, qualitative, and mixed 

research designs, in which the attitudes and opinions of primary education teachers and prospective 

primary education teachers will be investigating about “teaching to read and write” and “a literate 

child”, will also bring a broad perspective on the subject. 
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Abstract 

University years are the years of intense anxiety about the future for university students. A young 

person is worried about what kind of life (s)he will have in the future and who (s)he will marry. 

Because one of the most important events in human life is marriage and having a happy marriage is an 

important life goal of individuals. Spouses have many expectations from each other, such as 

friendship, intimacy, compatibility, and equality. However, failure to meet expectations in marriage 

has been identified as an important factor in the termination of a marriage. These expectations became 

clear in the years coinciding with the university period. The present study aims to investigate the 

mediating role of attachment styles in the relationship between rejection sensitivity and marriage 

expectation. The sample group for this study included 365 university students, 265 females and 100 

males. A questionnaire form, the Marriage Expectancy Scale, the Three-Dimensional Attachment 

Styles Scale, and the Rejection Sensitivity Scale were used to collect data. The data collected were 

analyzed using descriptive statistics, correlation analysis, and mediator analysis methods. The analyses 

revealed that secure attachment has a partial mediating role in the relationship between rejection 

sensitivity and marriage expectation. However, avoidant attachment and fearful attachment were 

found to have no mediating role. In line with the findings from this study, it is recommended that 

seminars be delivered on this issue and that similar studies be conducted with different groups.  
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INTRODUCTION 

Marriage is one of the most important life events of individuals. Having a happy marriage is 

an important life goal of individuals (Waite & Gallagher, 2000). It is an accepted fact that these 

expectations formed during university years affect happiness in marriage. Failure to meet expectations 

in marriage is considered an important factor in the termination of marriage. Whether the expectations 

of individuals from marriage are met or not is one of the most important factors that predict happiness 

in marriage (McNulty & Karney, 2002). Therefore, expectation of marriage is an important concept in 

terms of the well-being of individuals and worth investigating. It is thought that individuals' 

attachment styles and rejection sensitivities affect their marriage expectations. The majority of 

university students consist of individuals in the youth period. In this study, it was aimed to examine 

the mediating role of attachment styles in the relationship between expectations from marriage and 

rejection sensitivity during university years. 

Statistics show that divorces are more likely to occur in the first years of marriage, as the 

divorce rate is significantly higher during this period. According to the Turkish Statistical Institute 

(TÜİK), the number of divorces was 13,555 in July 2019 but increased by 69% to 23,025 in July 2020, 

and it is reported by the same institution that 35,3% of divorces occur in the first five years of 

marriage. Looking globally, the divorce rate has increased by 251,8% since 1960 (Nguyen, 2017). 

This high divorce rate is thought to stem from unrealistic expectations from marriage. In the first years 

of marriage, individuals face the realization that their expectations are not met, and the gap between 

the actual and expected situation can lead to conflicts and deterioration of the relationship 

(Çizmecioğlu, 2020). Every individual has expectations from marriage, as stated by Çaplı (1992). 

These expectations, of course, vary from person to person. Outside of the fact that the vast majority of 

society is married, which prompts people to want to get married. There are numerous other reasons 

individuals choose to marry, such as not to be alone, to share responsibilities, to have children, to be 

happy, to gain higher social status, and to have sexual satisfaction (Çizmecioğlu, 2020). According to 

Jones and Nelson (1996), individuals’ main expectations from marriage are parenthood, sexual 

partnership, and friendship.  

Parents’ marital relationships can affect their children’s marriage expectations (Çizmecioğlu, 

2020). Since children’s first impressions of marriage (directly or indirectly) come from their parents, it 

is likely that the images taken from this relationship strongly influence the personal emotions and 

attitudes they have of marriage when they are adults (Greenberg & Nay, 1982). According to Jones 

and Nelson (1996), one of the most critical factors affecting young adults’ attitudes towards love and 

marriage is whether their parents are still together or divorced. A study found that individuals 

negatively affected by their parents’ marriage can have lower marriage expectations (Curran et al., 

2009). Another study determined that marriage expectations do not vary by nationality or 

socioeconomic status and, therefore, can be universal (Ajzen, 2011). Most of the studies on marriage 

largely aim to determine how marriage expectations vary by variables. Boyer-Pennington et al. (2001), 

in their study, compared the marriage expectations of children whose parents are together and 

divorced and found that children with divorced parents have more negative marriage expectations than 

those whose parents are together. In contrast to this finding, Jones and Nelson (1996) observed in their 

study that individuals’ marriage expectations do not vary according to whether their parents are 

together or divorced. If we take into account the impact of interpersonal differences, it is not surprising 

that every individual is affected differently by their parents’ divorce. Some individuals model the 

partnership relationship they see in their parents and conclude that their own relationship will look like 

this.Others may have the belief that they will form a completely different relationship from their 

parents. In this case, the findings related to the subject gain different meanings and require further 

studies on this subject. In addition to the role of parents, it is known that marriage expectations are 

also influenced by the relationship styles portrayed in the popular media. 

Researchers have investigated the possible effect of the relationship styles individuals’ 

encounter in popular media on their marriage expectations. With the impact of popular media, 

individuals can create unrealistic marriage expectations (Baucom & Epstein, 1990). Having unrealistic 
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expectations undoubtedly creates some problems in marital relationships. Demo and Fine (2010), in 

fact, reported that unrealistic marriage expectations are a leading factor in divorce. Yıldız (2017) 

found that when the expectations of partners are in harmony in marriage, there tends to be greater 

harmony in that marriage, whereas having different marriage expectations can lead to problems 

between partners. Moreover, Akşemsettinoğlu (2020) argued that marriage expectations can affect 

relationship satisfaction. In addition to the relationship style of family or parents and popular media 

and their impact on marriage expectations, the concept of rejection sensitivity is also believed to affect 

marriage expectations.  

Rejection can cause a feeling of worthlessness on account of not being accepted by other 

people in interpersonal relationships (Sarıçam, 2011). Anxious expectation of rejection refers to 

having a high level of expectation of being rejected in the future before any rejection occurs 

(Normansell & Wisco, 2017; Ayduk, et al., 2003). From this understanding of rejection, the concept of 

rejection sensitivity emerges.  

The concept of rejection sensitivity is defined as a highly anxious expectation of being 

rejected (Downey & Feldman, 1996; Ayduk, et al., 2003). Rejection sensitivity as an individual 

difference has been widely studied in recent years (Bener, & Günay, 2013; Dillon, 2005; Downey, et 

al., 1999; Kotan, 2016; Köse, et al., 2017). Sensitivity experienced in interpersonal relationships can 

be replaced with rejection sensitivity over time and, in turn, lead to the breakdown of close 

relationships (Elibol & Tok, 2019). People who are susceptive to being rejected display excessive 

sensitivity to rejection and can overreact when they are rejected or encounter ambiguous behaviors or 

attitudes that are suggestive of rejection (Özen & Güneri, 2018). Rejection sensitivity stems from a 

combination of various factors, including fear of rejection, misunderstanding of others’ behaviors, 

inferiority complex, insecurity, and avoidance of interpersonal situations (Erözkan, 2004). Once the 

dynamic of rejection sensitivity fully forms in individuals who are sensitive to rejection, it becomes a 

lifelong dynamic for them (Pietrzak et al. 2005; Romero-Canyas & Downey, 2005). In this respect, it 

is believed that rejection sensitivity is similar to attachment style, insofar as it too tends to be 

permanent once it is formed.  

The internalization of rejection experiences in the first years of life will affect future 

relationships (Bintaş, 2015) and can notably cause problems in interpersonal relationships. Studies in 

the literature report that rejection sensitivity negatively affects interpersonal relationships (e.g., 

Downet et al., 1999; Downey & Feldman, 1996) and harms mental health, causing depression 

symptoms, social anxiety, and general anxiety disorders (Downey & Feldman, 1996; Feinstein et al., 

2012; Normansell & Wisco, 2017). Therefore, considering its effects on mental health, it is important 

to understand how rejection sensitivity develops in people.  

Rejection sensitivity develops from the accumulation of all rejection experiences people have 

throughout their lives (Feldman & Downey, 1994). Studies on the relationship between exposure to 

rejection in childhood by parents and rejection sensitivity show that rejection sensitivity is linked to 

exposure to rejection during the period of childhood (Erözkan. 2004). According to the attachment 

theory, individuals who have suffered rejection or violence by a caregiver develop anxiety about 

rejection (Harper, Dickson, & Welsh, 2006). Gerdan and Kurt (2020), in their study, found that 

individuals who had an anxious attachment to their caregiver in their childhood had higher rejection 

sensitivity. Individuals with rejection sensitivity have been shown to have difficulties creating stable, 

strong interpersonal bonds in adulthood (Downey & Feldman, 1996). These individuals need the 

approval of others when establishing close relationships with people (Romero-Canyas et al., 2010). In 

light of all this information from the literature, it is thought that there may be a strong connection 

between rejection sensitivity and attachment. In fact, according to a study by Ainsworth et al. (1978), 

if a mother consistently rejects her baby’s attempts to establish physical contact, the baby will learn to 

avoid it; this avoidance of rejection will likely continue in the relationships with others in the later 

years of life. Hence, here it is important to move on to an explanation of attachment, as it is believed 

to be linked to the concepts of marriage expectation and rejection sensitivity.  
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Attachment theory was first introduced in a study by Bowlby published in 1944, titled Forty-

Four Juvenile Thieves: Their Characters and Home-Life. In this study, a strong positive relationship 

between children’s early maternal deprivation and their crime rates was found. Bowlby observed 

children in a nursery and children who had been separated from their attending caregivers either for a 

long time or completely and discovered remarkable uniformity in the children’s reaction to separation. 

Bowlby’s main focus was to understand and explain how infants attach to their primary caregiver and 

are emotionally affected when separated (Hazan & Shaver, 1987). The resulting attachment theory 

proposed by Bowlby (1973) asserts that individuals have a tendency to build strong emotional bonds 

with others who are significant to them, and that this is a universal need (Bowlby, 1973; Bowlby et al., 

1989 ). Bowlby’s (1973) first proposition rests on the idea that an individual who is confident that the 

figure to whom they have attachment will be available whenever needed, as compared to those who do 

not have such confidence, is much less prone to a state of intense anxiety. Bowlby’s (1973) second 

proposition asserts that confidence regarding the existence of the attachment figure is developed in the 

first years of life and is relatively permanent. Indeed, Kesebir et al. (2011), in their study clearly 

showed that attachment is formed in the first years of life and affects one’s later years of life. The 

quality of the relationships individuals create in the first years of their lives will determine whether 

their perceptions towards the self and others are secure or insecure (Atik, 2013). In other words, the 

first relationships individuals form with their attachment figures will influence their future 

relationships.  

From the relationships established with both parents, children create mental representations 

about how their attachment figures behave in different situations, and all expectations from these 

relationships are generated according to these representations (Bowlby, 1973). Bowlby designated 

these models, which contain traces of the first experiences in the baby-parent relationship, as internal 

working models. These models play a decisive role in the relationships formed over the lifetime of the 

individual. As the cognitive schemes formed during the childhood period shape the individual’s future 

experiences in terms of the perceptions they will have towards self and others and their beliefs, 

interpersonal relationships, expectations, and attitudes. According to Bowlby, the most important 

function of internal working models is that they provide an individual who encounters a novel 

situation the ability to decide using previous mental representations, instead of evaluating the situation 

anew each time. Internal working models consist of two dimensions, the self-model, which forms 

one’s perceptions regarding self, and the other model, which involves one’s perceptions and trust of 

significant others in their life (Bartholomew& Horowitz, 1991). These models complement and 

mutually interact with one another (Bowlby, 1973). Depending on the perception a person has of 

themselves and others, a person can either see themselves as valuable and the other as trustworthy or 

see themselves as worthless and the others as untrustworthy according to internal working models.  

According to Ainsworth et al. (1978), the attachment styles in children can be categorized into 

three groups: secure attachment, anxious-ambivalent attachment, and avoidant attachment. Hazen and 

Shaver (1987) expanded the study by Ainsworth et al. (1978) to different age groups and categorized 

the attachment in adolescents and adults using the same groups. The first of the attachment styles is 

the secure attachment style. In the secure attachment style, the individual perceives the self as valuable 

and the other as reliable and does not experience intense anxiety over the possibility of separation. The 

second attachment style is the avoidant attachment style. In the avoidant attachment style, the 

individual consistently rejects others’ attempts to establish relationships in order to protect themselves 

against a possible separation. Finally, there is the third attachment style; the anxious-ambivalent 

attachment style. In this attachment style, the individual develops inconsistent reactions and is in a 

state of intense anxiety over the possibility of separation. In a study by Harvey and Byrd (2000), 

individuals with secure attachment are more willing to get support from their family when they 

encounter a problem, while individuals with ambivalent attachment tend not to get support from their 

families in such situations. 

Taking into account all this information from the literature, it is thought that there exists a 

strong relationship between marriage expectation, rejection sensitivity, and attachment styles. 

Understanding the relationship between these concepts can help individuals have happier marital 
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relationships and make their marriages lasting.The first hypothesis of the study is that rejection 

sensitivity has an effect on marriage expectancy. However, it is thought that this effect is not due to 

rejection sensitivity alone, and attachment styles play a mediating role in this relationship.Therefore, 

attachment styles were chosen as the mediator variable. The central hypothesis of the present study is 

that attachment styles have a mediating role in the relationship between marriage expectation and 

rejection sensitivity. Accordingly, the study aims to investigate the mediating role of attachment styles 

in the relationship between marriage expectation and rejection sensitivity.  

METHOD 

The present study used the cross-sectional survey method to investigate the relationship 

between the variables. The PROCESS analysis developed by Hayes (2017) was applied to analyze the 

built model. In this model, ‘marriage expectation’ was assigned as the dependent variable, ‘rejection 

sensitivity as the independent variable, and ‘attachment styles’ as the mediator variable. 

Questionnaires and scales were applied online via the internet. The participants were informed about 

the study in advance, and participation was voluntary-based.  

Participants 

This study included 365 university students. 265 (72.6%) females and 100 (27.4%) males, 

from Istanbul Sebahattin Zaim University (IZU) and Marmara University (MU) in Turkey constituted 

the sample group. The population of the research consists of 1 million 834 thousand students studying 

in Istanbul (2022,7,27). While determining the sample size, the "estimated sample size" table was used 

(Büyüköztürk et al., 2012).Participants were determined by convenience sampling method. 

Convenience sampling is a type of non-random sampling in which participants who meet criteria such 

as easy accessibility, geographical proximity, and willingness to participate are included in the study 

(Dörnyei, 2007). The mean age of the participants was 21.69 and ranged from 18 to 45. Of the 

participants, 348 (95.3%) were single, 17 (4.7%) were married, and 46 (12.6%) were at a low-

socioeconomic level, 305 (83.6%) at a mid-socioeconomic level, and 14 (3.8%) at a high-

socioeconomic level. Socioeconomic level was determined according to the participants’own 

statements. 

Table 1.Frequency distribution of the participants by demographic variables  

Variables   n % 

Gender  Female 265 72.6 

 Male 100 27.4 

Marital Status  Single 348 95.3 

 Married 17 4.7 

Socioeconomic Level Low  46 12.6 

Mid 305 83.6 

High 14 3.8 

University  IZU 76 20.8 

 MU 289 79.2 

 

Measures 

The study used four different forms, a questionnaire and three scales. There was a total of 85 

items on these forms.  

Questionnaire 

The questionnaire was developed by the researchers of the present study. Depending on the 

previous research in the literature (e.g. Akşemsettinoğlu, 2020; Ger, 2021), the questions on the form 

were prepared to unearth new variables that might have a strong relation with other variables in the 

study. It includes a total of nine multiple-choice and open-ended questions to determine the 

independent variables of the participants. Face validity and content validity can be used for the 
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validation of questionnaires (Singh, 2017). For the face validity; questionnaire were administered to 

laypersons, in order to assess whether the questions appropriate for measuring objectives or not. On 

the other hand for the content validity subject-matter experts' points of views were assessed. The 

questionnaire was administered at the beginning of the scale forms together with the “Consent Form”.  

Marriage Expectation Scale (MES) 

The MES, developed by Jones and Nelson (1996), is a five-point Likert-type one-dimensional 

scale with 40 items. The scale measures expectations regarding intimacy, equality, and compatibility 

in marriage. The lowest possible score on the scale is 40 and the highestis 120. Low scores obtained 

on the scale (0–85) indicate pessimistic expectations about marriage, high scores (97–120) indicate 

idealistic expectations about marriage, and medium scores (86–96) indicate realistic expectations 

about marriage. Soysal et al. (2016) adapted the scale to Turkish. The reported internal consistency 

coefficient of the scale was .93, its test-retest reliability was .97, and its linguistic validity coefficient 

was approximately .98. In the present study, the alpha reliability coefficient was found to be .88. 

Rejection Sensitivity Scale (RSS) 

The RSS was developed by Downey and Feldman (1996) to measure rejection sensitivity, 

which refers to anxious anticipation of rejection, rapid perception of rejection, and tendency to 

overreact to rejection. The present study used the University Students Form of the Rejection 

Sensitivity Scale. The scale is a six-point Likert type, consisting of 18 items and a single factor. The 

lowest and highest possible scores on the scale are one and 36, respectively. Köse et al. (2017) adapted 

the scale into Turkish. The internal consistency coefficient of the scale was found to be .85 and .82 in 

two different studies. The present study determined the alpha reliability coefficient to be .84.  

Three-Dimensional Attachment Styles Scale (TDASS) 

The TDASS was developed by Erzen (2016) to measure attachment styles. The scale has 18 

items and three sub-dimensions. These sub-dimensions, which correspond to the categorization based 

on adult attachment styles (Ainsworth, 1978), are secure attachment, avoidant attachment, and 

anxious-ambivalent attachment. The Cronbach’s alpha coefficients for the sub-dimensions were 

calculated as .69, .80, and .71, respectively. The scale is a five-point Likert-type and includes no 

reverse items. The present study calculated the alpha reliability coefficient to be .80.  

FINDINGS 

Before conducting a mediation analysis, some assumptions required for regression analysis 

first need to be checked. These assumptions are the absence of multicollinearity between variables, the 

absence of autocorrelation and heteroscedasticity, and the normal distribution of the variables. An 

investigation of these said assumptions was made in this study prior to performing the mediating 

analysis. 

The presence of a high and linear relationship between the independent variables is defined as 

multicollinearity. In such a case, it becomes difficult to distinguish the unique contribution and effect 

of each variable (Büyüköztürk, 2016; p. 35). To check multicollinearity, Variance Inflation Factor 

(VIF), Condition Index (CI), and Tolerance (T) values were examined. The VIF value was calculated 

as 1.1, the CI as 1, 5.8, and 18.1, and the T value as .9. A VIF value lower than 10, a CI value lower 

than 30, and a T value greater than 10 indicate no multicollinearity between variables. Therefore, the 

assumption of multicollinearity was met in the present study.  

Another assumption was the absence of autocorrelation between the variables. The presence of 

autocorrelation indicates that there is a relationship between the error items of the independent 

variables. In other words, it causes the standard errors of statistics to be large (Ünver, Gamgam, & 

Altunkaynak, 2016; p. 426). This assumption was tested using Durbin-Watson analyses, with the 
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results showing a value of 1.96, which is within the 1.5–2.5 reference interval. Therefore, the 

assumption regarding the lack of autocorrelation was met.  

The online form has been created in such a way that it does not allow to switch from one 

question to another without marking it. So that, there is no missing value in the data set. The normality 

assumption was checked by calculating the skewness and kurtosis coefficients. The skewness and 

kurtosis values were found to be between -1 and +1, which indicated that the normality assumption 

was met (George & Mallery, 2001). Missing or incomplete data creates problems in studies. There are 

many techniques in the literature that offer different approaches for the analysis of missing values. 

These techniques are listwise data deletion, casewise data deletion, pairwise data deletion, mean 

substitution, regression imputation and maximum likelihood estimation techniques (Çokluk, 

Şekercioğlu, & Büyüköztürk, 2012; Oğuzlar, 2001). A case may be omitted from an analysis because 

it contains one or more missing values in the variables being analyzed. In this study missing cases 

were eliminated from the data set. Table 2 presents the descriptive statistics of the variables and the 

relationships between the variables. The Pearson correlation test was applied to investigate the 

relationships.  

Table 2. Relationships between the variables and descriptivestatistics 

Variables  1 2 3 4 5 

1. Marriage expectation  1     

2. Rejection sensitivity -.21** 1    

3. Secure attachment .25** -.31** 1   

4.Avoidant/Anxious attach. 

5. Fearful/Anxious attach. 

-.05 

-.10* 

.01 

.22** 

-.29** 

-.22** 

1 

.27** 

 

1 

Mean 93.59 8.75 18.77 14.62 16.81 

Mode 

Median 

95 

94 

8 

8.5 

19 

19 

12 

14 

14 

16 

Kurtosis -.488 -.216 .008 -.001 -.451 

Skewness -.167 .321 -.369 .542 .267 

N= 365, **p<.01, *p<.05 

 

As Table 2 shows, there was a .21-level positive relationship between marriage expectation 

and rejection sensitivity (p =.000 < .01); a .25-level positive relationship between marriage expectation 

and secure attachment (p =.000 < .01), and a .10-level negative relationship between marriage 

expectation and fearful attachment (p =.01 < .05). Furthermore, there was a .31-level significant 

negative relationship between rejection sensitivity and secure attachment (p< .01) and a significant 

positive relationship between rejection sensitivity and fearful attachment (p<.01). No significant 

relationship was found between rejection sensitivity and avoidant attachment (r= .01, p>.05). A .29-

level significant negative relationship between secure attachment and avoidant attachment (p< .01) 

and a .22-level significant negative relationship between secure attachment and anxious attachment 

(p< .01) were found. Lastly, a .27-level significant positive relationship was found between avoidant 

attachment and anxious attachment (p< .01).  

The mediating role of attachment styles in the effect of rejection sensitivity on marriage 

expectation was investigated using the PROCESS macro plug-in. Here, the attachment styles were 

included in the analysis separately and addressed in three dimensions (secure, avoidant, and fearful).  
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 -.31** .60** 

 

 

-.65** 

(-.46**) 

Figure 1. Mediating role of secure attachment in the relationship between rejectionsensitivity 

and marriage expectation 

As seen in Figure 1, there was a .65-level significant negative relationship between rejection 

sensitivity and marriage expectation. However, when the mediating effect is removed, this relationship 

maintains its negative significance and decreases to the .46-level. The continuation of the relationship 

after the mediation effect disappears shows that attachment styles have a partial mediation effect 

(Yilmaz & Dalbudak, 2018). 

Table 3. Direct and indirect effect of rejection sensitivity and secure attachment on marriage 

expectation 

Variables β SE Bootstrap 95% CI 

Low 

Bootstrap 95% CI 

High 

TOTAL EFFECT     

Rejection sensitivity→ Marriage expectation -.65** .15 -.9543 -.3393 

DIRECT EFFECT     

Rejection sensitivity →Secure attachment -.31** .05 -.4106 -.2102 

Secure attachment → Marriage expectation .60** .15 .2891 .9111 

Rejection sensitivity → Marriage expectation -.46** .16 -.7776 -.1435 

INDIRECT EFFECT     

Rejection sensitivity → Secure attachment → 

Marriage expectation 

-.19** .06 -.3312 -.0712 

N=365, SE= Standard Error, GA= Confidence Interval, **p<.01 

 

Table 3 presents the results of the PROCESS analysis. The overall effect of rejection 

sensitivity on the dependent variable of marriage expectation was negative and significant (β= -.65, 

SE= .15, 95% CI= [-.9543, -.3393], p<.01); the direct effect of rejection sensitivity on the mediating 

variable of secure attachment was negative and significant (β= -.31, SE= .5, 95% CI= [-.4106, -.2102], 

p<.01); the direct effect of secure attachment on marriage expectation was positive and significant (β= 

.60, SE= .15, 95 % CI= [.2891, .9111], p<.01); the direct effect of rejection sensitivity on marriage 

expectation was negative and significant (β= -.46, SE= .16, 95% CI= [-.7776, -.1435], p<.01); and 

finally, the indirect effect of rejection sensitivity on marriage expectation through secure attachment 

was negative and significant (β= -.19, SE= 0.6, 95 % CI= [-.3312, -.0712], p<.01). There were no 

significant results obtained regarding the analyses performed on avoidant and fearful attachment.  

DISCUSSION AND CONCLUSION 

Marriage has been the subject of much research, as it is one of the major milestones of 

people’s lives. One of the more prominent concepts examined in recent studies on marriage is 

marriage expectation. This concept of expectation serves as one of the most important factors 

determining satisfaction in relations. To better understand the expectations of marriage, it is necessary 

to identify the variables responsible for creating these expectations. Therefore, the present study 

investigated the role of rejection sensitivity and attachment styles in predicting marriage expectations.  

The study findings showed that as individuals’ rejection sensitivity increases, their 

expectations from marriage decrease. It was further observed that individuals who are afraid of being 

rejected in their relationships and who think that their efforts to build a close relationship will have 

SecureAttachment 

RejectionSensitivity MarriageExpectation 
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negative results have pessimistic expectations from marriage. However, rejection sensitivity is not the 

only variable that predicts marriage expectation. The mediating analysis results revealed that having a 

secure attachment style contributes to the prediction of marriage expectations. In fact, people with low 

sensitivity to rejection tend to have more optimistic expectations from marriage because they have a 

more secure attachment style. This finding establishes the key role attachment styles play in close 

relationships. A study examining the change in closeness and satisfaction in relationships according to 

attachment styles provided paralel findings with this research, as it reported that adults with a secure 

attachment style scored higher on these variables than that of those with an avoidant attachment style 

(Lopez et al., 2000). In the same study, individuals with a secure attachment style exhibited more 

positive and stable emotions than those with an ambivalent attachment style.A study by Dillon (2005) 

examined the effect of domestic violence, divorce, and gender on marriage expectation (pessimistic, 

realistic, and idealistic). She found that while domestic violence and divorce had no significant impact 

on marriage expectation, gender did. In contrast to this findings, Boyer-Pennigton et al, (2001), in their 

study, found that having divorced parents negatively affected marriage expectations. More studies on 

this issue are needed to work out this conflict in results. In summary, the present study found that 

secure attachment has a partial mediating role in the relationship between rejection sensitivity and 

marriage expectation, but that avoidant and ambivalent attachment have no mediating roles. 

Regarding the strengths and limitations of this study, the applied methods and scales and the 

sample size can be considered to be the strengths of the study. The scales used are capable of 

evaluating an individuals’ current situation objectively. A sample of 365 people reached in this study 

is close to the sample size of many similar studies. On the other hand, the study’s limitations are 

similar to those seen in other studies. The participants, for example, was limited to only university 

students, meaning that the present findings only pertain to this sample and cannot be generalized to 

different age groups. The way of the defining the socioeconomic levels of participants is another 

limitation of the study. It is therefore suggested that more studies involving other age groups be 

conducted on this topic to contribute additional valuable information to the related literature. 

Moreover, it is recommended that new studies involving qualitative interviews and the use of scales be 

conducted to measure individuals’ attitudes regarding the existing variables to further enrich the 

literature. Lastly, it is suggested that educational opportunities and seminars on the importance of 

having realistic and sound marriage expectations before deciding on marriage be developed for young 

people. 
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Abstract 

This qualitative study aimed to examine middle school content teachers’ opinions about the inclusive 

education processes of visually impaired students. Data were collected through semi-structured 

interviews to have a deeper understanding of teachers’ practices and the problems they face during the 

inclusive education process for visually impaired students. Participants were teachers of science (n=8), 

social studies (n=8), and mathematics (n=8). The data were analyzed using content analysis. It was 

found that science, mathematics and social studies teachers who have visually impaired inclusive 

students in their classes need support to increase their professional competence in preparing tactile or 

visual teaching materials during the instructional planning process, teaching according to both normal 

and visually impaired students, using technology to make the learning process of the visually impaired 

student easy and permanent, supporting visually impaired students to socialize with their sighted 

peers, assessing visually impaired students, and learning about visually impaired children and their 

education. 
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INTRODUCTION 

Based on the World Health Organization (WHO) classification of visual impairment, there are 

four levels of visual function: normal vision, moderate visual impairment, severe visual impairment, 

and blindness (WHO, 2013). Moreover, the combination of moderate visual impairment and severe 

visual impairment is expressed under the term low vision (WHO, 2013). In addition to these levels, 

according to the International Statistical Classification of Diseases [ICD-10], blindness (ICD: 3rd, 4th 

and 5th codes) is defined as the visual acuity of the better-seeing eye between 20/400 (3/60) and 

20/1200 (1/60) or the presence of visual field loss, with the best possible correction. Low vision (ICD: 

1st and 2nd codes) refers to a visual acuity of less than 20/70 (6/18) and equal to or greater than 

20/400 (3/60) in the better-seeing eye, with the best possible correction (WHO, 2006). 

In Turkey, the terms visually impaired and low vision are defined in different ways in legal 

documents and literature. In the Special Education Services Regulation (2020), a visually impaired 

individual refers to an individual who needs special education or support education services due to 

partial or complete loss of vision. In the literature, blind and low vision are defined in two different 

ways: legal and educational. Regarding the legal definition, blindness is a normal visual acuity of 

20/200 or less in the better-seeing eye of the individual, with all possible corrections, and a visual field 

of less than 20 degrees (Özyürek, 1998; Şafak, 2013; Tuncer, 2013; Aslan, 2015). Low vision refers to 

an individual's normal visual acuity between 20/70 and 20/200 in the better-seeing eye, with all 

possible corrections (Özyürek, 1998; Şafak, 2013; Tuncer, 2013; Aslan, 2015). Regarding the 

educational definition, a blind has severe visual acuity loss and can continue education by reading with 

the tactile alphabet (Braille) and listening with audio books (Şafak, 2013). In addition, blind 

individuals need tactile-auditory materials in their academic activities and cannot use their visual 

senses for learning (Tuncer, 2005). The educational definition describes an individual with low vision 

as one who can read large or normal font written materials with the help of magnifying glasses 

(Özyürek, 1995; Şafak, 2013). Besides, an individual with low vision needs assistive devices (e.g., 

glasses), environmental regulations such as lighting, and can use their eyesight for learning purposes 

(Tuncer, 2005). In this study, the term “visually impaired” was used for people with low vision and 

those who could not use their eyesight at all or use it very limitedly. 

Children with disabilities must first be identified to benefit from special education as well as 

support services and to be placed in educational settings (Avcıoğlu, 2011; Eripek, 2007). In Turkey, 

the diagnosis and evaluation of children with disabilities are run in two different ways: medical and 

educational (Yıldırım Doğru & Saltalı Durmuşoğlu, 2011). The medical diagnosis of visual 

impairment is made by ophthalmologists with medical devices and measurements (Gürsel, 2011). This 

diagnosis helps in determining the eligibility of children in receiving special education and support 

services. With decree law no 573 issued in 1997 in Turkey, after the medical diagnosis, an educational 

evaluation is made, and then based on this evaluation, the educational goals of children who need 

special education are determined. Finally, they are placed in educational settings in line with 

objectives. Educational evaluation is done by teachers working in Guidance and Research Centers 

(RAM) through the Criterion-Dependent Measurement Tools. Educational evaluation helps determine 

the development and academic competencies of visually impaired children and their educational 

needs. Visually impaired children are directed to different educational institutions in line with their 

educational needs. 

There are various educational settings such as regular classes, special education classes, and 

day or boarding special education schools (schools for the visually impaired) where visually impaired 

children can receive education (Çakmak, Karakoç, Şafak, & Kan, 2013). As of 2022, there are 18 

schools for the visually impaired in Turkey (17 primary schools and one middle school). A total of 

1054 students were studying in these schools in 2021. This number includes students in special classes 

opened for children with more than one disability. The last school for the visually impaired, which 

provides education at the primary school level, was opened in 2015. With the enactment of decree law 

no 573 in 1997, today visually impaired students are mostly placed in regular classes and special 

education classes, but few receive education in schools for the visually impaired, which are separate 
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educational settings. The 2021 data show that 114 991 (about 75%) of the 153 937 students receiving 

special education at primary schools had education in inclusive settings. At the middle school level, 

144 769 (about 80%) of 180 600 special education students were educated in inclusive settings. 

Although the number of visually impaired students in special classes or regular classes is not known 

clearly, according to numerical statistics, most of them received education in inclusive classes. 

Visually impaired students, who are placed in regular classes as inclusive students, receive education 

with their normal peers by classroom or content teachers. 

The basic criteria for a successful inclusive education are teachers, normal students, inclusive 

students, families, school administration, physical environment, and individualized education 

programs (Batu 2000; Kırcaali-İftar 1998). The role of content teachers is crucial to the achievement 

of visually impaired middle school students in inclusive education. Visually impaired students 

receiving inclusive education at the middle school level in Turkey take 29 hours of compulsory 

lessons: Turkish (6 hours a week), Mathematics (5 hours a week), Science (4 hours a week), Social 

Sciences (3 hours a week) and other courses (Religion, Foreign language, Technology, Physical 

Education). There are important variables for visually impaired students receiving education in regular 

classes, such as the content teacher's ability to meet the needs of visually impaired students and their 

positive attitude towards the education of those students in the regular classes, arrangement of 

educational environments, provision of educational materials, and creating opportunities for 

socialization processes with other students. If these variables are well planned and presented, visually 

impaired students can receive more qualified education inside and outside the regular classes. The 

classroom environment should be designed (lighting type and rate, seat, etc.) according to whether the 

individual is blind or has low vision. In addition, educational materials should be selected according to 

the type of disability (for students with low vision: determining the reading and writing tools, font size, 

point size, line spacing, the contrast between the background and the color of the text in the reading 

materials, simplification of the visuals in the written books, etc.; for visually impaired students: 

Braille tablet as a writing tool, using a typewriter or computer with screen reading program, braille 

or audiobooks, etc.). Moreover, socialization processes with sighted peers are required (making 

friendships, participating in activities, doing homework, spending time together in free time, etc.), and 

it is necessary to increase the professional competencies of the content teachers (teaching Braille 

reading and writing, supporting and teaching the visually impaired students to use technological tools 

such as computers with audio programs in the classroom, providing the necessary arrangements in 

the educational documents according to the student's visual status, ensuring that the student learns by 

seeing or touching, teaching independent movement skills, etc.). Supporting students with low vision 

or visually impaired students and their classroom as well as content teachers in these areas will ensure 

that those students receive education under the best possible equal conditions with their sighted peers 

in regular classes.  

Content teachers take a 2-credit "Special Education and Inclusion" course in the seventh 

semester of their BA education. Prospective teachers have the opportunity to meet with inclusion 

students in practice by taking the "Teaching Practice I" course in the same semester. However, these 

courses are limited to raising awareness among prospective classroom or content teachers. After 

completing their university education and starting their professional life, prospective teachers can 

work with inclusive students who have different types of disabilities. Teachers support their 

professional competencies by participating in professional development training programs in the field 

of special education. Although they participate in these trainings, teachers working in classrooms with 

inclusive students have serious problems in preparing and implementing Individualized Education 

Program (IEP) (Yorulmaz,2015; Pamuk,2016; Evyapan,2020), managing large classes 

(Kewaza&Welch 2013; Özgüneş,2016; Karaca, 2018), supplying and preparing teaching materials 

(Kızılaslan,2016; Okçu,2016; Zorluoğlu, 2017; Yazıcı 2017; Çay, Yıkmış & Özgüç, 2020), and 

classroom management (Sanır, 2009; Komitoğlu, 2009; Zengin-Bağcı, 2010; Koçoğlu, 2013; 

Söylemez, 2013; Adıgüzel, 2016; Sevce, 2017). In addition to these problems, the factors arising from 

the nature of the content lessons create difficulties for teachers to teach visually impaired students or 

for visually impaired students to learn the relevant lesson. For example, the courses such as 

Mathematics, Science, and Social Studies (geography) mostly contain abstract concepts as well as 
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visual elements such as symbols, tables, graphics, and figures. Besides, the presence of vision loss in 

students with low vision or visually impaired students also makes such courses more difficult for 

students and content teachers. Regarding mathematics, science and social studies courses, research 

investigating visually impaired inclusive students at the middle school level in Turkey has mostly 

focused on the structure of teaching tools within the framework of units or themes. Various studies 

were conducted on the teaching adaptations of mathematics teachers of visually impaired middle 

school students, such as developing tactile teaching materials for teaching geometric shapes (Horzum 

& Bülbül, 2017), the needs of the visually impaired students regarding the concept of algebra (Aktaş 

& Argün, 2021), and teaching the polygon concept to visually impaired students (Horzum & Arikan, 

2019). Similarly, studies examined the teaching adaptations of science teachers of visually impaired 

middle school students, such as adapting the “Electricity in Our Lives" unit at the 8th grade level for 

the visually impaired (Sözbilir & Okçu, 2016), adapting the "States of Matter and Heat" unit at the 8th 

grade level for the visually impaired (Kızılaslan & Sözbilir, 2017), adapting the "Systems in Our 

Body" unit at the 6th grade level for the visually impaired (Yazıcı, 2017), and adapting the 

"Particulate Structure of Matter" unit at the 6th grade level for the visually impaired (Zorluoğlu, 

2017). Furthermore, research focused on the teaching adaptations of social studies teachers of visually 

impaired middle school students, such as museum education of visually impaired students through 

tactile and auditory information (Buyurgan & Demirdelen, 2009), and teaching map knowledge to 9th 

grade visually impaired students (Tanrıkulu, 2010). 

The literature shows that research is mostly about the adaptation of the teaching tools for 

visually impaired inclusive students. However, in the inclusive education process, it is also necessary 

for teachers to know the characteristics of students with and without low vision, to determine the 

primary sensory organs used by students with low vision, to evaluate the functional vision skills of 

students with low vision, and to organize the environment and arrange materials for students with low 

vision or visually impaired students. teachers should also know how to plan the support education 

services, participate in professional development trainings on the education of students with low vision 

or visually impaired students, support the social skills of the students, use techniques to cope with 

possible behavioral problems and blindness tics and use technology during teaching. If inclusive 

education practices can be supported by taking these variables into consideration together with the 

adaptation of teaching tools, both visually impaired students and their teachers can experience a more 

problem-free education process. The aim of the study was to examine the opinions of middle school 

content teachers about the inclusive education. This research is important in terms of determining the 

difficulties experienced by science, mathematics and social studies teachers working in schools for the 

visually impaired, and identifying solutions based on their experiences. Besides, this research is 

considered important in terms of revealing the adaptations/arrangements that should be made in the 

teaching of science, mathematics and social studies courses to visually impaired students. This paper 

will contribute to literature since there is a limited number of studies on the related subject. Thus, this 

study aimed to determine (1) the instructional arrangements made by the teachers in the science, 

mathematics and social studies courses for visually impaired students, (2) the subjects that teachers 

had difficulty with, and (3) their solutions for effectively conducting science, mathematics and social 

studies courses. 

METHOD 

This qualitative research adopted a case study design. A case study is an in-depth analysis of 

one or more events, settings, programmes, social groups, societies, or other constrained systems. The 

situation represents a holistic system. A teacher, student or a newly implemented program can create a 

situation. A case study investigates a contemporary phenomenon in depth and within its real-life 

context (Stake, 1995; Yin, 2014, cited in Ozan et al., 2017). Explanatory case study was used in this 

study. Explanatory case studies provide information about a situation, serve primarily to make the 

unfamiliar familiar, and to explain connections with real-life situations (Yılmaz, 2014).  
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Participants 

Participants were 24 middle school content teachers who were teaching visually impaired 

students. At first 36 teachers were reached and informed about the study. However, 24 participants 

agreed to participate in research. They were teachers of science (n=8), social studies (n=8), and 

mathematics (n=8). They were teaching in the provinces of Istanbul, Ankara, Yozgat, Kırşehir and 

Malatya, with an average 10-year teaching experience. Table 1 presents detailed information about the 

participants. 

Table 1 Demographic Information of Participants 

Branch Experien

ce (year) 

Grade 

they 

teach 

Student's 

vision 

level 

Years of working 

with visually 

impaired students or 

students with low 

vision 

Receiving 

professional 

development 

training on the 

visually impaired 

Interview 

date 

Interview 

duration 

1 Science 10 7 A.G 3 - 06.04.2022 27 min 

2 Math  7 7 A.G 3 - 06.04.2022 24 min 

3 Social S 3 7 A.G 3 - 06.04.2022 28 min 

4 Science 4 6 G.E 2 - 08.04.2022 25 min 

5 Math 18 6 G.E 2 - 08.04.2022 23 min 

6 Social S 13 6 G.E 2 - 08.04.2022 27 min 

7 Science 2 6 A.G 2 - 13.04.2022 23 min 

8 Math 6 5 A.G 1 - 13.04.2022 29 min 

9 Social S 6 5 A.G 1 - 13.04.2022 25 min 

10 Science 8 5 A.G 1 - 27.04.2022 24 min 

11Math 7 5 A.G 1 - 27.04.2022 29 min 

12 Social S 4 5 A.G 1 - 27.04.2022 27 min 

13 Science 9 8 G.E 4 - 28.04.2022 24 min 

14 Math 11 8 G.E 4 - 28.04.2022 26 dak 

15 Social S 8 8 G.E 4 - 28.04.2022 26 min 

16 Science 16 6 G.E 2 - 29.04.2022 23 min 

17 Math 14 6 G.E 2 - 29.04.2022 25 min 

18 Social S 8 6 G.E 2 - 29.04.2022 27 min 

19 Science 6 5 A.G 1 - 03.05.2022 24 min 

20 Math 17 5 A.G 1 - 03.05.2022 28 min 

21 Social S 14 5 A.G 1 - 03.05.2022 25 min 

22 Science 18 7 A.G 3 - 04.05.2022 23 min 

23 Math 19 7 A.G 3 - 04.05.2022 27 min 

24 Social S 15 7 A.G 3 - 04.05.2022 24 min 

 

Interview Form 

The Interview Form was developed in three stages. First, the researcher reviewed the literature 

and developed a draft interview form. In the second stage, the draft form was shared with two field 

experts who completed their doctorate in the Education of the Visually Impaired in the USA, through 

face-to-face interviews. Based on the expert opinions, it was revised. The final version was discussed 

once again with the field experts, and the second phase was completed. In the third stage, the form was 

shared via e-mail with a total of six middle school mathematics, science and social studies teachers 

who had visually impaired inclusive students in their classes. Teachers expressed their opinions on the 

content of the interview form via e-mail within about 4 working days. In line with their opinions, 

Social Skills was added as a separate question, and the semi-structured interview form was finalized. 

Interview questions consisted of topics such as how the pre-lesson planning stage was 

prepared for visually impaired students, how the course materials were created, how the course 

presentations were made, how instructional technologies were used during the presentations, the 

academic evaluation processes of the visually impaired students, and the views of teachers on social 

skills. 
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Data Collection 

The data were collected during the spring term of the 2021-2022 academic year. All 

participants were interviewed. The researcher phoned the participants to determine the date and time 

for the interviews that were carried out online. Before the interviews, the teachers were informed 

about the purpose and scope of the research, and their permission was requested to record the 

interviews. The teachers were told that their personal and school information would be kept 

confidential; thus, a participant consent form was used. Each teacher was interviewed individually, 

and the interviews lasted an average of 25 minutes (Min: 23, Max: 29). All interviews were recorded. 

At the end of the interview, the researcher appreciated the teachers for their participation.  

Data Analysis 

Content analysis was used to analyze the data. Content analysis is an effective method for 

classifying and comparing texts to make theoretical inferences (Cohen, Manion, & Morrison, 2007). In 

this context, the views of participants were analyzed in detail. Based on the analysis, themes and sub-

themes were reached. These themes were categorized as preparing a teaching plan, developing 

teaching materials, presenting a lesson, using technology, social skills, assessment, and professional 

competence. The interviews were coded by the researcher and the themes were determined. To ensure 

the reliability of the analysis of observation and interview data, Miles and Huberman’s (2015) formula 

was used: Reliability = [Number of agreements /(Total number of agreements + disagreements)]. The 

reliability was found to be .89. While analyzing the data gathered from seven open-ended questions, 

coding was done for each item. Firstly, the statements that were divided into small parts were labeled. 

Qualitative researchers are not interested in the frequency of codes, but in how the codes relate to each 

other (Creswell, 2013). Therefore, the semantic integrity of the codes was preserved and the frequency 

of the codes and their relationship with each other were examined. Content analysis was used to bring 

together similar codes and categories and make them meaningful (Yıldırım & Şimşek, 2005). The 

questions were coded independently by each researcher and were themed by considering common 

codes. Coding was done by two experts for the reliability concerns, and Cohen's Kappa (k) coefficient 

was found to be 0.62. Kappa statistic takes values between 0 and 1, and .40 or above values are 

generally acceptable (Wynd, Schmidt, & Schaefer, 2003). Quotations were given to support the 

themes. In addition, member checking was achieved by sharing the results with the teachers.  

FINDING 

Based on the content analysis, the findings were presented under seven different themes: 

preparing a teaching plan, developing teaching materials, presenting a lesson, using technology, social 

skills, assessment, and professional competence. The areas where teachers had difficulty, the 

arrangements they made, and their suggestions were given in detail in the tables below. 

Theme 1 Preparing a Teaching Plan  

Difficulty Areas Arrangements Made Suggestions 

Planning cannot be made in line with the 

educational evaluation report (18)  

I do not make any arrangements 

(15) 

There should be support from a 

field expert on how to plan (21) 

Not being able to prepare a lesson plan 

according to the needs of students with low 

vision or visual impairment (9)  

When developing plans, I make the 

visual stimuli in the course content 

partially tactile or auditory (7) 

There should be a separate 

teaching plan (15) 

  Special education teachers or 

guidance counselors should attend 

group meetings (4) 

 

Regarding content teachers’ opinions about difficulties that they have while preparing a lesson 

plan for visually impaired students, the educational evaluation reports do not help prepare lesson plans 

(n=18) and teachers have difficulties in preparing a lesson plan according to the needs of visually 

impaired students (n=9). T9 said, “The information in the educational evaluation report does not give 

an idea about how I will plan the social studies course topics with my student with low vision.” T16 



International Journal of Progressive Education, Volume 18 Number 6, 2022 

© 2022 INASED 

82 

stated, “The educational evaluation report did not provide information on how to plan the subjects in 

the science curriculum according to visually impaired students.” T14 argued that “According to the 

educational evaluation report, it is not possible to develop a mathematics lesson plan for visually 

impaired students.” 

Given the content teachers’ opinion about the arrangements they made while preparing a 

lesson plan for visually impaired students, the teachers did not make any special arrangements while 

developing a teaching plan (n=15), and they tried to make the visual elements auditory or tactile (n=7). 

T6 said, “I do not know how to make an arrangement for a student who has no vision in the social 

studies lesson plan.” T17 stated, “Not in all subjects, but in some geometry subjects, I give plastic 

concrete geometric shapes to my students who do not see and ask them to examine.” T13 uttered, “I 

include detailed verbal descriptions to make some concepts in science subjects more concrete for 

visually impaired students.”  

Regarding teachers’ suggestions for the problems that they encounter while preparing a lesson 

plan for visually impaired students, according to teachers, special education teacher support should be 

provided while developing a lesson plan for those students (n=21), there should be a teaching plan 

different from that of other students (n=15), and a special education teacher or guidance counselor 

should participate in group meetings (n=4). T1 said, “I am a science teacher. I don't think I have any 

shortcomings in my field knowledge, but I need support from a special educator in adapting the lesson 

plan I prepared for normal children to the student with low vision.” T5 argued, “There should be a 

separate mathematics program from general education for visually impaired students, and a plan 

should be prepared according to that program.” T24 voiced, “There are three social studies teachers, 

including me, in the school where I work. I have a student with low vision in my class. We cannot 

prepare a lesson plan as a group. There should be a special education or guidance teacher in the 

group meetings.” 

Theme 2 Developing Teaching Materials 

Difficulty Areas Arrangements Made Suggestions 

Not being able to make teaching materials 

tactile (15)  

I cannot make any arrangements (15) MEB should provide large print 

and embossed materials (18) 

Not being able to adapt written and visual 

content for students with low vision (9)  

I hand out large print copies (10) There should be auxiliary staff in 

the classroom (3) 

Time limit to arrange material (6) I sit close to the smartboard and 

enlarge the content (10) 

 

Unable to create additional resources (5) I'm trying to emboss some shape (2)  

 

The teachers stated that they could not make the teaching materials tactile for visually 

impaired students (n=15), could not adapt the written and figurative visual content for them (n=9), 

could not spare enough time to create materials (n=6) and had difficulties in creating additional 

resources. T5 emphasized, While I can easily explain the shapes in the mathematics lesson, especially 

to the students who see the geometry subjects, through the shapes, I cannot make these figures 

embossed for visually impaired students, and I cannot fully teach the lesson for that student.” T22 

said, “Many Science lesson topics contain visual elements in books and digital content such as the 

subject of parts and functions of a flower. Small and complex visuals in many science textbooks and 

digital course contents cannot be seen by students with low vision. If these pictures were a little 

simpler, my students could see them much better.” T21 stated, “I have a 40-hour course load per week. 

It is not possible for me to prepare tactile materials for social studies topics for my student who cannot 

see at normal class pace.” 

It was found that teachers did not make any arrangements for visually impaired students 

regarding teaching materials (n=15), gave large-size photocopies (n=10), lectured by sitting close to 

the smart board and magnified the screen (n=10), prepared embossed materials for some subjects 

(n=2). T6 underlined, "I don't make any arrangements to develop materials for my students with low 

vision, I explain the subject to them over and over again." T1 stated, “I sit my student with low vision 
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close to the board and enlarge the text images on the screen. I give my student an enlarged version of 

the lesson notes. I find it difficult to describe many images because color copier is not available at 

school.” T17 said, "I am teaching my visually impaired students on geometry subjects through 

concrete geometric figures". 

The suggestions were as follows: the Ministry of National Education should provide support 

for large print and embossed materials (n=18), and there should be auxiliary staff in the classroom 

(n=3). T1 suggested, “The Ministry of National Education should provide us with material support for 

students with low vision or visual impairment”. T13 recommended, “There should be an auxiliary staff 

or an intern for such needs in classes with inclusive students. We have too many responsibilities such 

as course load. Such an application would be beneficial.” 

Theme 3 Presenting a Lesson 

Difficulty Areas Arrangements Made Suggestions 

I do not know exactly how to teach. I teach 

them the same way I teach normal children 

(12)  

I don't make arrangements (16) I need support on how I should 

teach (8) 

I have difficulty in conveying images with 

figures and graphics (8) 

I explain the important points of 

the lesson to my student twice (12) 

 

I have difficulty in getting a reaction from 

my student (7) 

I repeat the topic individually in 

the support education room (4) 

 

 

The teachers did not know how to make a lesson presentation for students with visual 

impairment (n=12). Besides, they had difficulties in transferring the visuals containing figures or 

graphics to the students (n=8) and getting a reaction from them (n=7). T14 complained, “I am a 

mathematics teacher, I do not know exactly how to teach those children. I teach them the same way I 

teach normal children. I think that this is not the right way; I must teach these children in different 

ways.” T18 said, “I don't know how to explain it to my student who does not know topics such as map 

knowledge and landforms in the social studies course. Since they cannot see the visuals, I do not think 

that they acquired the subjects.” T11 argued, “While teaching science subjects, I use the question-

and-answer technique to repeat subjects. While normal students participate in the question-and-

answer part, students who have vision problems remain silent. Although I am uncomfortable with this 

silence, I do not want to force them to speak. Otherwise, forcing them to speak may make them be 

more introverted.” 

Regarding arrangements, it was found that the teachers did not make any arrangements for the 

visually impaired students (n=16), they explained the topics to the visually impaired students for the 

second time (n=12), and they repeated the subject in the support training room (n=4). T8 stated, "I 

don't make any special arrangements for the child in my class who has vision problems while teaching 

mathematics subjects." T22 voiced, “After the lesson, I repeat the important parts of the subject to my 

student who has vision problems.” T17 uttered, “I repeat the topic individually in the support 

education room during extracurricular times.” 

The difficulties teachers experience while presenting the lessons for the visually impaired 

students were as follows, they suggested training on how to teach those children (n=9). 

Theme 4 Using Technology 

Difficulty Areas Arrangements Made Suggestions 

I do not know which technological 

tool(s) I should use (16)  

I do not use technology (12) I should get support regarding 

technology and technology use (9) 

 I present the image and text from the 

smart board by enlarging them (10) 

 

 I give lesson notes in large print (10)  

 I encourage the use of a magnifying 

glass (3) 

 

 I encourage laptop use (3)   
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Regarding difficulties in using technology while teaching visually impaired students, it was 

found that teachers did not know which technological tools the visually impaired students would use 

(n=12). Besides, they had difficulties in transferring images with figures or graphics to the students 

during the presentation (n=8) and in getting a reaction from visually impaired students (n=7). T5 

complained, “My student cannot see. He cannot use any technological tools. Moreover, I don't have 

any information about which technologies the student should use in mathematics class.” T9 explained, 

"Neither I nor my student use technology during lessons. I do not think that my student's parents have 

economic power in terms of technology." T8 said, “I don't know which technological tools my student 

should use, but we do not have a serious problem.” 

Considering their opinions about the regulations they make, it was observed that teachers did 

not make arrangements for the visually impaired students to use technology (n=12), they taught by 

enlarging the images and texts on the smart board (n=10), they gave large print photocopies (n=10), 

they encouraged the use of a magnifying glass by students with low vision to (n=3), and they 

encouraged laptop use (n=3). T4 stated, “My student cannot see. I don't know what kind of technology 

the student should use in science class. Also, my student doesn't use any technological tools, so I didn't 

need to make any adjustments.” T1 argued, “My student came to Turkey after graduating from 

primary school in the Netherlands. He had a vision problem when he was in primary school. They 

gave him a hand magnifier there. He was already using his magnifying glass when he started his 

education at this school. I always encourage him to use it, as I have observed that he learns more 

easily with a magnifying glass. In particular, he cannot see complex pictures such as cell structure in 

detail without a magnifying glass. However, when he uses a magnifying glass, both he and I are more 

comfortable in the lessons.” T20 voiced, “My student usually uses a laptop computer in the lessons. 

He is comfortable while writing, and he can read texts easily by enlarging the screen. I tell him that 

using a computer increases his academic success even more”. 

Their suggestion was as follows: I should get support in terms of technology and technology 

use (n=9). T5 said, “I don't know what kind of technological tools these kids should use. Even if my 

student has the required tools, I do not know how to make him use them during the lessons. I think that 

I need a support training on the technological tools that my disabled student can use.” 

Theme 5 Social Skills 

Difficulty Areas Arrangements Made Suggestions 

I have difficulty in communicating 

(16)  

I cannot make any arrangements (5) Practices of the counselors (14) 

I cannot make them do an activity with 

their friends (4) 

I encourage peer support (14)  

 I recommend him to be with his 

friends (16) 

 

 

Teachers stated that they could not communicate with visually impaired students (n=16) and 

had difficulty in getting them to do any activity with their classmates (n=4). T22 emphasized, “I have 

been teaching this student for three years. So far, he has never initiated communication with me. As 

far as I have observed in my classes, he has never started communicating with his friends. If I or his 

friends talk to him, he utters short sentences or single words. Both I and his classmates have accepted 

his situation.” T14 mentioned, “My student is always alone and quiet, both in the classroom and in the 

school garden. In fact, his friends do not exclude him in any way, but I have never seen them doing an 

activity together.” T9 said, “My student has low vision. Most of the time, he doesn’t have a break and 

sits in the class. I really want him to have a break with his other friends, but I don't force him. I think 

he felt in danger and scared because of his low vision. I can only get answers to the questions I ask. 

When his classmates ask him a question, he can answer, but their mutual communication is very 

limited.” T17 voiced, “While I am teaching mathematics both in the class and in the support education 

room, my student speaks in a low voice and hesitantly during the questions-and-answers part about 

the subjects related to the course.” 
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Regarding teachers’ opinions about the arrangements, they made for visually impaired 

students to perform social skills in the school, it was found that the teachers did not make any 

arrangements to support the social skills of the visually impaired students (n=5), tried to provide peer 

support (n=14), and told the child with low vision or visual impairment to spend time with his 

classmates (n=16). T2 said, “I do not make any arrangements to support my student's social 

development. Because he is a 7th grader. I don't understand why an arrangement is made for a 

student of that age. I think that he will somehow strengthen his social aspect by communicating with 

his normal friends.” T20 argued, “My student is a very quiet and well-behaved child. I can say that I 

rarely saw him doing an activity with his friends. Sometimes I see him talking to a person just by the 

way. I encourage his casemates who are social to build a friendship with him. Those children do not 

offend me, but they complained as follows: Sir, we want to do something with him, but he does not 

want.” 

Given teachers’ suggestions for the visually impaired students to perform social skills in 

schools, they recommended applications to be made by counselors to support the social skills of 

visually impaired students (n=14). T11 said, “I feel very sorry for this child, I think he is alone. I don't 

know how to help either. I think that the school guidance service should work on this issue.” T24 

stated, “I am a social studies teacher. I do not know exactly the characteristics of these children. This 

child shares the same environment with his friends socially but cannot establish social contact. I think 

the guidance teacher can carry out more beneficial studies.” 

Theme 6 Assessment 

Difficulty Areas Arrangements Made Suggestions 

I cannot use the written exams (16)  I cannot make arrangements (7) Support for the assessment method can 

be offered (8) 

I cannot find any adapted questions on 

additional resources (3) 

I conduct oral exams (16)  

 I'm a reader in exams (11)  

 B I prepare large print exam questions 

(10) 

 

 

As seen in Theme 6, teachers could not use written exams for visually impaired students 

(n=16), and they could not find any adapted questions based on additional resources (n=3). T14 

underlined, “My student has no vision. Thus, I cannot use written exams. In addition, since many 

subjects in mathematics course include shapes and graphs, I do not have the opportunity to give an 

appropriate exam to my student." T13 explained that "I try to describe images in science exams, but I 

don't think it is enough". T24 stated, "There are too many visuals in social studies exams, so I can't 

give written questions and subject test exams to my student." 

Regarding teachers’ opinions about the arrangements that they make to assess visually 

impaired students through exams, it was found that teachers did not make any arrangements (n=7), 

they used oral exams (n=16), became a reader in the exams (n=11) and prepared large-size exam 

questions (n=10). T8 said, “My student partially sees. For this reason, I do not make any 

arrangements for the exams.” T3 explained, “I use oral exams in the social studies course.” T2 stated, 

“My student uses a magnifying glass while reading, but since this device does not work while marking 

or writing. Thus, I act as a reader." T19 said, "I prepare the exam papers in large fonts because my 

student has low vision. He can do it more comfortably that way.” 

Teachers suggested that they should be provided with support regarding assessment methods 

(n=8). T23 said, “I don't know what else to do apart from enlarging the text. We need to get support 

from field experts in this regard.” T14 underlined, “My student has no vision, so I don’t use written 

exams. In addition, since many subjects in mathematics course include figures and graphics, I cannot 

prepare an appropriate exam for my student. I need support in this regard.” 
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Theme 7 Professional Competence  

Difficulty Areas Arrangements Made Suggestions 

I felt professionally inadequate in helping 

my student (21)  

I did not make any arrangements (14) There should be trainings on the 

characteristics and education of 

visually impaired children (24) 

I was worried for both my student and 

myself (18) 

I tried to get support from the 

guidance service (8) 

Special education teacher support 

(14) 

I couldn't find support for my student's 

education life (6) 

I searched sources such as the 

Internet (4) 

 

 

Teachers stated that they could not help students with low vision or visual impairment 

professionally (n=21). They were worried for both their students and themselves (n=18), and they 

could not find support for their visually impaired students (n=6). For example, T1 said, “I have been 

teaching my student for three years. When the guidance service told me that I would have a visually 

impaired student, I was shocked and couldn’t believe it. I thought that these children had their own 

schools and that the education they would receive in those schools would be better for them. I even 

talked to the mother of my visually impaired student on the first day of the school. I love my student 

right now; I'm trying to help him. Although I have been teaching him for three years, I still think that I 

cannot support him enough in science lessons.” T9 stated, “It is my sixth year in the profession. When 

I saw my student in the classroom, I started to worry both for him and for myself. I had no experience 

in terms of their education. For this reason, it made me think a lot about how I could harm my student 

unconsciously, how he could act in the school, how he could behave in the lessons or during the 

breaks.” T14 voiced, “I have been a mathematics teacher for 11 years. In the last four years of my 

professional life, I taught mathematics to a visually impaired child for the first time. I had no 

knowledge or experience in this field. I have always approached my student with compassion, but 

unfortunately, I could not reach any support regarding what kind of education I should provide for 

this child.”  

Teachers stated that they did not make any arrangements regarding their professional 

competencies for people with low vision or visual impairment (n=14), tried to get support from the 

guidance service (n=8) and searched from sources such as the internet (n=4). T8 said, “It is very 

difficult or even impossible for me to explain all the subjects of mathematics to a visually impaired 

student. My student hardly ever sees. Especially, we cannot handle subjects that require figures and 

graphics at all. I don't know anything about special education, I just love this student and feel sorry 

for him. I can say that I did not receive any training that would increase my professional competence 

in the field of special education”. T17 explained, “I and our counselor often exchange ideas in order 

to provide better education to my visually impaired student. His suggestions enable me to teach my 

lesson better.” T1 stated, “I search on the Internet to be more beneficial to my students, and I try to 

apply the applications I see and read.” 

They recommended trainings on the characteristics and education of students with low vision 

or visual impairment (n=24) and special education expert support (n=14). T9 said, “It is very good that 

these children are educated with normal peers. However, we need to be supported professionally. 

There should be teacher training on how we should proceed in such situations, and we should be 

involved in those trainings.” T24 voiced, “I find it very difficult to include my visually impaired 

student in the lesson. The instructional planning and practices we will make under the guidance of the 

special education teacher will be very beneficial for the visually impaired child and for us as well.”  

DISCUSSION AND SUGGESTIONS  

This study aimed to examine the opinions of middle school content teachers about the 

inclusive education of visually impaired students. The findings of the study show that the educational 

evaluation reports do not give an idea about the instructional plans of the teachers for the lessons they 

will teach. While many participants never examined the educational evaluation reports, some 

emphasized that the information in the report did not give any idea for developing a plan for social, 
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science and mathematics subjects. Teachers stated that they would like to see in their educational 

evaluation reports how they would teach the subjects such as the structure of matter, exponential 

numbers or map knowledge to visually impaired students or those with low vision. The literature 

supports that content and classroom teachers need information about how to plan the education of 

students with special needs, and they want to learn who and how they will cooperate (Hettleman, 

2004). Classroom teachers face many problems about what the reports from RAM mean and how to 

plan for the children in the next process (Işıkdoğan Uğurlu, Kayhan, 2018; Sarı, 2019). 

It was observed that most of the teachers had difficulties in preparing the course teaching 

materials tactile. This situation shows that teachers have deficiencies in the process of developing 

tactile materials for visually impaired students. It is normal that participating teachers have difficulties 

in developing tactile materials for visually impaired students because they have rarely encountered 

those students in their undergraduate education or professional lives. Various studies advocate that 

mathematics teachers have difficulties in developing tactile materials (Aktaş & Argün, 2021; 

Horzum,2018; Bülbül, Garip, Cansu & Demirtaş,2017; Horzum & Bülbül, 2017, Hacısalihoğlu-

Karadeniz 2017; Hacısalihoğlu-Black Sea 2017; Horzum,2016; Brian, Haegele 2014; Buhagiar, Tanti 

2011; Karshmer, Gupta & Pontelli, 2007; Spindler,2006; Thompson,2005). Similarly, research 

underlines science teachers' difficulties in developing tactile materials (Karakoç & Aslan, 2022; 

Kızıaslan, 2020; Metin & Altunay, 2020; Zorluoğlu&Kızılaslan 2019; Sözbilir, Gül, Okçu, Kızıaslan, 

Zorluoğlu & Atilla 2015; Fraser & Maguvhe, 2008). Finally, researchers inform that social studies 

teachers have difficulties in developing tactile materials (Demir & Bican, 2019; Mengi, 2019; Dursin, 

2012; Tanrıkulu, 2010). Therefore, the findings of this study confirm the literature, reporting that 

mathematics, science and social studies teachers have difficulties in preparing teaching materials for 

visually impaired students. While teachers could make some arrangements (such as preparing large 

fonts for students with low vision, enlarging the texts on the worksheets while making copies, and 

presenting the images on the smart board by enlarging the screen), they could hardly develop materials 

that would appeal to the sensory organs of visually impaired students. Based on these findings, it can 

be interpreted that content teachers of students with low vision or visually impaired students should be 

provided with supportive studies that help them design and develop teaching materials for these 

students. 

It was found that science, mathematics and social studies teachers could teach students with 

low vision or visually impaired students, but they do not know how to make a presentation while 

teaching those students, and they could not convey maps, figures, graphics, and complex visuals to 

these students. This situation creates serious problems in the learning process and in equality of 

opportunity in education. For visually impaired individuals to continue their education, it may be 

necessary to use tools designed for their special needs and adapted teaching methods (Zorluoğlu & 

Sözbilir, 2017). Differences in obtaining information about students with visual loss are affected by 

teachers’ past experiences but may vary according to whether students have low vision or no vision. 

The teaching materials prepared in accordance with the inadequacies of the visually impaired students 

facilitate learning as well as teacher's presentation of the course. The literature underlines that the 

academic success of visually impaired children can be increased with material arrangements (Yazıcı et 

al., 2021; Aslan & Karakoç, 2021; Aslan & Çakmak, 2020; Çakmak, Yılmaz & Işıtan, 2017; Aslan & 

Çakmak 2016; Şafak, 2010). Based on the findings of the study, it can be said that content teachers 

should receive professional development training on how they should perform their lessons in a way 

that addresses both sighted and students with visual loss or visually impaired students. 

Another prominent theme is the social skill deficiencies experienced by visually impaired 

students. One of the main purposes of inclusive education is to include individuals with special needs 

in a social process together with individuals with normal development, with the support of a special 

education teacher (Sarı, 2005). This process not only ensures the development of individuals in need 

of special education but also ensures that individuals with normal development have information about 

many abilities and characteristics of individuals who need special education in the context of social 

learning (Batu & Kırcaali-İftar, 2005). Findings show that many teachers have difficulty in 

communicating with their students with low or no vision. To overcome these difficulties, they run peer 
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support, and they believe that this problem can be solved by the arrangements made by the guidance 

counselors, not by the arrangements they make. Some studies indicate that visually impaired students 

in inclusive education environments are more successful in social skills than those in separate 

education environments (McGaha & Farran, 2001; Buhrow, Hartshorne & Bradley-Johnson, 1998; 

Kekelis & Sacks, 1992). However, the results of this study differ from the studies presented in the 

literature. That is, students with low vision or visually impaired students have difficulties in 

performing social skills despite being in inclusive education environments. Although the child's low 

vision or blindness is a factor in experiencing these difficulties. It is also an important factor that 

content teachers do not know how to socially integrate both normal students and those with vision 

problems. For the successful realization of the socialization process, which is one of the main purposes 

of inclusive education, peers and teachers of the child with low or no vision need to be supported 

conspiratorially. This support should be provided not only by the guidance teacher or classroom 

teacher but also by the content teachers. In this context, practical support should be provided to 

content teachers about how students with visual loss can socialize without any problems. 

The assessment theme shows that teachers have difficulties in assessing their students; 

therefore, they generally use different assessment practices compared to sighted students. Most of the 

teachers prefer oral exams instead of developing and applying written exams specific to students with 

low vision or visually impaired students. This situation creates discrimination in the assessment 

process and puts the evaluation security at risk. Besides, teachers have difficulty in producing 

alternatives for students with low vision, they could use alternatives such as preparing large print 

exams and providing reader support. Although this situation that occurs in the assessment process 

seems to be due to the student's vision problem, it is basically because the content teachers do not 

know how to assess the student with vision loss. Visually impaired individuals may encounter various 

difficulties in exams. The presence of visual content such as pictures, figures, graphics, and tables in 

the exam questions causes visually impaired individuals to be unable to answer the questions or 

demonstrate their performance. In addition, it causes visually impaired individuals to experience 

various difficulties in reading Braille, which is an exam arrangement. Since Braille is read by touching 

individual letters with fingertips, reading this text takes more time than reading with eyes (Gürel 

Selimoğlu, 2017; Şafak, 2017). Braille text takes up too much space, which makes it difficult to read, 

page through text and find the last studied place (Erin, Hong, Schoch, & Kuo, 2006; Wetzel & 

Knowlton, 2000). Individuals with low vision, on the other hand, cannot show their real performance 

due to various exam-related conditions such as small print size, limited exam time, and difficulties in 

using a pencil (Bolt & Thurlow, 2004). Allman (2009) states that individuals with low vision may 

have difficulties in reading skills such as having an appropriate reading speed during the exam, long-

term reading, visual scanning and text review, shifting visual focus from one image to the question and 

back to the image, switching between the exam booklet and the answer key, capturing the whole 

picture visually, and following the lines. Moreover, the falling head shadow on the page makes it 

difficult to read (Safak, 2009; Tuncer, 2005). These situations that may occur during the exam are not 

related to the measurement purpose; however, it can cause a significant decrease in students’ scores. 

(Bolt & Thurlow, 2004). For this reason, there is a need for appropriate and effective arrangements to 

eliminate the difficulties that may arise during the exam and to evaluate only the performance and 

qualifications (Zebehazy, Hartmann, & Durando, 2006). In line with these needs, support for 

assessment methods specific to students with visual loss should be planned and offered to content 

teachers. The need for this support was also expressed as a suggestion by the branch teachers. 

The last theme was professional competence. Many teachers stated that when they learned that 

they have a visually impaired student or start working with them, they thought that they could not 

teach such a student, and this situation caused them to feel anxious. Various studies found similar 

findings (Akcan & Ilgar, 2016; Artan & Uyanık-Balat, 2003). It can be considered a normal situation 

for teachers who take limited credit courses in the field of special education in undergraduate 

education and cannot receive training in this field in their professional life. Content teachers should 

have a positive attitude toward the students who are affected by the inadequacy in their classes (Batu 

& Uysal, 2009), be able to make adaptations in line with the needs of the student (Tekin-İftar, 2007), 

and be able to prepare and implement activities and games suitable for the development of the student 
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to develop their motor, social, self-care, cognitive and language skills. (Hamill & Everington, 2002). 

To achieve all these things, teachers need to improve their current knowledge and self-development in 

the education of individuals with disabilities. Content teachers should be supported before and after 

the integration process of the inclusive student in areas such as the characteristics of the students with 

visual loss, the level of their current disabilities, their functional vision and its use in educational 

environments, the development of student's social skills, academic support, and assessment.  

Consequently, science, mathematics and social studies teachers who have visually impaired 

inclusive students in their classes need support to increase their professional competence in preparing 

tactile or visual teaching materials during the instructional planning process, teaching according to 

both normal and visually impaired students, using technology to make the learning process of the 

visually impaired student easy and permanent, supporting visually impaired students to socialize with 

their sighted peers, assessing visually impaired students, and learning about visually impaired children 

and their education. Meeting these needs will make inclusive education more qualified and egalitarian 

for visually impaired students, sighted students, and content teachers. Supporting these needs of 

content teachers directly in the classroom and school environment through mentors will ensure that 

these needs are met more quickly. 
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Abstract 

This research aims to determine the mediating role of self-control in the relationship between basic 

psychological needs and nomophobia. The study employed a relational survey method in which the 

relations between the variables are examined within the framework of the structural equation model. 

The sample of the study consists of 688 students selected according to stratification and convenient 

sampling. Personal information form, Nomophobia Scale, Need Satisfaction Scale, and Self 

Management scale was used in the study. The data were analysed using the SPSS 22 and AMOS 20 

programs. According to research results, 0.4% of university students did not have a nomophobic 

tendency, 65.7% had a mild nomophobic tendency, 30.8% moderate nomophobic tendency, and 3.1% 

had an extreme nomophobic tendency. In addition, need satisfaction predicted self-control positively, 

while self-control predicted nomophobia negatively. With the inclusion of the self-control variable as 

a mediator in the model, the predictive power of need satisfaction of nomophobia lost its significance. 

Need satisfaction predicts nomophobia on self-control significantly. It can indicated that the 

coefficients of the direct and indirect paths that emerged as a result of the Bootstrap analysis are 

significant and that it assumes the role of a full mediator of self-control.  
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INTRODUCTION 

Behavioral addictions are the type of addiction that has reached a dangerous level with 

substance addictions. The high number of behavioral addictions suggests that there are leading factors 

affecting each addiction (Gunlu & Ceyhan, 2017). Despite numerous studies on internet addiction, 

there is still no consensus on the factors that affect internet addiction (Uz Baş et al., 2016). 

Experiencing new problems due to internet addiction makes it difficult to understand the causes of 

internet addiction (Günlü & Uz Baş, 2022). One of the problems caused by smartphone addiction 

along with internet addiction is nomophobia. Yıldırım (2014) determined that there are four 

dimensions of nomophobia in the nomophobia scale. Therefore, as soon as the individuals cannot 

benefit from the smartphone in line with its intended use, they may experience significant problems in 

one or more of these four dimensions (Elhai et al., 2017; Sharma et al., 2015). There is a positive 

relationship between an individual's social anxiety and nomophobia levels (Dixit et al., 2010;Tams et 

al., 2018). For this reason, the individual can easily exhibit behaviors that limit his freedom and 

movements to keep the smartphone active (King et al., 2010). In studies in the literature, nomophobia; 

gender, age, and grade level (Adnan & Gezgin, 2016; Dongre et al., 2017), smartphone usage time 

(Jena, 2015; Pavithra et al., 2015), academic achievement (Erdem et al., 2016, Hoşgör, 2020), phone 

usage purposes (Aşık, 2018; Erdem et al., 2016; Jing et al., 2020), availability of spare chargers 

(Kaplan-Smart & Seyahat, 2016) relationship has been studied. 

Considering the studies on the subject of nomophobia, it’s seen that the dimensions are aimed 

at meeting the psychological needs of the individual (Cihangir-Çankaya, 2009b; Schultz & Schultz, 

2005). Another theory that deals with needs is Deci and Ryan's "Self-Determination Theory". The 

needs in the self-determination theory are basic psychological needs and these are; autonomy, 

competence, and relatedness (Deci & Ryan, 2000). The need, the importance of which is emphasized 

in the self-determination theory, assumes an energy task that directs the actions of the individual 

(Coleman, 2000).  

Whether psychological needs differ according to demographic variables in the literature 

(Gündoğdu & Yavuzer, 2012; Türkçapar & Yasul, 2020); needs satisfaction and individual well-being 

levels and autonomy support and satisfaction of basic psychological needs (Cihangir-Çankaya, 2009a; 

Lin & Chan, 2020); whether psychological needs satisfaction differs according to the gender variable 

(Cihangir-Çankaya, 2009b; Neufeld et al., 2020); the effect of need satisfaction on subjective well-

being (Chirkov et al., 2003); change in internet addiction levels according to psychological needs 

(Canoğulları & Güçlüray, 2017); the relationship between Facebook use and basic psychological 

needs (Greitemeyer et al., 2014). 

It is known that it is essential for the individual to act with self-control and to act with this 

awareness by taking responsibility for his/her behaviors. Low self-control is associated with problems 

such as alcohol and substance use, and engaging in aggressive and violent acts (Allahverdipour et al., 

2006; Friese & Holfman, 2009). Therefore, especially self-control theories are used to explain 

behavioral and impulsive problems (Ercoşkun, 2016; Özdemir et al., 2014).  

In the literature, the relationship between self-control variable and purpose of internet use, 

internet addiction, personality traits, psychological symptoms, self-control, general procrastination 

behavior; alcohol consumption, problem alcohol use and self-control (Akkuş-Çutuk, 2020; Boyalı, 

2020; Durak-Batıgün & Kılıç, 2011; Ekşi et al., 2019; Ford & Blumenstein, 2013; Foster et al., 2014; 

Kara & Ceyhan, 2017; Pearson Kite & Henson; 2013). It is seen that there are studies with variables 

such as the mediating role of self-control in online violent video games and online aggressive 

behaviors (Zheng et al., 2021). In addition, the relationship between basic psychological needs and 

nomophobia (Maeng & Arbeau, 2018); there are studies on the relationship between nomophobia 

levels, the satisfaction of psychological needs, and personality traits (Sezer & Yıldırım, 2020). 

It is seen that there are many studies conducted with different variables in the literature. 

Unfortunitely,  there is no study was found to determine the mediating role of self-control in the 
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relationship between basic psychological needs and nomophobia. Therefore, the present study aims to 

determine the mediating role of self-control in the relationship between basic psychological needs and 

nomophobia. 

METHODS 

Research design 

This research is a relational survey method in which the relationships between variables are 

examined within the framework of the structural equation model. The structural equation model is 

based on testing the effects between observable and latent variables in a single model (Fraenkel et al., 

2012; Meydan & Şeşen, 2015). 

Participants  

The sample of the study consisted of 688 students. Stratification and convenient sampling 

methods were used to determine the sample (Johns & Christensen, 2014). Demographic characteristics 

of the sample are given in Table 1. 

Table 1 Demographic characteristics of the students in the study group 

  Gender  

  Female  Male  Total 

University 
Dokuz Eylul University 172  149  321 

Pamukkale University 190  177  367 

 Total  362  326  688 

Faculty 

Faculty of Education  134  58  192 

Faculty of Economics and Administrative Sciences 113  103  216 

Engineering Faculty 58  128  186 

Faculty of Nursing 35  7  42 

Faculty of Theology 16  18  34 

Faculty of Arts 6  12  18 

Total  362  326  688 

Department 

Psychological Counseling and Guidance 43  16  59 

Pre-school teacher 38  17  55 

Classroom teacher 29  17  46 

English teacher 15  8  23 

Business 23  29  52 

Economy 29  36  65 

Finance 34  18  52 

Public Administration 27  20  47 

Mechanical Engineering 17  32  49 

Civil Engineering 7  31  38 

Computer Engineering 27  30  57 

Electrical Electronics Engineering 7  35  42 

Nursing 35  7  42 

Theology 16  18  34 

Picture-Music 15  12  27 

Total 362  326  688 

Grade level 

First 65  66  131 

Second 104  96  200 

Third 126  90  216 

Fourth 67  74  141 

Total 362  326  688 

Age 

17 1  -  1 

18 19  9  28 

19 53  45  98 

20 105  57  162 

21 85  83  168 
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Nomophobia scale 

The Nomophobia Scale (NMP-Q) was developed by Yıldırım and Correia (2015) and adapted 

into Turkish by Yildirim et al., (2015). The Nomophobia Scale consists of 20 items, 4 facors, and is 

scored on a 7-point Likert scale. The total score that can be obtained from the Nomophobia Scale 

varies between 20 and 140 (Yildirim et al., 2015). The overall Cronbach Alpha reliability coefficient 

of the scale was calculated as .92 (Yildirim et al., 2015). In the current study, the overall Cronbach 

Alpha reliability of the scale was determined to be .88. Whether the structure of the scale was 

confirmed in Turkish culture was determined by the confirmatory factor analysis method. The 

obtained confirmatory factor analysis values were calculated as x2/sd= 2.86, CFI= .92, RMSEA= .08. 

Therefore, these values were found to be among acceptable values (Yildirim et al., 2015) 

Need satisfaction scale 

Need Satisfaction Scale (ISS) was developed by Deci and Ryan (1991) and adapted into 

Turkish by Cihangir Çankaya and Bacanlı (2003). Need Satisfaction Scale consists of 21 items, in 

three dimensions, and is scored in a 7-point Likert type. Dimensions in the scale; autonomy, 

competence, and relatedness. The total score in the scale can be scored between a minimum of 21 and 

a maximum of 147 (Cihangir Çankaya & Bacanlı, 2003). The test-retest correlation value of the scale 

was .89 for the overall scale; .80, .81, and 0.89 for the dimensions. In the current study, the Cronbach 

Alpha reliability coefficient of the scale was .93 for the overall reliability of the scale dimensions .79, 

.83 and .87. Factor analysis, discriminant validity and criterion validity methods were used in the 

validity study of the scale. It was determined that the three-factor structure of the scale was valid. The 

fit values of the model are RMSEA= .07, GFI= .86, AGFI= .82, CFI= . 82 is calculated as NNFI= .80. 

It is seen that these obtained values are acceptable. 

Self-control and self-management scale (SCSMS) 

It was developed by Mezo (2009) and adapted into Turkish by Akın et al. (2012). SCSMS 

consists of a total of 16 items with three factors and is scored in a 6-point Likert type. There are three 

dimensions in the scale: self-monitoring, self-evaluation and self-empowerment. The scores in the 

dimensions are 0-30, respectively; It varies between 0-25 and 0-25. High scores obtained from the 

scale indicate that the individual has high skills in these dimensions. The Cronbach Alpha reliability 

coefficient of the scale was calculated as .80 for the overall scale (Akın et al., 2012). In the current 

study, the Cronbach Alpha reliability coefficient was .90 for the overall scale. The confirmatory factor 

analysis method was used to determine the construct validity of the scale. The model fit values 

obtained were calculated as x2/Sd= 1.86, RMSEA= .05, NFI= .94, CFI=.97, GFI= .95, IFI= .97, 

SRMR= .46. 

Analysis of Data 

While performing the analysis, SPSS 22 program was used for descriptive statistics and 

AMOS 20 program was used for structural equation modeling. One of the most important advantages 

of structural equation modeling is that it allows observable and unobservable variables to be defined 

with a relational and causal model (Tabacnick & Fidell, 2001). 

  

22 47  51  98 

23 26  45  71 

24 15  17  32 

over 25 years old 11  19  30 

 Total 362  326  688 
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RESULTS 

In this section, firstly, the findings related to descriptive statistics are given. Arithmatic mean(     

X ), standard deviation (sd), skewness coefficient and kurtosis coefficient values of the data. 

Table 2 Descriptive statistics of data 

Variables n X  sd. Skewness Kurtosis 

Autonomy 688 29.40 5.72 -.87 .24 

Competence 688 29.52 5.89 -.87 .19 

Relatedness 688 45.13 8.75 -1.08 .69 

Self-monitoring 688 26.70 3.57 -1.15 .91 

Self-evaluation 688 22.26 2.92 -1.19 1.21 

Self-empowerment 688 21.63 3.39 -.89 .18 

Not being able to access information 688 9.95 4.52 .95 .25 

Losing connectedness 688 16.23 6.45 .36 -.42 

Not being able to communicate 688 15.51 6.94 .78 .07 

Giving up convenience 688 13.02 5.89 .87 .53 

 

There are multiple methods of examining whether the data set has a normal distribution. In the 

present study, the normal distribution was determined by the skewness and kurtosis coefficients. The 

skewness and kurtosis coefficients between +2 and -2 indicate that the data are normally distributed. 

As a result of the analysis conducted to determine the general nomophobia levels of university 

students, it was determined that 0.4% of the students did not have a nomophobic tendency. It was 

observed that 65.7% of the students had mild nomophobia, 30.8% had moderate nomophobia and 

3.1% had severe nomophobia.  

Results on the Measurement Model 

According to Baron and Kenny (1986), among the observed variables, the measurement model 

related to the research model was tested by using the variables satisfying the necessary condition 

(Figure 1). Before this process was performed, in the case of measuring latent variables with observed 

variables in structural equation models, the item parcellation method was applied to reduce the number 

of observed variables in the model and increase reliability (Bandalos, 2008). It was included in the 

analysis as three dimensions (the dimension of losing connectedness was omitted) for the nomophobia 

scale with plotting. The goodness-of-fit values of the measurement model are presented in Table 3. 

 

Figure 1. Measurement pattern for the tested model 

Table 3 Goodness-of-fit values for the measurement model 
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Measurement Good fit Acceptable Fit Values Comment 

X2/sd ≤ 3 ≤4-5 3.007 Acceptable fit 

RMSEA ≤ 0.05 0.06-0.08 .03 Good fit 

SRMR ≤ 0.05 0.06-0.08 .06 Acceptable fit 

GFI ≥ 0.90 0.89-0.85 .97 Good fit 

NFI ≥ 0.95 0.94-090 .98 Good fit 

CFI ≥ 0.97 ≥0.95 .99 Good fit 

AGFI ≥ 0.90 0.89-0.85 .96 Good fit 

TLI ≥ 0.95 0.94-0.90 .98 Good fit 

N= 688 

 

When the results given in Table 3 are examined that the goodness of fit values of the 

measurement model are at a good level, in other words, the model fits well (χ2/sd= 3.007, p < .001, 

RMSEA = .05, SRMR = .66, GFI = . 97, AGFI = .96, TLI = .98, CFI = .99). After the verification of 

the measurement model, the structural model was tested. 

Table 4 shows that the measurement model has sufficient fit values to test the structural 

model. Structural equation modeling incorporates a structural model and a measurement model. 

Table 4 Correlation values between observed variables 

 (1) (2) (3) (4) (5) (6) (7) (8) (9) 

(1) Autonomy 1         

(2) Competence .85** 1        

(3) Relatedness .85**. .84** 1       

          

(4) Self-monitoring .55** .56** .57** 1      

(5) Self-evaluation .52** .50** .53** .70** 1     

(6) Self empowerment .52** .53** .51** .65** .68** 1    

          

(7) Not being able to 

access information 

-.31** -.30** -.30** -.37** -.27** -.25** 1   

(8) Not being able to 

communicate 

-.29** -.29** -.28** -.35** -.27** -.25** .82** 1  

(9) Giving up 

convenience 

-.23** -.23** -.22** -.27** -.20** -.19** .71** .81** 1 

*p<.05, **p<.01 

 

As a result of the analysis, the significant relationships between the variables (Table 4) show 

that the model is suitable for the test. According to the structural equation model analysis results 

applied for the mediation effect of self-control (χ2/sd= 3.007, p < .001, RMSEA = .05, SRMR = .06, 

GFI = .98, AGFI = .96, IFI = .99 , CFI = .99), it is seen that the obtained data have acceptable or good 

fit values. The structural model for the analysis is presented in Figure 2 and Figure 3. As a result of the 

analysis, it was determined that basic psychological need satisfaction predicted self-control positively 

(β = .67, p <.01), while self-control predicted nomophobia negatively (β = -.28, p <.01). With the 

inclusion of the self-control variable as a mediator variable in the model, the predictive power of basic 

psychological need satisfaction (β = -.09, p >.05) of nomophobia lost its significance. In other words, 

basic psychological need satisfaction predicts nomophobia on self-control significantly (β = -.19 p 

<.01). 
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Figure 2. Indirect effect of self-control on the relationship between basic psychological need 

satisfaction and nomophobia (figure a, b) 

 

 

Figure 3. Standardized analysis values related to the structural model 

Bootstrapping Process 

The significance of the direct and indirect effects of the variables in the structural model was 

determined by Bootstrap analysis. For the number of repeated sampling in the literature, the number of 

2000 suggested by Arbuckle (2007) was entered. The coefficients of the direct and indirect paths that 

emerged as a result of the Bootstrap analysis and the average effects at the 95% confidence intervals 

for these coefficients are presented in Table 5. Accordingly, it can be stated that all direct path 

coefficients are significant. It is seen that the indirect path coefficient, which allows the intermediary 

role to be understood, is also found to be significant (β = -.19, p <.01). According to the results 

obtained, it can be said that self-control plays the role of a full mediator in the relationship between 

basic psychological need satisfaction and nomophobia. 
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Table 5 Results of bootstrap analysis examining the direct and indirect effects of the structural 

equation model 

         Model Paths  95% CI 

Direct Effect Coefficient Lower Upper 

 Need Satisfaction  → Self-control .67**  .59  .72 

 Self-control           →Nomophobia -.28** -.38 -.16 

 Need satisfaction   →Nomophobia -.28** -.36 -.21 

     

 Indirect Effect  

 Need Satisfaction  → Self-control → Nomophobia -.19** -.26 -.11 

**p<.01 

DISCUSSION 

In the present study, the nomophobia levels of university students were determined. 

Accordingly, it was determined that 0.4% of the students did not have nomophobia, 65.7% had mild 

nomophobia, 30.8% had moderate nomophobia, and 3.1% had extreme nomophobia. In some other 

international studies in the literature; for example, 6.1% of the participants in the study of Sethia et al. 

(2018), 13.5% of the participants in the study of Harish and Bharath (2018), and 3% of the participants 

in the study of Davie and Hilber (2017) were found to be extremely nomophobic.  

According to the findings obtained as a result of the research, it was determined that basic 

psychological need satisfaction are directly related to nomophobia. It was determined that the 

dimensions of nomophobia were negatively related to not being able to access information, not being 

able to communicate and giving up convenience, and the dimensions of basic psychological needs 

such as autonomy, competence and relatedness. Canoğulları and Güçray (2017) examined the 

relationship between smartphone addiction levels and psychological needs. It was concluded that 

individuals with low addiction have high need for autonomy, competence and relatedness. In other 

words, it is thought that the level of meeting basic psychological needs should be considered to reduce 

the nomophobia levels of individuals.  

According to the findings of the research, it was seen that basic psychological needs are 

directly related to self-control. In the study conducted by Orkibi and Ronen (2017), it was determined 

that individuals with high self-control skills have high basic psychological needs satisfaction. Fujita 

(2008) stated that self-control will be effective on which of the needs felt by the individual, and the 

need that the individual feels more determines. Considering that self-control is explained as the 

individual's ability to determine the responsibility and control of his/her behaviors based on this 

information, it is thought that it is understandable that there is a positive relationship between the 

individual's need and self-control. 

According to the findings obtained as a result of the research, it was determined that there 

were negative significant relationships between the self-control variable and each dimension of self-

monitoring, self-evaluation and self-empowerment, and each dimension of nomophobia and 

nomophobia, not being able to access information, not being able to communicate and giving up 

convenience. In the literature, Çiçek (2020) found that self-control is effective on nomophobia, and 

people with high self-control have lower levels of nomophobia than those with low self-control. In 

addition, self-control means that the individual can not only control his behavior but also adjust it 

according to the environment and living conditions of the individual (Yıldırım, 2014). It is seen that 

the findings obtained in some other domestic and international studies are similar to the results 

obtained in the current study (Cudo et al., 2019; Kuzucu et al., 2015; Mazılı, 2020; Yakut, 2019). 

In the model proposed within the scope of the research, it was confirmed that the mediating 

effect of self-control, basic psychological needs and nomophobia variables was statistically 

significant. This information was also supported by the study conducted by Kim et al. (2018), and it 

was revealed that there was an increase in the nomophobic tendencies of the students as the self-
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control levels of the students decreased. A similar study was conducted by Markowitz et al. (2019), 

and in this study, it was determined that those who use smartphones for longer periods have a low 

level of self-control and have difficulty in taking responsibility for their actions. Therefore, these 

results suggest that there is a strong relationship between self-control and nomophobia. 

In the present study, it is a very valuable finding that the mediating effect of self-control 

between the satisfaction of basic psychological needs and nomophobia is determined. According to 

these criteria of nomophobia, it can be said that self-control is effective on nomophobia. It is known 

that in all types of addiction, the individual's loss of control over their substance use behaviors is an 

important feature used in the definition of addiction. For this reason, the level of self-control is 

effective in the emergence of nomophobic behavior. It has been revealed as a result of a study that low 

self-control is effective in increasing the nomophobic tendency (Çiçek, 2020). 

In the studies conducted in the literature, it is seen that the relationship of nomophobia with 

different samples and different variables is discussed. In addition, it is seen that determining the 

mediating effect in the relationship between nomophobia and different variables is important in terms 

of measures that can be taken against nomophobia. However, it has been found that different results 

have been obtained in studies conducted. While it was determined that there were significant 

relationships in any study conducted with the same variables, it was determined that there was no 

significant relationship in a study conducted with a different sample using the same variables. 

Therefore, the different results in these studies show that nomophobia is still not fully explained. 

Obtaining such results in studies does not constitute a disadvantage for studies. On the contrary, such 

results are thought to be important in terms of showing the need for more research on nomophobia. 

Conclusion and Recommendations 

The findings obtained from the research can be summarized as follows: One of the findings 

obtained in the current study is the confirmation that "basic psychological needs satisfaction of 

university students is directly related to nomophobia". Another finding obtained in the study was that 

“the basic psychological needs satisfaciton of university students is directly related to self-control”. 

Another finding that was discussed and confirmed in the study is that “the self-control levels of 

university students are directly related to nomophobia”. Finally, it was seen that "self-control plays a 

mediating role in the relationship between basic psychological needs and nomophobia in university 

students", which is the main purpose of the research. 

The findings obtained as a result of scientific research and the suggestions developed by the 

author of the research to shed light on future studies in the literature in line with these findings are as 

follows: 

* The current research was conducted in a university sample. It can be tested whether the 

model tested within the scope of the research is confirmed by an experimental study. 

* The current research was conducted in a cross-sectional fashion with the variables of basic 

psychological needs, self-control and nomophobia. The consistency of the model in the current 

research can be tested with longitudinal studies. 

* Psychological counseling and application centers of universities can provide counseling 

services for students who have difficulties in these issues in terms of gaining students' self-control and 

self-control awareness. 

Although the current research has contributions to the field, it also has some limitations. The 

data obtained as a result of the research is limited to the answers given by the participants to the 

measurement tools and the qualities that the measurement tools measure. The data obtained from the 

research is limited to the students studying at Dokuz Eylül University and Pamukkale University in the 

2019-2020 academic year. 
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Abstract  

The present study set out to explore the mediating role of forgiveness between the levels of rumination 

about interpersonal offense and psychological well-being in university students. The research utilized 

a correlational research design. The participant group consisted of a total of 342 students who were 

studying in the teaching departments of Gaziantep University in the 2020-2021 academic year. The 

Turkish versions of the Psychological Well-Being Scale, the Rumination about an Interpersonal 

Offense Scale, and the Heartland Forgiveness Scale were used as data collection tools. Structural 

equation modeling was performed on the data using the AMOS 20.0 program to analyze the direct 

effect of the rumination about interpersonal offense variable and the mediating effect of the 

forgiveness variable on the variable of psychological well-being. The results of the research revealed a 

significant negative correlation between rumination about interpersonal offense and forgiveness as 

well as rumination about interpersonal offense and psychological well-being, while forgiveness and 

psychological well-being were detected to be positively correlated. Finally, according to the SEM 

analysis, it was concluded that forgiveness is a partial mediator in the relationship between rumination 

about interpersonal offense and psychological well-being. Individual and group counseling or psycho-

education programs may be prepared based on cognitive-behavioral therapy. These counseling 

activities or programs should focus on context-specific rumination rather than general rumination and 

forgiveness and cognitions about forgiveness. 
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INTRODUCTION 

Psychological well-being has been widely investigated as a strength of individuals in recent 

years (see, for example, Khan, 2013; Segrin & Taylor, 2007). In its general definition, psychological 

well-being expresses the existential tasks of life such as having meaningful goals, growing and 

developing as an individual, and establishing qualified relationships with others (Keyes et al., 2002). 

Psychological well-being is explained within the framework of a model with six dimensions (Ryff, 

1989). These dimensions entail being able to feel good by being aware of one’s own limitations (self-

acceptance), establishing and maintaining warm and trusting interpersonal relationships (positive 

relations with others), creating an environment for oneself in line with one’s personal needs and 

desires (environmental mastery), maintaining one’s individuality in a broad social context while at the 

same time maintaining a sense of personal control and personal authority (autonomy), finding meaning 

in personal endeavors and in difficulties experienced (purpose in life), and finally, the individual’s 

maximum utilization of his or her own talents and capacities (personal growth) (Keyes et al., 2002). 

Studies demonstrate that psychological well-being is positively associated with life 

satisfaction (Temiz, 2019; Demir et al., 2021). Functional strategies (positive re-evaluation, refocus on 

the plan) of the cognitive emotion regulation strategies are correlated with high psychological well-

being, whereas non-functional strategies (rumination, disasterization, self-blame) are connected to low 

psychological well-being (Balzarotti et al., 2014). Furthermore, it was revealed that psychological 

well-being increases essential skills in occupational life (Kanbur & Mazıoğlu, 2021). Psychological 

well-being is also positively correlated (İmiroğlu et al., 2021) with cognitive flexibility, conscious 

awareness, and hope (Khan, 2013). Furthermore, perceived social support (Tosun, 2021) and social 

skills (Segrin & Taylor, 2007) have been determined to have positive relationships with psychological 

well-being. However, a negative correlation has been determined between psychological well-being, 

academic procrastination, and academic perfectionism (Aygün & Topkaya, 2022) as well as between 

psychological well-being and depression and anxiety (Liu et al., 2009). As abovementioned research 

results indicate, psychological well-being is positively associated with positive psychological traits 

and negatively associated with negative traits. Therefore, it is significant to enhance individuals’ 

psychological well-being levels.  

Forgiveness is also one of the variables that is linked with psychological well-being 

(Halisdemir, 2013; Thompson et al., 2005). Forgiveness is an internal pro-social shift against a 

perceived violation located in a specific interpersonal context (McCullough et al., 2000). The Enright 

and the Human Development Study Group (1991), which follows North (1987), defined forgiveness as 

a willingness to abandon the right to condemnation, resentment, and revenge against someone who has 

treated the individual unjustly, and to foster feelings of compassion, generosity, and even love (cited in 

Enright and the Human Development Study Group, 1996). Thompson et al. (2005) also defined 

forgiveness as the transformation of the negative reaction to a perceived violation, violator, and the 

difficulties created by the violation into a neutral or positive state. The source of a violation, and 

therefore the object of forgiveness, might be the person himself/herself, another person or persons, or a 

situation that the individual considers to be beyond their control (for example, a disease, “fate”, or a 

natural disaster). Everett et al. (2004) state that although forgiveness requires a result in which positive 

emotions are felt, it is a process in which non-forgiveness is reduced and can also result in neutral or 

positive emotions. 

When the studies on forgiveness are examined, it has been concluded that while the tendency 

to forgive affects mental health in a positive way, feelings of revenge have a negative effect (Akın et 

al., 2012). In addition, forgiving oneself and another person is positively related to mental health, and 

self-forgiveness is positively associated with physical health (Avery, 2008). According to the study by 

Gull and Rana (2013), forgiveness positively affected individuals’ tolerance, happiness, satisfaction, 

confidence, relaxation, and social interactions, and their negative thoughts decreased. Other studies 

reported that self-forgiveness is a meaningful predictor of psychological well-being (Halisdemir, 

2013), that forgiveness and life satisfaction are positively and significantly related, and that 

forgiveness has a mediating role between continuous anger and life satisfaction (Topbaşoğlu, 2016). 
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Thompson et al. (2005) found that forgiveness predicts well-being significantly; it has a negative 

correlation with depression, anxiety, and constant anger but a positive and significant relationship with 

life satisfaction. Similarly, Ysseldyk et al. (2007) revealed that forgiveness significantly correlates 

with psychological health (low depression and high life satisfaction). 

When the relationship of forgiveness with psychological well-being and other positive 

psychological variables is considered, the importance of forgiveness in the personal lives of 

individuals becomes apparent. For this reason, addressing the factors that may negatively affect the 

behavior of forgiveness is important. Forgiveness is an important variable that is negatively associated 

with rumination in the literature. Rumination is generally defined as a repetitive way of thinking that 

involves concentrating on information and immersing in thinking, namely, ruminating cognitively 

(Cann et al., 2011). To put it another way, it enters the conscience and depletes cognitive resources, 

and thus, impairs cognitive performance (Scott & McIntosh, 1999). The studies between rumination 

and forgiveness revealed a negative association between forgiveness and rumination (Çolak & 

Güngör, 2021; Suchday et al., 2006; Toussaint et al., 2022; Ysseldyk et al., 2007), and forgiveness and 

rumination about anger are negatively correlated (Barber et al., 2005). Bugay’s (2010) study found a 

negative and significant association between self-forgiveness and rumination. Likewise, some other 

studies indicate that rumination adversely affects psychological well-being. To illustrate, Borawski 

(2021) concluded that rumination and psychological well-being are correlated negatively, and 

rumination is the mediating variable between loneliness and psychological well-being. Rumination is 

reported as a negative and significant predictor of psychological well-being (Hill & Watkins, 2017), 

and there is a negative association between rumination and psychological well-being (Li et al., 2022). 

The participants of this research are university students, who are young adults for whom 

interpersonal relations are highly important. It is expected that investigating the relationship between 

psychological well-being, forgiveness, and rumination about interpersonal offense conjunctly will 

contribute to the literature. This is because this research adopts McCullough et al.’s (2007) hypothesis 

which postulates that the increase in rumination precedes the decrease in forgiveness. Considering this 

hypothesis, this study attempts to investigate how the relationship between two variables, i.e. 

forgiveness and rumination about interpersonal offense, affect psychological well-being. Therefore, it 

was foreseen that a decrease in rumination about interpersonal offense would increase forgiveness, and 

an increase in forgiveness would increase the psychological well-being levels of young adults. It was 

stated that forgiveness is an interpersonal process (Eaton et al., 2006), and this study will produce 

original results with its aspect of addressing context-specific rumination about interpersonal 

relationships instead of continuous rumination. With this in mind, this research set out to examine the 

mediating role of forgiveness between the rumination about interpersonal offense levels and university 

students’ psychological well-being levels. Drawing on this general purpose, the following hypotheses 

are investigated in the study: 

1. Rumination and psychological well-being are negatively correlated. 

2. Rumination and forgiveness are negatively correlated.  

3. Psychological well-being and forgiveness are positively correlated.  

4. Forgiveness has a mediating effect on the relationship between rumination and 

psychological well-being.   

METHOD 

Research Model 

Since the relationship between the variables of forgiveness, psychological well-being, and 

rumination about the interpersonal offense of university students were tested and evaluated through 

the mediation method with the theoretical model put forward in this study, the study was correlational 
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research which includes causal comparison. The structural equation model developed with the 

variables of forgiveness, psychological well-being, and rumination was tested using the AMOS 20.0 

program. The assumptions of SEM regarding (normality of observed and hidden variables, the 

relationship between the variables being linear, no existence of outliers in the series, each hidden 

variable having three or more observed variables to measure, no correlation between error terms, no 

multiple linear connections between the variables, and the adequacy of the sample size for the study) 

were met in the study (Karagöz, 2017, p. 456). The researcher attempted to examine the following 

through SEM:  

• the correlation between rumination and psychological well-being, 

• the correlation between rumination and forgiveness, 

• the correlation between forgiveness and psychological well-being, 

• the role of forgiveness between rumination and psychological well-being.  

In this respect, a theoretical structural equation model consisting of three parts showing the 

relationship between rumination, psychological well-being, and forgiveness of university students was 

created. In this model, rumination was determined as the exogenous (external/independent) variable, 

forgiveness was set as the mediator (moderator), and psychological well-being was selected as the 

endogenous (internal/dependent) variable. 

Participant Group 

The participants consisted of undergraduate students who were studying at different teaching 

departments of Gaziantep University.  The data were collected in the 2020-2021 academic year. The 

sample was selected by using the convenience sampling method because it involves easy accessibility, 

volunteerism, and consists of participants from existing ones (Gezer, 2021). Of the students who 

participated in the study, 263 were female (76.9%), 79 were male (23.1%); as regards the grades, 123 

were freshmen (36%), 72 were sophomores (21.1%), 68 were junior students (19.9%), and 79 were 

senior students (23.1%). Concerning the departments, 124 of them were studying in the Turkish 

Language Teaching Department (36.3%), 99 of them were students of Guidance and Psychological 

Counseling (28.9%), 50 of them were students of English Language Teaching (14.6%), 38 of them 

were Primary School Mathematics Teaching students (11.1%), 26 were Classroom Teaching students 

(7.6%), and five of them were students in the Physical Education Teaching Department (1.5%). 

Data Collection Instruments 

In the research, the “Rumination about an Interpersonal Offense Scale”, “Psychological Well-

Being Scale”, “Forgiveness Scale” and a demographic information form were used to gather data. 

Information about the three scales is presented below. To conduct the validity study in the research, 

confirmatory factor analysis was calculated for all scales, and for the reliability study, Cronbach α 

coefficients were calculated for the total and sub-dimensions of the scales. 

Personal Information Form: This form was prepared by the researcher to collect information 

about the gender, grade level, and departments of the students. 

Rumination about an Interpersonal Offense Scale: The scale, developed by Wade et al. 

(2008) and adapted into Turkish by Oral and Arslan (2017), is a one-dimensional, 6-item scale. A 

sample item in the scale is “I can’t stop thinking about how I was wronged by this person”. The 

Cronbach α coefficient of the scale is .88. The minimum score that can be obtained from the scale is 6 

points, and the maximum is 30 points. As the scores from the scale increase, so does the level of 

rumination related to interpersonal offense in the individual. There is no reversely rated item on the 

scale. In this study, the Cronbach α value of the scale is calculated as .88. 
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Psychological Well-Being Scale: The scale was developed by Diener et al. (2009) to measure 

socio-psychological well-being that complements existing well-being measures. Telef (2013) adapted 

the scale to Turkish. The scale is a 7-point Likert-type instrument. A sample item is “I have a 

purposeful and meaningful life”. All items are presented in positive expressions. The scores to be 

taken from the scale range from 8 to 56. A high score indicates that the person has many psychological 

resources and powers. The Cronbach α value of the psychological well-being scale was calculated as 

.81 in the current study.  

Heartland Forgiveness Scale: The scale was developed by Thompson et al. (2005) to 

measure individuals' forgiveness tendencies. It is a 7-point-type scale that consists of 18 items. The 

scale has three sub-dimensions: forgiving oneself, forgiving others, and forgiving the situation. One 

sample item is “Although I feel bad at first when I mess up, over time I can give myself some slack”. 

Bugay and Demir (2010) adapted the scale for the Turkish culture. Then, Bugay et al. (2012) 

examined the psychometric properties of the scale with a larger sample. In the current study, the 

Cronbach α internal consistency coefficient of the Turkish form of the scale was found as .73 for the 

self-forgiveness subscale, .79 for the forgiveness of others subscale, and .77 for the forgiveness of the 

situation subscale. The Cronbach α value for the entire scale was calculated as .84. 

The confirmatory factor analyses (CFA) of the scales were performed with the AMOS20.0 

program. In the study, CFA was applied to the scales adapted to Turkish. The fit values that emerged 

after the CFA were compared with the statistical values related to the fit of the SEM (Meydan & 

Şeşen, 2011), and the scales were found to be valid. The fit values for the scales after CFA are 

provided in Table 1. 

Table 1. Fit indices of the scales after CFA 

Values of fit Good fit 

 

Acceptable fit Heartland 

Forgiveness 

Scale 

CFA values 

Rumination 

about an 

Interpersonal 

Offense Scale 

CFA values 

Psychological Well-

Being Scale 

CFA values 

χ² Not significant - 350.11 9.56 55.21 

χ²/df ≤ 3 ≤ 4-5 2.9 1.5 3.1 

Standardized RMR ≤ 0.05 0.06 – 0.08 .08 .02 .04 

RMSEA ≤ 0.05 0.06 – 0.08 .07 .04 .78 

GFI ≥ 0.90 0.89 – 0.85 .89 .99 .96 

AGFI ≥ 0.90 0.89 – 0.85 .85 .96 .92 

NFI ≥ 0.95 0.94 – 0.90 .84 .99 .93 

IFI ≥ 0.95 0.94 – 0.90 .89 .99 .95 

TLI ≥ 0.95 0.94 – 0.90 .85 .99 .92 

CFI ≥ 0.97 ≥ 0.95 .89 .99 .95 

Note: Fit indices (Meydan & Şeşen, 2011, p. 37). 

 

As demonstrated in Table 1, the CFA values of the forgiveness, rumination, and psychological 

well-being scales that were utilized in the research meet the fit indices.  

Data Collection and Analysis 

Before data collection, ethical permission with issue number E-73628654-604.01.01-39981 

was obtained from Gaziantep University Social Sciences Ethics Committee. Then, the data collection 

tools were applied online to 360 sampled students studying in the teaching departments of Gaziantep 

University. After the outliers were determined from the obtained data, the researcher removed 28 

forms from the research. SPSS 20.0 and AMOS 20.0 were utilized to analyze the data. For 

forgiveness, skewness coefficient value was -.322, and kurtosis coefficient value was .965. For 

rumination about interpersonal offense, skewness coefficient value was -.050, and kurtosis coefficient 

value was -.579. For psychological well-being, skewness coefficient value was -.901, and kurtosis 

coefficient value was 1.470. According to Büyüköztürk (2013), if the skewness and kurtosis 
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coefficient values are between +1.96 and -1.96, it may be considered that the data are normally 

distributed. For the analysis of the data collected through the personal information form, the 

frequencies (N), percentage (%) distributions, and descriptive and correlation coefficients of each 

variable measured by SPSS 20.0 were calculated. With the AMOS20.0 program, structural equation 

modeling was performed to analyze the direct effect of the rumination exogenous 

(external/independent) variable and the mediating effect of the forgiveness (moderator) variable on the 

psychological well-being endogenous (internal/dependent) variable. 

FINDINGS 

In the study, initially, the descriptive statistics and correlation coefficients of the variables 

were calculated, and then the relationships between the variables were examined with the structural 

equation model, and thus the model was tested. In Table 2, the arithmetic means of the perceptions of 

university students regarding forgiveness, rumination about interpersonal offense, and psychological 

well-being, and the correlation coefficients between these variables are presented. 

Table 2. Means of university students’ perceptions regarding forgiveness, rumination about 

interpersonal offense, and psychological well-being, and correlation coefficients between these 

variables 

Variables N X̅ S. error 1 2 3 

1. Forgiveness 342 4.6140 .86 1 -.50** .407** 

2. Rumination about an Interpersonal Offense 342 3.4683 .90  1 -.198** 

3. Psychological Well-Being 342 5.2760 .88   1 

**p<.01 

 

As can be seen in Table 2, the arithmetic means of the university students' perception levels of 

forgiveness was X̅=4.6. The arithmetic mean of the rumination about interpersonal offense perception 

levels was X̅=3.4, and the arithmetic mean of the perception levels for psychological well-being was 

X̅=5.2. The results indicate that forgiveness and rumination about interpersonal offense have a 

negative, statistically significant, and moderate level relationship (r= -.50, p<0.1), and there is a 

moderate-level significant positive correlation between forgiveness and psychological well-being (r= 

.40, p<0.1). There is a significant negative relationship between rumination about interpersonal 

offense and psychological well-being (r= -.19, p<0.1) at a low level as indicated in Table 2. The 

coefficient values regarding levels (low, moderate, and high) are based on Büyüköztürk et al.’s (2012) 

study.  

In the present study, the structural equation model was used to determine whether the 

rumination about interpersonal offense levels of university students had a significant effect on their 

psychological well-being. The SEM with the standardized path coefficients resulting from the analysis 

is demonstrated in Figure 1. 

 
Figure 1. Standardized path coefficients for the effect of Rumination about Interpersonal 

Offense on Psychological Well-Being (RUM: Rumination about Interpersonal Offense, PWB: 

Psychological Well-Being) 
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As demonstrated in Figure 1, a negative and significant correlation (-.22) is detected between 

rumination about interpersonal offense and psychological well-being. The examination of fit values of 

the models (χ²= 43.729, χ²/df= 3.36, p= 0.00, Standardized RMR= .041, RMSEA= .083, GFI= .96, 

AGFI= .92, NFI= .95, IFI= .97, TLI= .95, CFI= .97) are at acceptable values or very close to 

acceptable values (Meydan & Şeşen, 2011). 

According to the analysis results for the model created, χ2/df was found below 3.36. When it 

is acceptable for χ2/df to be less than 4-5, it can be stated that the χ2/df ratio fits the model. Since 

RMSEA and Standardized RMR values between 0.06-0.08 are considered acceptable fit, the values of 

the fit index in this study (Standardized RMR= .041, RMSEA= .083) can be regarded as acceptable 

(Meydan & Şeşen, 2011). As the absolute fit indices GFI and AGFI fit values of 0.90 or above will 

indicate a good fit, it can be stated that the values obtained from the analysis of this study (GFI = .94, 

AGFI = .90) have a good fit. The values of the comparative fit indices NFI, IFI, TLI of 0.95 and above 

indicate a good fit. Accordingly, the NFI, TLI, and CFI values in the results show a good fit. CFI 

values of 0,97 or above indicate acceptable fit. The model created in Figure 1 demonstrates that this 

value is 0.97 (Meydan & Şeşen, 2011). The standardized beta, standard error, and significance values 

for the paths specified in the model are presented in Table 3. According to the findings in this model, 

the perception of rumination has a significant effect on psychological well-being. 

  Table 3. Coefficients of Model-1 

Path  Standardβ Standard Error p 

Rumination                 Psychological well-being -0.22 0.06 <0.01 

 

As shown in Table 3, rumination about interpersonal offense significantly affects 

psychological well-being (Standardized β = -0.22; p < 0.01) 

In the research, it was assumed by the theoretical model that forgiveness perceptions have a 

mediating effect on the correlation between rumination about interpersonal offense and psychological 

well-being perceptions of university students. Based on this assumption, forgiveness (intermediary 

variable) was added between rumination (independent variable) and psychological well-being 

(dependent variable) variables and analyzed with the SEM. The structural equation model with the 

standardized path coefficients resulting from the analysis is illustrated in Figure 2. 

 

Figure 2. The structural equation model with standardized path coefficients of rumination about 

interpersonal offense, forgiveness, and psychological well-being (RUM: Rumination, PWB: 

Psychological Well-Being, FOR: Forgiveness, ForSelf: Forgiveness of Self, ForOthers: 

Forgiveness of Others, ForSitiuation: Forgiveness of Situations) 
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The results indicated that rumination significantly predicts (p=.00) psychological well-being 

(.19) in the positive direction and forgiveness (-.61) in the negative direction (Figure 2). On the other 

hand, forgiveness predicts psychological well-being (.69) positively and significantly (p=.00).The 

examination of the fit values of the model (χ²= 100.993, χ²/df= 3.56, p= 0.00, Standardized RMR= 

.062, RMSEA= .080, GFI= .94, AGFI= .90, NFI=.93, IFI= .95, TLI= .93, and CFI= .95) reveals that 

the values are acceptable or at very close levels to acceptable values. 

According to the analysis results for the generated model, χ2/df was found below 3.56. When 

it is acceptable for χ2/df to be less than 4-5, it can be said that the χ2/df ratio is suitable for the model. 

Concerning the fact that values between 0.06-0.08 for RMSEA and Standardized RMR are considered 

acceptable fit, the values of this fit index (Standardized RMR= .062, RMSEA= .080) can be regarded 

as acceptable. Since values of 0.90 or above for absolute the fit indices GFI and AGFI will indicate a 

good fit, it can be stated that the values obtained from the analysis (GFI = .94, AGFI = .90) have a 

good fit. The values of comparative fit indices NFI, IFI, and TLI being 0.95 and above indicates a 

good fit, while their being in the range of 0.90-0.94 indicates an acceptable fit. Therefore, it was 

concluded that NFI and TLI had an acceptable fit, while CFI had a good fit. CFI values of 0.95 or 

above indicate acceptable fit. In the model created in Figure 2, it is seen that this value is 0.95 

(Meydan & Şeşen, 2011). The standardized beta, standard error, and significance values for the paths 

specified in the model are given in Table 4. 

Table 4. Path Coefficients of Model-2 

Path Standart β Standart Error p 

Rumination                Psychological well-being 0.19 0.07 0.02 

Forgiveness              Psychological well-being 0.69 0.90 <0.01 

Rumination                Forgiveness  -0.61 0.06 <0.01 

 

As presented in Model 2, the perception of rumination significantly affects forgiveness. In 

addition, forgiveness significantly affects psychological well-being. When forgiveness, which was not 

included in Model 1, was added to Model 2, the effect of perception of rumination (standardized β= 

0.19; p < 0.01) on psychological well-being decreased. Accordingly, forgiveness has a partial 

mediating role in the effect of rumination about interpersonal offense on psychological well-being. 

DISCUSSION, CONCLUSION, AND RECOMMENDATIONS 

This research aimed at examining the mediating role of forgiveness in the relationship 

between rumination about interpersonal offense and psychological well-being. Within the framework 

of this basic purpose, when the findings of the correlations between the variables are examined, 

rumination about interpersonal offense and psychological well-being seem to have a low significant 

negative correlation. This result is consistent with previous research. In a study conducted by 

Balzarotti et al. (2014) with participants aged 20-87 years, it was concluded that there is a negative 

relationship between rumination and psychological well-being. In Borawski’s (2021) research with 

participants aged 19-40, it was reported that rumination and psychological well-being were negatively 

correlated. Likewise, in the study conducted by Hill and Watkins (2017), rumination was a negative 

and significant predictor of psychological well-being. In Li et al.’s (2022) study with 421 adolescents, 

a negative correlation between rumination and psychological well-being was determined. Accordingly, 

as individuals’ ruminations about the offensive situations they perceive in their interpersonal 

relationships increase, their psychological well-being levels decrease. 

The findings revealed a moderately significant negative relationship between rumination about 

interpersonal offense and forgiveness. The research in the literature is mainly on the relationships 

between continuous rumination and forgiveness. In Ysseldyk et al.’s (2007) study with participants 

aged 17-48 and by Suchday et al. (2006) with students aged 17-22, it was concluded that forgiveness 

and rumination are correlated negatively. Similarly, Bugay (2010) unearthed that when rumination 

increased, self-forgiveness decreased. When rumination studies related to specific situations are 

examined, Barber et al. (2005) concluded that there is a negative correlation between forgiveness and 
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rumination related to anger in a study with 200 university students. Oral and Arslan (2017) found that 

interpersonal offense and self-forgiveness and forgiveness of others are negatively correlated. It may 

be suggested that the result of the current study is consistent with the literature. Accordingly, as 

individuals' ruminations about the offensive situations they perceive in their interpersonal relationships 

increase, their level of forgiveness decreases. 

A moderately significant positive relationship was detected between psychological well-being 

and forgiveness in this study. Consistently, Halisdemir (2013) concluded that self-forgiveness predicts 

psychological well-being significantly. According to the study conducted by Thompson et al. (2005), 

it was determined that forgiveness is a significant predictor of well-being. In the doctoral thesis study 

Avery (2008) conducted with university students, it was reported that forgiving oneself and others 

positively affects mental health. Likewise, Şahin (2013) found that there are significant positive 

relationships between forgiveness and psychological well-being levels in young adults. In another 

study, it was reported that the level of psychological well-being escalates as forgiveness increases 

(Koç et al., 2016). According to these results, as individuals’ forgiveness levels increase, their 

psychological well-being level also improves. 

Finally, mediation analysis was also performed within the framework of the study. First, a 

SEM was used to determine whether university students’ levels of rumination about interpersonal 

offense affected psychological well-being significantly. As a result of the analysis, it was found that 

rumination about interpersonal offense significantly affected psychological well-being. As revealed in 

Model 2, rumination about interpersonal offense significantly affects forgiveness, and forgiveness 

significantly affects psychological well-being. With the inclusion of forgiveness, which was not in 

Model 1 but was included in Model 2, the effect of rumination about interpersonal offense on 

psychological well-being decreased. Accordingly, forgiveness has a partial mediating role in the effect 

of rumination about interpersonal offense on psychological well-being. When the prior research was 

examined, no study was found on the interaction of rumination about interpersonal offense, 

forgiveness, and psychological well-being. However, it is seen that the mediating role of rumination 

among various variables is examined. For instance, Borawski (2021) found that in a study of 

participants aged 19-40, there was a negative correlation between rumination and psychological well-

being, and rumination was the mediating variable between loneliness and psychological well-being. In 

a study with 421 adolescents by Li et al. (2022), it was concluded that rumination is a partial mediator 

between cyber exclusion and psychological well-being. The results of the study conducted by 

Ysseldyk et al. (2007) with participants aged 17-48, it was determined that rumination is a partial 

mediator between forgiveness and psychological health (low depression, high life satisfaction). In their 

study conducted with university students, Yalçın and Malkoç (2013) concluded that forgiveness is one 

of the mediating variables between life meaning and subjective well-being. There are studies on the 

mediating effect of forgiveness. Suchday et al. (2006) reported in a study on students aged 17-22 that 

rumination is a mediating variable between forgiveness and perceived stress. The model established in 

this present research was formed based on the study conducted by McCullough et al. (2007). In their 

study, McCullough et al. (2007) revealed that the hypothesis that the increase in rumination precedes 

the decrease in forgiveness, which is one of the two hypotheses related to rumination and forgiveness, 

is more valid than the hypothesis that the increase in forgiveness comes before the decrease in 

rumination. In addition, Paleari et al. (2005) found that individuals become more forgiving as the 

rumination levels about offense decrease. 

The results of the current study showed that as the level of rumination about the situations 

experienced in the interpersonal relationships of individuals increases, forgiveness decreases, reducing 

the psychological well-being of individuals. Thus, it is essential to enhance forgiveness in individual 

or group counseling and psycho-education activities to be carried out to increase psychological well-

being. However, considering the effect of rumination on psychological well-being through 

forgiveness, it is important to conduct studies on rumination about interpersonal offense. Cognitive-

behavioral therapies focus on the elements that affect emotions and behaviors, that is, the system of 

thought (Dattilio, 2012). According to cognitive-behavioral approaches, it is the ways of thinking that 

cause issues from mild communication conflicts to serious mental disorders from (Türküm, 2003). In 
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this context, it may be implied that studies should be carried out based on cognitive-behavioral 

approaches in which rumination about interpersonal offense and forgiveness are investigated together. 

In this manner, the psychological well-being levels of young adults, for whom interpersonal 

relationships are critical, may be increased. Individual and group counseling or psycho-education 

programs may be prepared based on cognitive-behavioral therapy. These counseling activities or 

programs should focus on context-specific rumination rather than general rumination and forgiveness 

and cognitions about forgiveness. Thus, it may be possible to decrease rumination and enhance 

forgiveness, which may positively affect psychological well-being. Enhancing forgiveness may serve 

as a protective factor for psychological well-being. 

LIMITATIONS 

The online collection of the data due to the Covid-19 restrictions can be expressed as a 

limitation of the study. The sample was university students who studies in the teaching departments. 

Further research may be conducted on different samples from different departments at universities. In 

this research model, two variables affecting psychological well-being are discussed. In this respect, 

further contributions to the literature can be made by generating models with different variables that 

can influence psychological well-being or models with the sub-dimensions of forgiveness.  
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Abstract 

The study aims to examine the suitability of the Philosophy for Children approach to the learning 

outcomes of the Life Science course. In the study, the learning outcomes of the Life Science course, in 

which the Philosophy for Children approach can be applied, were determined, and a lesson plan 

example was presented. In the study, an analytical research method was adopted. 2018 Life Science 

Curriculum outcomes were accepted as documents, and document analysis was used as a data 

collection method. The researcher created a checklist that includes the outcomes of the Life Science 

course. The list evaluated whether or not the outcome is suitable for the Philosophy for Children 

approach and which philosophical concept it might be associated with was reviewed by a different 

Philosophy for Children instructor other than the researcher. The obtained data were analyzed by 

descriptive analysis. The evaluations of the researcher and the field expert revealed that Philosophy for 

Children practices could be done in 72 learning outcomes out of a total of 148 outcomes. The 

philosophical concepts that emerged after the examination were divided according to the units. 

Emerging concepts were; rule, responsibility, punishment, friendship, respect, communication, care, 

love, respect, belonging, time, diligence, freedom, individual and society, good-bad, nature-human, 

life-death, kindness, and balance. While a single concept can be handled for outcomes, more than one 

can also be addressed. When the concepts are examined and the Life Science course is thought to be 

an interdisciplinary course, the course offers important opportunities for the use of the P4C approach. 

These opportunities cover a wide area such as values education, moral education, citizenship 

education, science education, and media literacy. It is suggested that the P4C approach should be 

applied in the Life Science course, taking into account the relationship between outcome and 

philosophical concepts. Limitations of the P4C approach were mentioned, and a lesson plan example 

was prepared for one of the Life Science course outcomes. 
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INTRODUCTION 

Life Science is a course in which natural and social facts and events are tried to be conveyed 

to the child in a community for the first time after the family. The Life Science course, which fits very 

well with its name, is prepared to satisfy the child's life and natural curiosity. The Life Science course, 

in which the truth is taught, is built on three learning areas: individual, society, and nature (Karabağ, 

2009; Ministry of National Education [MoNE], 2018). The experiences related to the meaning of the 

world from the child’s birth are at the center of the Life Science course. 

In the Life Science course curriculum, the human being with its biological, psychological, 

social, and cultural aspects is considered both the subject and the object of change. The themes 

continued with the same naming for three years; It takes place to reinforce the gains and to add new 

ones on top of previous learning (Kaya, 2018). Education systems primarily aim to develop thinking 

skills in individuals. For this purpose, curricula are reorganized, and learner-centered approaches and 

methods constitute the basic philosophy of the programs. Life Science course is also a required course 

affected by this trend. Thinking skills (problem-solving, decision-making, etc.) are among the basic 

life skills in the Life Science course curriculum, which started being implemented in 2018. Developing 

thinking skills should be based on "how" children should think, not "what" they should think. 

“Philosophy for Children” (P4C) approach, one of the thinking education programs, appears before us 

on how children should think and how they can operate their thinking processes. 

Philosophy for Children (P4C) 

We can trace the basis of Philosophy for Children (P4C) to Heraclitus, who preferred playing 

games with children to managing cities with adults, or to Socrates, who used the question-answer 

method to give birth to noble knowledge in their souls in the lively and compelling dialogues he 

formed with young people (Taşdelen, 2014). The P4C approach was systematically first introduced by 

Matthew Lipman in the 1970s. Lipman, who teaches philosophy and logic at Columbia University in 

the USA, noticed that the thinking skills of university students were weak and thought that the reason 

for this weakness should be sought in childhood (Smith, 2010). This thought led Lipman to investigate 

whether philosophical thinking based on conceptual and mental evidence could be taught to children. 

Matthew Lipman, who obtained positive results from his research, established an institute called “The 

Institute for Advancement of Philosophy for Children” in 1974 to develop the field of P4C 

(Vansieleghem & Kennedy, 2011). 

P4C has its aims, content, method, and evaluation process. The aims of P4C are being able to 

think independently, being an attentive citizen, supporting personal development, developing 

language, speaking and discussion skills, and conceptualizing philosophy (UNESCO, 2007). 

Philosophical concepts, problems, or questions constitute the focus of P4C; in other words, it’s 

content. These are usually included in a text. Texts, stories for children, novels, newspaper reports, etc. 

way it could be. In P4C, various discussion techniques are used, especially the Socratic method. The 

evaluation phase of P4C can be focused on all elements of the process, such as the teacher, group, or 

individual, or it can be focused on children's discussion process and thinking skills. In P4C, the teacher 

is the person who introduces children to different options through questions and supports them in 

explaining their views by justifying them. He not only knows philosophy but also reveals his 

knowledge at the right time by asking the right questions and arouses curiosity in children (Lipman, 

Sharp, & Oscanyan, 1980).  

P4C is a thinking education program that develops children's thinking skills and allows them 

to focus on how they learn rather than what they learn. The program carries the educational aims of 

both constructivism and Socratic inquiry (Golding, 2007). In this context, it is applied in more than 50 

countries in the world in terms of supporting the development of empathy, collaborative thinking, self-

confidence, not being afraid of failure, self-control, academic success, reading and listening 

comprehension, critical and creative thinking, reasoning and metacognitive skills (Gregory, 2008). 
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P4C is an educational approach to developing children's thinking capacities (Lipman, 2003). 

In this approach, children are directed to ask and answer philosophical questions under the guidance of 

an adult. In P4C, children mutually discuss philosophical concepts such as happiness, right, wrong, 

right, justice, equality, and freedom through their daily life experiences or stories related to their lives. 

Children define these concepts by reasoning through thought-provoking questions and establish 

relationships between ideas and concepts and everyday life (Worley, 2009). P4C is the construction of 

images through children's dialogue and discussion, based on a relevant text, a story, a newspaper 

article, or daily life experiences, and evaluating by combining what they read with their own 

experiences. The role of the teacher in this process is to guide children to different options and to 

support them in explaining their views with reasons (Direk, 2014; Lipman, Sharp, & Oscanyan, 1980). 

Trickey and Topping (2004) systematically reviewed the literature review of skills and values that 

impact P4C. These skills and values are logical reasoning, reading comprehension, math skills, self-

esteem, self-worth, listening skills, self-expression, creative thinking, and cognitive/emotional 

intelligence. 

 The Life Science course, which deals with the human as a whole through the P4C approach, 

will be the elements of significant harmony and integration. The Life Science course, which is built on 

three learning areas: individual, society, and nature, includes many concepts of academic philosophy. 

Philosophy is a mental process realized by humans as a product of human-human and human-nature 

interactions. Children engaging in philosophy activities in the Life Science course will provide them 

with training in correct thinking, self-expression, judgment, and participation in discussion. 

Philosophy activities in the Life Science course will allow collective debate for children. In this way, 

children will share the responsibility of having a discussion activity with their friends and learn to 

respect different views by exploring different perspectives.  

The Life Science course has an essential structure in that it allows different and real-life 

stories to be processed through various disciplines and that early individuals can find elements from 

their own lives (MoNE, 2009). In this sense, the Life Science course can be considered a ground 

where the P4C approach will sprout. Because the P4C approach helps the child to make sense of 

himself, his environment, the world, and the universe through philosophical questions based on his 

experiences. As can be understood from these definitions, it is significant to present the content of the 

Life Science course through the P4C approach. It can be said that the approach will contribute to 

children's cognition, language, and social skills in many ways. 

It is thought that the P4C approach, which has been applied in schools in many countries in 

recent years, can be used in the teaching process of the Life Science course. The fact that children do 

philosophy activities in the Life Science course can provide them with training in correct thinking, 

self-expression, judgment, and participation in discussion. Philosophy activities in the Life Sciences 

course offer children the opportunity to experience collective discussion; It will contribute to the 

children's sharing the responsibility of having a discussion activity with their friends and be respectful 

of different opinions by exploring diverse perspectives (Özdemir, 2021). P4C approach will support 

children to be inquisitive and inquisitive instead of blindly accepting what they see and experience, to 

evaluate themselves by making judgments about right and wrong, direct themselves to what is 

beautiful, and gain ethical values (Daniel & Auriac, 2011; Lipman, 2003; Worley, 2009).  

Since the Life Science course is based on an interdisciplinarity teaching system, it is fed from 

different disciplines. In particular, the information obtained from disciplines such as science, 

economy, history, geography, values, citizenship, and democracy constitute the content of the Life 

Science course. In this context, studies in the literature suggest that the P4C approach can be used as 

an approach in values education, moral education, citizenship, media, and democracy education 

(Bleazby, 2006; Burgh & Yorshansky, 2011; Cam, 2014; Cleary, 2011; Garcia-Moriyon, etc., 2020; 

Garrat & Piper, 2011; Lomaca & Chiado, 2019; Splitter, 2011) will be a guide for the association 

between the Life Science course and P4C. In the studies, the applicability of the P4C approach was 

discussed based on the philosophical concepts related to morality, values, media literacy, and 

citizenship. In the research on social studies and science courses (Akkocaoğlu-Çayır, 2021; Dunlop, 
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2016; Ferreira, 2004; Özdemir, 2021; Pala, 2022), the subjects included in the Life Science course 

were included. In the research conducted by Pala (2022), the 10-week practice was conducted for the 

"Technology and Life" unit in the social studies textbook. Technology is one of the subjects of the 

Life Science course. When the literature is examined, studies aim to develop students' various skills by 

applying the P4C approach in the Life Science course (Boyraz, 2019; Kaya, 2020). In addition, some 

studies prepare P4C activities suitable for the outcomes of Life Science lessons (Akkocaoğlu-Çayır, 

2021; Özdemir, 2021). In this context, it is considered essential to reveal whether all the outcomes of 

the Life Science course are suitable for the P4C approach. In this way, a guide that can aid teachers in 

the Life Science course will be revealed. The research aims to determine the outcomes of the Life 

Science course in which the P4C approach can be applied and to present an activity example. In this 

context, the research questions are as follows: 

1) Which learning outcomes of the Life Science course are suitable for the P4C approach 

according to grade level? 

2) Which learning outcomes of the Life Science course are suitable for the P4C approach 

according to the units? 

3) What are the philosophical concepts that stand out in the learning outcomes of the Life 

Science course, which are suitable for the P4C approach? 

METHOD 

Research Model 

In the study, an analytical research method was adopted. In the analytical research method, 

documents, and records are analyzed regarding various ideas (Mcmillan, 2004). Most educational 

research is classified as quantitative and qualitative research. Studies that do not fit these two 

classifications are called analytical studies. Analytical research includes qualitative and quantitative 

research features and is classified as historical analysis, legal analysis, concept analysis, and mixed 

method research. The researcher identifies, explores, and then synthesizes the data to understand the 

concept or a past event that is directly observable/unobservable. Context is essential in interpreting the 

data obtained. The analytical research model, which does not require direct interaction, is generally 

based on documented data collection and analysis (Mcmillan & Schumacher, 2014). Document 

analysis makes sense as a systematic process of examining or evaluating documents, and exploring 

and interpreting data to gain understanding and develop empirical knowledge (Bowen, 2009). For this 

reason, document analysis can be used as a method in a study, it can also be used as a data collection 

technique (O’Leary, 2017). In this context, the 2018 Life Science Curriculum outcomes were accepted 

as documents, and document analysis was used as a data collection technique. 

Data Sources and Data Collection Tool 

The research data source is the Life Science course curriculum, which was implemented in 

2018. The curriculum is open to everyone on the website of the Board of Education (TTKB). In the 

program consisting of 30 pages, only the unit titles and outcome statements were the research subjects. 

The researcher transferred the outcomes, unit titles, and different grade levels to a separate 

examination file. In this way, a checklist of Life Science course outcomes was created. The list 

includes columns on whether the outcome suits the P4C approach and which philosophical concept it 

may be associated with. An example of the checklist is presented in Table 1. 

  



International Journal of Progressive Education, Volume 18 Number 6, 2022 

© 2022 INASED 

129 

Table 1. Checklist example 

Outcome Number Outcomes For P4C Philosophical Concept(s) 

Yes No 

LS.1.1.12 Follows school rules. X  Rule, Punishment 

LS.2.1.1 S/he introduces him/herself with different 

features. 

X  Ego, Identity, Empathy 

LS.3.5.8 Researches Atatürk's personality traits.  X  

 

The checklist was completed due to the examinations carried out by the researcher on the 

outcomes. After the researcher conducted his study, the outcomes were examined by a different field 

expert, and the checklist was completed. The field expert who carried out the review is an experienced 

lecturer as a P4C facilitator. The researcher is also a field expert who completed his doctoral thesis on 

P4C in the Life Science course and conducted P4C training at various times.  

Validity and Reliability of the Research 

Instead of validity and reliability, the concepts included in a qualitative study, such as 

trustworthiness, transferability, invariability, and confirmability (Lincoln & Guba, 1985), were 

emphasized in the current study. For the study’s trustworthiness, sample statements and outcomes 

related to the units are included in the findings section. The method of study for transferability is given 

in a clear and detailed manner; accessing the documents, the data included and excluded from the 

study, and the analysis process are presented in detail. Two field experts worked separately for the 

compatibility of the units and outcomes examined within the scope of the research with the P4C. For 

confirmability, the notes on the data analysis process of the study are kept under the control of other 

researchers. 

Data Analysis 

In the examination with the help of the checklist, firstly, the outcomes were evaluated 

according to Bloom's taxonomy. It was agreed that the acquisitions at the knowledge, comprehension, 

and practice level are generally unsuitable for P4C activities. For example, knowledge-based outcomes 

such as “LS.1.1.9 Recognizes the school staff.” or “LS.1.5.1 Knows where s/he lives” were evaluated 

as acquisitions unsuitable for P4C. It has been observed that such gains are generally higher at the 

first-grade level. After the researcher and the field expert carried out the evaluations at separate times, 

the researcher compared the checklist completed by the field expert with his list. The intercoder 

reliability calculation was carried out using the formula suggested by Miles and Huberman (2015). As 

a result of the analysis, the percentage of agreement between encoders was determined as .82. 

Reliability calculations of over 70% are considered reliable for research (Miles & Huberman, 2015). 

The result obtained here was accepted as reliable for the study. Then, a meeting was held with the field 

expert, and a consensus was reached on the relevant philosophical concepts after discussing the 

outcomes. The obtained data were analyzed by descriptive analysis. The data is systematically 

described in the descriptive analysis according to previously determined themes. The descriptions are 

explained, interpreted, and some results are reached in the context of cause-effect relationships 

(Yıldırım & Şimşek, 2008). 

RESULTS 

The Life Science course 2018 curriculum consists of 6 units and 148 outcomes. In the 

research, firstly, it was tried to reveal the suitability of the Life Science course outcomes with the P4C 

approach. The number of outcomes according to the units and grade levels in compliance with P4C is 

presented in Table 2. 
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Table 2. Number of outcomes according to units and grade levels 

Units 

 

Grade  

levels 

Life in Our 

School 

Life in Our 

Home 

Healthy 

Life 

Safe Life Life in Our 

Country 

Life in 

Nature 

Total Outcome 

Yes No Yes No Yes No Yes No Yes No Yes No Yes No 

1 4 13 3 4 4 3 2 5 1 6 4 4 20 33 

2 8 3 5 4 3 4 2 4 2 6 6 3 26 24 

3 6 4 6 2 2 3 5 2 3 6 4 2 26 19 

Total 18 20 14 10 9 10 9 11 6 18 14 9 72 76 

 

When Table 2 is examined, it can be said that 72 outcomes out of 148 are suitable for P4C. 

Considering the grade levels, it is seen that 20 acquisitions are suitable for P4C activities, although 

most outcomes are at the first-grade level (n:53). This situation is considered to be expected. So much 

so that the process of preliminary reading and writing teaching and the fact that the age group does not 

have much information causes the first-grade outcomes to be more at the level of knowledge and 

comprehension. Twenty-six outcomes are considered suitable for P4C activities at the second and 

third-grade P4C activities. It can be said that as the grade level increases, more P4C activities can be 

included in the Life Science course. 

As seen in Table 2 is examined in the context of the units; the outcomes related to the unit 

include “Life in Nature” (60.8%) and “Life in Our Home” (58.3%); It is seen that more outcomes from 

the units are appropriate. “Life in Our School” (47.3%) and “Healthy Life” (47.3%) units are 

proportionally equal. They are followed by “Safe Life” (45%) and “Life in Our Country” (25%), 

respectively. The research has tried to reveal the appropriate acquisitions for the P4C approach and the 

philosophical concepts they are related to. In this context, the achievements deemed appropriate in 

each unit, and the associated philosophical concepts are given in order of unit. 

Unit 1: Life in Our School 

The Life in Our School unit consists of a total of 38 outcomes. In 18 of these outcomes, the 

P4C approach can be carried out in the teaching process. The outcome statements and the associated 

philosophical concepts are presented in Table 3. 

Table 3. The outcomes of the Life in Our School unit and philosophical concepts 

Outcome statements Philosophical 

Concept(s)  

Grade 

Levels 

Participates in the process of determining the classroom rules. Rule, Punishment 1 

Follows school rules. Rule, Punishment 1 

Follows the rules of courtesy when communicating at school. Rule, Caring 1 

Willing to participate and play games. Friendship, Solitude 1 

S/he introduces him/herself with different features. Ego, Identity, Empathy 2 

Respect individual differences. Respect, Difference 2 

Participates in decision-making processes on classroom issues. Participation, 

Democracy 

2 

Follows the rules of working with the group in the classroom and in school 

activities. 

Rule, Solitude, 

Cooperation 

2 

S/he expresses him/herself in understandable and clear language when 

communicating at school. 

Communication, 2 

Follows the rules of listening when communicating at school. Rule, Communication 2 

S/he obeys the rules while playing games with his/her friends at school. Rule, Solitude 2 

At school, s/he spends his/her money consciously in line with his needs. Consumption, Need 2 

Recognizes strengths and aspects that need to be strengthened. Ego, Identity 3 

S/he realizes how his/her behavior affects him/herself and his/her friends. Caring, Empathy 3 

S/he notices how the behavior of his/her friends affects him. Friendship, Empathy 3 

Comprehends the points to be considered in the friendship process. Friendship 3 

Recognizes the individual and social contributions of the school. Education 3 

Makes original suggestions for the effective and efficient use of school resources. Consumption, Need 3 
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In Life in Our School Life unit, getting to know the school and its operation, obeying the 

school rules, communicating at school, getting to see the school's immediate environment, 

participating in the decision-making processes in the classroom, helping with friends, and participating 

in group activities, drawing a sketch of the classroom and the school, researching the history of the 

school, and there are issues such as expressing their needs through democratic means. School life, the 

first structure with systematic, hierarchical rules, in which children are included after the family, offers 

many opportunities for P4C. Considering the topics in terms of P4C, it can be said that associations 

can be made with philosophical concepts such as rule, caring, consumption, need, friendship, respect 

for differences, and empathy. For example, for the outcome of “S/he introduces him/herself with 

different features.” philosophical inquiries can be made on the outcome by carrying out on self or 

being himself. After presenting a stimulus, inquiries can be deepened by asking, “What makes me 

me?; Which features make us exist?; How can I be myself?” such questions. 

Unit 2: Life in Our Home 

The Life in Our home unit consists of 24 learning outcomes. Fourteen of these outcomes were 

deemed appropriate for P4C activities. The outcome statements and the philosophical concepts 

associated with them are presented in Table 4. 

Table 4. The outcomes of the Life in Our Home unit and philosophical concepts 

Outcome statements Philosophical Concept(s)  Grade 

Levels 

Understands the importance of family life. Belonging, Existence-Absence 1 

Follows the rules of courtesy when communicating with family members at 

home. 

Rule, Carefully 1 

Distinguish between wants and needs. Consumption, Need, Freedom 1 

Understands the importance of kinship relations. Respect-Love, Helpfulness 2 

At home, he realizes his duties and responsibilities. Responsibility, Freedom 2 

Participates in family decision-making processes. Participation, Democracy 2 

S/he is sensitive to people around him who need help. Helpfulness, Good-Bad 2 

List their wants and needs in order of priority. Consumption, Freedom, Need 2 

Compares the characteristics of the childhood periods of family elders with 

the parts of their childhood. 

Time, Change 3 

S/he gives examples of the importance of neighborhood relations for his/her 

family and himself. 

Me and Others, Empathy 3 

S/he fulfills his/her duties and responsibilities at home. Responsibility, Diligence 3 

S/he makes original suggestions for the effective and efficient use of 

resources at home. 

Consumption, Need, Wealth-

Absence 

3 

S/he gives examples of the contributions of being planned to his personal life. Time, Planning, Responsibility, 

Freedom 

3 

While meeting his wishes and needs, S/he protects his and his family's budget. Consumption, Need, Caring 3 

 

The Life in Our Home unit; is family, family life, family budget, kinship relations, family 

relations, responsibilities, and resources, such as the knowledge and skills children may encounter 

daily. In this context, it can be said that daily life actions are related to many philosophical concepts. 

When Table 4 is examined, P4C activities can be carried out by associating many philosophical 

concepts such as existence-absence, belonging, responsibility, freedom, consumption, empathy, 

helpfulness, time, need, and good-bad with the outcomes of the Life in Our Home unit. For example, 

philosophical inquiries on responsibility and freedom can be carried out to the learning outcome of 

"fulfilling duties and responsibilities at home.” P4C sessions can be conducted by presenting an 

appropriate stimulus with questions such as “What can happen if responsibilities are not fulfilled?; Do 

our responsibilities hinder our freedom? What does freedom mean?"  
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Unit 3: Healthy Life 

The Healthy Life unit consists of a total of 19 learning outcomes. Nine of these outcomes 

were deemed appropriate for P4C activities. The outcome statements and the associated philosophical 

concepts are presented in Table 5. 

Table 5. The outcomes of the Healthy Life unit and philosophical concepts 

Outcome statements Philosophical Concept(s)  Grade 

Levels 

S/he realizes the precautions he should take to protect his health. Balance, Freedom 1 

S/he chooses foods and drinks that are beneficial for his health. Moderation, Knowing-Not 

Knowing 

1 

S/he is fed in accordance with the meals and balanced throughout the day. Balance, Freedom 1 

S/he obeys etiquette while eating. Rule, Punishment 1 

Prepares a list of meals suitable for a balanced diet. Balance 2 

S/he obeys etiquette while eating. Rule, Punishment 2 

Explain the necessity of cleaning for a healthy life. Happiness, Cleanliness-

Pollution 

2 

Demonstrates conscious consumer behavior while purchasing food and 

beverages. 

Consumption, Freedom, 

Need 

3 

S/he eats adequate and balanced nutrition to maintain their health. Balance 3 

 

Healthy Life unit; emphasizes the necessity of paying attention to personal hygiene by 

comprehending the relationship between nutrition and children’s health with topics such as personal 

care, balanced nutrition, food groups, etiquette, and conscious consumption. In this context, "balance" 

comes to the fore from a philosophical point of view. “Can't we eat whatever we want?; Isn't freedom 

to do what we want?; What is it to be measured? Why should we act in moderation?” such questions 

can be used as questions to deepen the inquiry.  

Unit 4: Safe Life 

The Safe Life unit consists of 20 learning outcomes in total. Nine of these outcomes were 

deemed appropriate for P4C activities. The outcome statements and the associated philosophical 

concepts are presented in Table 7. 

Table 7. The outcomes of the Safe Life unit and philosophical concepts 

Outcome statements Philosophical Concept(s)  Grade 

Levels 

Follows safety rules at school and home. Rule, Punishment 1 

S/he obeys the traffic rules on his way to and from school. Rule, Punishment, Responsibility 1 

S/he helps individuals who need assistance in traffic. Helpfulness, Good-Bad 2 

Be sensitive about the safe use of technological tools and equipment. Technology-People, 

Responsibility 

2 

Introduces traffic signs and signposts. Knowing-Not Knowing 3 

Gives examples of the necessity of obeying the rules in traffic. Rule, Punishment, 

Responsibility, Freedom 

3 

Explains what to do in an emergency and who to ask for help. Good-Bad 3 

Explains what to do when someone threatens their safety and who to ask for 

help. 

Good-Bad 3 

S/he gives examples of what he can do when faced with a situation that 

threatens his safety in his daily life. 

Good-Bad 3 

 

Safe Life unit has content aimed at gaining knowledge, skills, and attitudes about daily 

dangerous situations children may encounter. It is an essential unit for them to lead a safe life at 

school, at home, in traffic, on the street, and in their relations with technology. In this context, 

interrelated concepts such as “rule-punishment-freedom-responsibility” stand out for P4C activities. In 

addition, the concepts of good and bad in the learning outcomes of the third grade can be used for P4C 
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activities. For example, we can deepen the acquisition and make philosophical inquiries by asking 

questions such as; “How do we decide whether a person is good or bad? Is it good/evil behavior? Is it 

on purpose?" for the outcome that “Explains what to do when someone threatens their safety and who 

to ask for help.” 

Unit 5: Life in Our Country 

The Life in Our Country unit consists of 24 learning outcomes. Six of these outcomes were 

deemed appropriate for P4C activities. The outcome statements and the philosophical concepts 

associated with them are presented in Table 8. 

Table 8. The outcomes of Life in Our Country and Philosophical Concepts 

Outcome statements Philosophical Concept(s)  Grade Levels 

S/he realizes in our country that, he lives with people from different cultures. Diversity, Respect 1 

Researches the cultural heritage items in the immediate environment. Time, Belonging 2 

S/he respects the lifestyles and habits of people from different cultures in our 

country. 

Diversity, Respect 2 

Recognize the administrative units and managers in the immediate vicinity. Knowing-Not Knowing 3 

Explains the form of government of our country. Manage-To Be Managed 3 

S/he establishes a relationship between developing his country and fulfilling 

his duties and responsibilities. 

Responsibility, Freedom, 

Duty 

3 

 

Life in Our Country unit contains topics from the past to the future, such as the general 

characteristics of our country, the life of Atatürk, the management style of our country, national and 

religious holidays, different cultures, and cultural heritage items. In this context, it is thought that P4C 

sessions can be conducted with concepts such as difference, respect, time, management, responsibility, 

and freedom. For example, discussions on epistemology can be conducted on the concepts of 

knowing-not knowing, which are preferred for learning outcomes that “Recognize the administrative 

units and managers in the immediate vicinity.” In this outcome, inquiries can be made on the 

contribution of getting to know the administrative units and managers, based on whether the 

information learned at school is essential and what it will do to understand.  

Unit 6: Life in Nature 

The life in Nature unit consists of 23 learning outcomes. The P4C approach can be applied in 

the teaching process of 14 of these outcomes. The outcome statements and the philosophical concepts 

they are associated with are presented in Table 9. 

Table 9. The outcomes of Life in Nature unit and philosophical concepts 

Outcome statements Philosophical Concept(s)  Grade Levels 

S/he takes care to protect the animals and plants in his immediate vicinity. Life-Death, Carefully 1 

Be sensitive about keeping nature and its environment clean. Nature-Human 1 

Distinguish the materials that can be recycled. Consumption, Need 1 

Comprehends the changes in nature according to the seasons. Time, Change 1 

Compares the conditions necessary for the survival of plants and animals. Life-Death 2 

Realizes the importance of growing plants and feeding animals. Knowing-Not Knowing 2 

Gives examples of the effects of natural elements in the immediate environment 

on human life. 

Nature-Human, Good-Bad 2 

It contributes to the recycling of consumed materials. Consumption, Need 2 

Explains natural events and measures that can be taken against natural disasters. Knowing-Not Knowing 3 

Investigates the effects of the shape and movements of the Earth on human life. Knowing-Not Knowing 3 

Understands the importance of plants and animals in terms of human life. Knowing-Not Knowing 3 

S/he gives examples of the influence of people on natural elements from his 

immediate surroundings. 

Nature-Human, Good-Bad 3 

Takes responsibility for protecting nature and the environment. Responsibility, Nature-Human 3 

S/he gives examples of the contribution of recycling to himself and the 

environment he lives in. 

Consumption, Need 3 
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Life in Nature unit reflects the content of positive and negative results that may occur due to 

nature-human interaction with all-natural elements around and living together with human beings. P4C 

sessions on nature-human interaction can be conducted in the unit. Concepts such as life-death, 

consumption, need, time, good-bad-knowing-not knowing, and responsibility are seen as t concepts. 

For example, inquiries on natural philosophy can be made for the outcome that “He gives examples of 

the influence of people on natural elements from his immediate environment.” As a result of nature-

human interaction, about the damages that people have done to nature to make their life easier, P4C 

activities can be carried out by asking questions such as, "Is it more important that people make life 

easier, or is it more important to protect nature?"  

The word cloud regarding the emerging concepts is presented in Figure 1 when a general look 

at the outcomes of the Life Science course that are suitable for P4C. 

 

Figure 1. Word cloud for prominent concepts 

When Figure 1 is examined, it can be said that concepts such as rule, punishment, 

responsibility, and freedom come to the fore. In addition, concepts such as consumption, need, good-

bad, balance, empathy, respect, friendship, happiness, and nature-human are also suitable for P4C 

activities. When the concepts are examined, it is seen that they are related to the root values such as 

friendship, self-control, respect, love, responsibility, and helpfulness (MoNE, 2018). Therefore, the 

P4C approach in the Life Science course can also contribute to values education. 

DISCUSSION AND CONCLUSION 

In this research, which was carried out to reveal how the P4C approach can be applied as a 

teaching approach in the Life Science course, it has been shown that the P4C approach can be applied 

in 72 of the 148 Life Science course outcomes. The philosophical concepts that emerged after the 

examination were divided according to the units. Emerging concepts; rule, punishment, responsibility, 

freedom, friendship, respect, love, communication, carefully, belonging, time, diligence, consumption, 

happiness, individual and society, good-bad, nature-human, life-death, and balance. While a single 

concept can be handled in outcomes, more than one can also be addressed. For example, the concepts 

of responsibility, rule, punishment, and freedom can be taken together in an activity to be prepared for, 

“It gives examples of the necessity of following the rules in traffic.” It can be said that the Philosophy 

for Children approach can be used in many acquisitions in the Life Science course. 
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In the Life Science course, children will experience how to think in these disciplines with the 

P4C approach while gaining knowledge and skills in history, geography, economics, science, and 

ethics. Communication skills will also develop during this experience. As a result of the research, it 

can be said that some values in the Life Science curriculum can be taught through the P4C approach. It 

is seen that the concepts such as love, respect, responsibility, empathy, and good-bad are associated 

with values or moral education and P4C activities to be carried out on these concepts will emphasize 

the ethical reasoning approach in values education. There are many studies on values education 

through the P4C approach (Cam, 2014; Garcia-Moriyon, etc., 2020; Lomaca & Chiado, 2019).  

The topics of citizenship, democracy, and media literacy also constitute the content of the life 

science course. Philosophical concepts such as rule, punishment, freedom, duty, responsibility, 

democracy, and diversity emerged in this research and can be used in P4C pieces of training on these 

topics. In the studies carried out in the literature, discussions were made on the necessity of addressing 

these concepts in P4C sessions (Bleazby, 2006; Burgh & Yorshansky, 2011; Cleary, 2011; Dombaycı, 

2014; Garrat & Piper, 2011; Splitter, 2011). For example, in his work, Dombaycı (2014) discussed 

what the basic concepts of democratic citizenship education should be in P4C. These concepts include 

government, justice, law, freedom, democracy, authority, family, law and crime, friendship, diversity, 

human nature, cooperation, etc. is handled. The concepts are the common themes of political 

philosophy and democratic citizenship and are discussed in the social inquiry dimension of philosophy 

(Dombaycı, 2014). As a result of this research, it is seen that similar concepts have been reached in the 

dimension of citizenship education, especially in the unit of Life in Our Country.  

In the research on P4C approach in social studies and science courses (Akkocaoğlu-Çayır, 

2021; Dunlop, 2016; Ferreira, 2004; Özdemir, 2021; Pala, 2022) concepts such as justice, need, 

consumption, rules, human-animal, human-nature, human-technology, balance, scientific process, 

friendship, respect have emerged. In the research conducted by Pala (2022), the 10-week practice was 

conducted for the "Technology and Life" unit in the social studies textbook. Technology is one of the 

subjects of the Life Science course. Ferreira (2004) conducted research on P4C in teaching basic 

science process skills to fifth-grade students and conducted P4C sessions on the concepts of 

discovery/invention, living things, classification, observation, and inference. In this study, it was 

concluded that the outcomes in the Life in Nature and Healthy Life units, which can be related to the 

science course are in accordance with the P4C approach on concepts such as balance, vitality, and 

life/death. 

When the studies in the literature in which the P4C approach is used in the Life Science 

course are examined, it can be said that similar results have been reached. In the research carried out 

by Kaya (2020), P4C activities were prepared for the outcome of "S/he introducing himself with 

different features" in the Life in Our School unit. Activities have been associated with philosophy 

through concepts such as identity, change, self-awareness, and empathy. In the research conducted by 

Boyraz (2019), P4C activities were prepared with the outcomes of Safe Life and Life in Our Country 

units. When the concepts associated with the outcomes are examined, it is seen that the concepts such 

as rule, responsibility, duty, good-bad, knowing, and not-knowing are used. Similar findings were 

obtained in this study. 

A philosophical topic or concept should be associated with the outcome to prepare a P4C 

activity for the Life Science course outcomes. This association will provide a framework for possible 

questions during the inquiry. While organizing the activities, stimuli that may attract students' 

attention, contain dilemmas, and have philosophical content should be identified or recreated. Based 

on these stimuli, open-ended questions should be prepared that will lead students to dilemmas, enrich 

the discussion environment in the classroom, and deepen their thoughts. While preparing the 

questions, care should be taken to ensure they are suitable for Phil Cam's Question Quadrant. In this 

quadrant, closed/open-ended questions about the text will initiate philosophical discussion (Cam, 

2003). Preparing notes for the teacher on possible answers and questions from the students is 

recommended. At the same time, they are being designed so that the teachers can use the activities 

efficiently. In addition, the approximate duration of each step will be a guide for teachers. A lesson 
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plan has been prepared for the outcome: “S/he gives examples of what s/he can do when faced with a 

situation that threatens his/her safety in daily life.” Situations threatening security in daily life, peer 

pressure, terrorism, war, and natural disasters are stated in the outcome. The lesson plan made up of 

the stages suggested by Fisher (2007) is presented as an appendix. 

Although the P4C approach has many positive gains, the approach has some limitations in 

practice. Limitations; time, facilitator training, class size, the physical environment, and lack of 

activity. In terms of time, P4C sessions are a process that requires long dialogues and patience. This 

process can sometimes be spread over several course hours. In addition, teachers should adopt the role 

of the teacher in the P4C approach and be able to put it into practice. This can be achieved with 

qualified P4C facilitator training. Classroom size and physical environment are important limitations 

of the P4C approach. It is impossible to apply the approach in crowded and physically narrow 

classrooms as in contemporary teaching methods and techniques. One of the important elements in the 

implementation of the approach is the classroom layout. Since it will be implemented with a 

horseshoe, circle, or "U" shaped classroom layout, the classroom should be physically comprehensive. 

In addition, when the class size exceeds 20 students, it will be inevitable to experience problems with 

classroom management since too much thought, and therefore noise will occur. For this reason, 

applying it in a qualified way is very difficult in classes with more than 20 students. Based on this 

study, Life Science course activity books can be prepared for teachers. In this way, teachers can 

conduct P4C sessions in their classrooms. 
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APPENDIX 

A sample lesson plan for P4C in the life sciences course 

Lesson: Life Sciences 

Class Level: 3 

Duration: 40+40 

Unit: Safe Life 

Concepts: Good-Bad 

Outcome: HB.3.4.6. S/he gives examples of what s/he can do when faced with a situation that threatens his/her safety in 

daily life. 

Extraordinary situations, Peer pressure, people and groups that are the source of crime, terrorism, and what to do during 

war, earthquake, and flood are emphasized. 

First lesson 

FOCUSING EXERCISE 

At the beginning of the lesson, the teacher reminds the class of the rules that must be followed for P4C. 

SHARING A STIMULUS 

The lesson begins with a video of one of the earthquakes. After watching the video, the lesson starts with the following 

question. 

THINKING TIME 

Question: Do you think the earthquake is bad? Why? 

Note for the teacher: A short inquiry is made on this question. Students are less likely to say, "earthquake is not bad”. At 

this point, when students use the argument "the earthquake is bad because people die", they are asked to estimate the 

number of people who lost their lives in the 7.4 magnitude earthquake in 2016 in Japan and the 7.4 magnitude earthquake 

in 1999 in Gölcük. After the estimates are received, the actual numbers are announced. (Gölcük earthquake: 17.480 

people, Japan: No loss of life). In Japan, people did not die in the earthquake; the question should be asked aren't 

earthquakes in Japan bad? (Approximately 15-20 min.) 

QUESTIONING 

Question: Is earthquake bad for people in Japan too? 

Question: What could be the reasons for such a significant difference in the number of casualties despite the earthquakes 

of the same intensity in two different countries? (Approximately 10 min.) 

Note for the teacher: Students' answers should be written on the board. Inquiries are continued based on the answers 

given. Alternative ideas should be sought; the teacher should act as if they are part of the group. 

DISCUSSION 

Conceptual Question: Can the words good and bad have different meanings? (Approximately 10 min.)  

Note for the teacher: While earthquakes cause significant damage in one country, it does not work in another. In this 

case, it is not the bad earthquake but people’s choices. Houses built with the wrong materials in the wrong areas are 

damaging. It would be more correct to use the word harmful for natural events such as earthquakes/floods here, not the 

word bad. Students will be expected to realize that they should not use the word bad for natural events such as earthquakes 

or consciousness. It is not right to use the concept of good instead of useful, beautiful, right; bad instead of harmful, ugly, 

wrong. Good and bad concepts are moral and can only be used for human behavior. 

Second Lesson 

Sub-questions: Is it correct to use the words good/bad for natural events or phenomena without consciousness or 

intention, such as earthquakes, floods, and wars? If not, what should we use instead? (Approximately 20 min.) 

Note for the teacher: Examples can be given for students to find concepts such as beneficial/harmful, true/false, and 

beautiful/ugly. 

PLENARY 

Question for the Outcome: What should we do to avoid situations such as earthquakes or floods with the least damage? 

What measures should we take? (Approximately 20 min.) 

Note for the teacher: Ask students to summarize what has been said. The students should ask for individual answers 

regarding disasters such as earthquakes and floods, and a to-do list should be written on the board. 
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Abstract 

The aim of the study is to determine the effects of the argumentation-oriented guide material on the 

academic success of pre-service teachers on chemical equilibrium and their thoughts about the 

process. In the study, the "Technical/scientific/collaborative action research" pattern, which is one of 

the action research types, was used due to its compatibility with the nature of the research subject. 33 

pre-service teachers studying in the first year of the Science Teaching program of a state university in 

the Eastern Black Sea Region participated in the research. The subject of Chemical Equilibrium with 

pre-service teachers was covered using 14 activities developed based on argumentation. Chemical 

Equilibrium Academic Achievement Test and semi-structured interview were used as data collection 

tools. The Chemical Equilibrium Academic Achievement Test, which was applied as a pre-posttest in 

the study, and were analyzed using the SPSS 21.0 statistical program. The data obtained from the 

interviews were analyzed through content analysis. According to the findings, it was determined that 

the activities prepared based on argumentation were effective in learning the chemical balance and the 

micro world of chemical balance. In addition, in the interviews, pre-service teachers stated that the 

activities used kept the students' attention alive and provided permanent and effective learning, and 

saved the classroom environment from boredom. The study was concluded with suggestions that 

activities based on argumentation could be done for different chemistry subjects and concepts, or for 

subjects and concepts in biology and physics.  
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INTRODUCTION 

Science education has played a key role in the development of societies from past to present 

and therefore has been the focus of scientific reform movements and discussions in countries. In this 

context, among the priority goals of today's science education; research, inquiry, analytical thinking, 

scientific ways and methods to solve problems, using the knowledge gained to develop new 

knowledge and processes dec the training of equipped manpower. In order to educate these 

individuals, it is necessary to create learning environments in which students can improve their social 

aspects, cooperation and communication skills, and where they are offered the opportunity to choose, 

collect, question and use information (Hasançebi, 2014; Osborne, 2004).  

By its nature, chemistry in the fields of science is a branch of science that includes many 

abstract concepts, where microscopic events occur outside the observable macro world, and a 

symbolic language is needed to explain what is happening in these two dimensions. In order for 

students to understand chemistry, it is necessary to understand and relate these three separate 

dimensions. However, studies conducted show that students are not able to decisively establish the 

relationship between these dimensions (Tümay & Köseoğlu, 2011; Yıldırım, 2009). This situation 

causes students to have difficulty understanding the concepts of chemistry, to have misconceptions 

and to have a superficial learning instead of meaningful learning (Haidar, 1997; Johnstone, 2000; Van 

Driel, De Jong & Verloop, 2002; Demircioğlu, 2003; Okumuş et al., 2015; Şatay, 2010; Yavuz 

Korkmaz, 2019). 

One of the most common problems mentioned among chemistry topics is the issue of 

chemical balance. Decarbonization is one of the most common problems in chemistry. It is stated that 

this difficulty related to the subject of chemical equilibrium may have been caused by the inability of 

students to visualize the events that occur at the moment of equilibrium in their minds and the use of 

this concept (equilibrium) in different meanings in everyday life (Akaygun & Jones, 2013; Akaygun & 

Jones, 2014; Ergül, 2021; Jusniar et al., 2021; Kousathana & Tsaparlis, 2002; Sepet et al., 2004; 

Temel, 2021; Tyson & Treagust, 1999; Şen, Varoğlu & Yılmaz, 2019; Ulaşan, 2010; Yavuz Korkmaz, 

2019; Yıldırım, 2009; Wheeler & Kass, 1978). In particular, students fail to explain the changes that 

occur at the micro level at the time of equilibrium. Students should be able to think in macro, micro 

and symbolic dimensions in order to fully learn the subject of chemical equilibrium (Demircioğlu et 

al., 2013; Hsin-Kai et al., 2001; Temel, 2021; Şimşek, 2007; Yıldırım, 2009; Yavuz Korkmaz, 2019). 

However, students can understand the events that occur at the moment of equilibrium, both other 

concepts of chemical equilibrium and those related to this topic (acid–bases, solubility balances, acid-

base balance, batteries, etc.) it is important for them to learn other chemistry subjects (Yıldırım, 2009). 

It is important that a difficult topic such as the topic of chemical equilibrium is looked at from a 

different point of view in teaching, and in particular, teaching materials and methods aimed at 

understanding the changes that occur in the micro-dimension at the time of equilibrium are used in the 

lessons.  

In this context, the argumentation method comes to the fore as a method that can help students 

examine the events that occur in all three dimensions in detail, dec and establish the correct 

relationships between the dimensions in terms of chemical equilibrium. Students are encouraged to 

create arguments in a scientific inquiry (Choi, et al., 2010; Lederman, 1992; Şahin-Kalyon & Taşar, 

2020) and the argumentation method (Hand & Keys, 1999), which helps them to structure scientific 

knowledge in this way, are characterized as an important tool for the teaching process. With this 

method, it is expected that the communication, cooperation and social aspects of the students will 

develop as well as the correct configuration of the information with this method (Hasançebi, 2014). In 

this respect, it can be said that the argumentation method will contribute to the education of the 

individuals targeted in the future. In this sense, many studies investigating the reflections of 

argumentation process on learning in national and international dimensions have been presented in 

recent years (Aktamış & Hiğde, 2015; Cavagnetto, 2010; Çaycı, 2019; Gunel et al., 2012; Kıngır, 

2011; Martin & Hand, 2007; Nam, Choi & Hand, 2011; Şahin-Kalyon & Taşar, 2020). The common 
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point of the conducted studies is that the argumentation method positively affects the learning-

teaching process in many ways cognitively, culturally and socially. 

Although the argumentation method has been a popular research topic by educational 

researchers in recent years in these aspects, it is obvious that the success of the method is directly 

proportional to the competencies of practitioners. In this context, teachers, who are the locomotive of 

the education process, should be equipped with sufficient knowledge and skills and be more conscious 

about the application of contemporary learning theories and learning environments (Posnanski, 2002; 

Shen & Hsieh, 1999; Zohar & Nemet, 2002). In this direction, the researchers stated that the most 

important role for providing argumentation-oriented environments falls on teachers and emphasized 

that there is a need for professionally developed teachers (Yıldırım & Şimşek, 2013). In the teaching 

process, the teacher guides the students to question their own knowledge and create new knowledge. 

In addition, it is the teacher's responsibility to provide the necessary student interactions for the 

healthy and effective functioning of the process (Brooks & Brooks, 1999; Öğünç, 2012; Walker, 

2011). In this sense, it is thought that the future teachers themselves will personally experience such a 

process, it will have a positive effect on their professional lives to choose and use this method 

correctly and guide their students. It is stated that in effectively guided argumentation processes, 

students will understand the nature of science, their reasoning and research abilities will improve, and 

their critical thinking skills will increase (Tola, 2016; Walker, 2011; Walker & Sampson, 2013;  

Yalçınkaya, 2018; Zohar & Nemet, 2002). 

In the study conducted in the light of the above paragraphs, a guidance material containing 

argumentation-based activities for teaching the subject of Chemical Equilibrium has been developed 

for pre-service teachers in the first grade of the university. In this sense, the aim of the study is to 

determine the effects of argumentation-oriented guidance material on the academic achievements of 

pre-service teachers on chemical equilibrium and their thoughts about the process. Within the scope of 

the study, the students' thoughts on argumentation at different stages of the application process of the 

developed material were also examined and it was aimed to evaluate the effects of the application 

process from the perspective of prospective teachers. It is thought that this dimension of the study will 

provide teachers with a different perspective on organizing learning environments, as well as provide 

an idea of how a learning environment is evaluated by people who are part of it.  

Also, the study of events that occur in the micro world in the teaching of Science in education, 

argumentation-oriented activities, which allows the use of teaching methods, providing teachers, and it 

is believed that is important for future studies to shed light on possible. 

METHOD 

In this study, the “Technical/scientific/collaborative action research” pattern, which is one of 

the types of action research due to its relevance to the nature of the research subject, was used. In this 

approach, the aim is to test or evaluate an application within a previously determined theoretical 

framework. Accordingly, under the guidance of a researcher who has mastered the said theoretical 

framework, the practitioner can implement a new approach, and this process can be analyzed by the 

researcher and an assessment of the application can be made. The main objective of the researcher is 

to describe the process in technical/scientific/collaborative action research (Yıldırım & Şimşek, 2013, 

p. 334). The process of action research of the conducted study is presented in Table 1.  

  



International Journal of Progressive Education, Volume 18 Number 6, 2022 

© 2022 INASED 

143 

Table 1 The process of action research of the conducted work. 

Deciding the Research 

Problem 

The problem of the research is to determine the effects of argumentation-oriented activities on the 

academic achievements of pre-service teachers on chemical equilibrium and the thoughts of pre-

service teachers about the process. 

Identifying Action 

Research Questions 

What is the effectiveness of argumentation-oriented activities on chemical equilibrium in 

students' academic achievements?  

What are the students' opinions about the effectiveness of the prepared activities on conceptual 

understanding and the implementation process of these activities? 

Data Collection During the preparation of the activities, the studies on the topic of chemical equilibrium in the 

literature, the understanding of the micro world of chemical equilibrium and the argumentation-

based learning approach were first examined in terms of objectives, methods, findings, 

recommendations and materials developed. 

Literature Scan 

Data Analysis and 

Interpretation 

At this stage of the study, the data obtained after the field type survey were analyzed and 

interpreted. 

 

Developing an 

Action/Implementation 

Plan 

Within the framework of the analysis and interpretation of the collected data, 14 different 

activities based on argumentation have been developed as a solution plan for learning chemical 

balance and the micro world, and a pilot study of these activities has been conducted. After the 

pilot study, the necessary corrections were made and the activities given in the final version were 

made available for the main application. In addition, lesson plans have been prepared on how 

these activities will be implemented in the course. 

Developing a 

monitoring plan 

In order to determine the degree of effectiveness of the application in the study, the Chemical 

Equilibrium Academic Achievement Test (CEAAT) was developed by the researchers and a pilot 

study of these tests was conducted and the final version was given for the main application. In 

addition, semi-structured interview questions aimed at conceptual understanding and process 

were prepared and presented to the expert opinion.  

CEAAT: It was applied as a pre-test before the application and as a final test after the application 

Interview: It was conducted after the application in order to understand the conceptual and 

process, and a voice recorder was used. 

Implementation of the 

Action Plan 

At this stage of the study, the main implementation of the activities developed by the researcher 

with 33 Pre-service teachers for the study of chemical balance and the micro world was carried 

out within the framework of the prepared plan. 

Monitoring the 

Application 

In order to determine the degree of effectiveness of the application, the Chemical Balance 

Academic Achievement Test (CEAAT) was applied in a predetermined manner and time, and 

semi-structured interviews were conducted with 12 volunteer pre-service teachers as mentioned 

above 

Analysis and Evaluation 

of the Application 

The results of the application were analyzed by the researchers and evaluations were made 

regarding the effectiveness of the activities and the plan, the problems arising in the process, the 

sources of these problems and the degree to which the problem was solved. 

Preparing a New Action 

Plan 

Recommendations have been made to other researchers regarding the application. 

 

The sample of the study  

The study group of the study was selected using the easily accessible case sampling method. 

Easily accessible case sampling is most often used in cases where the researcher does not have the 

opportunity to use other sampling methods (Yıldırım & Şimşek, 2013, p.141). In the faculty where the 

study was conducted, there are two classes studying in the first year of Science Teaching program. A 

pilot study was conducted with one of these classes and the main study was conducted with the other. 

In the fall semester before the study period, the end-of-term academic averages of these two classes 

were examined and it was determined that they were similar to each other. There are 28 pre-service 

teachers in the classroom where the pilot study was conducted.  

In the main study, 33 pre-service teachers studying in the first year of the Science Teaching 

program of a state university in the Eastern Black Sea Region participated in the research. In addition, 

semi-structured interviews aimed at conceptual understanding and argumentation-oriented learning 

process were conducted with 12 students selected on a voluntary basis from the classroom where the 

main application was made. Pre-service teachers participating in interviews is coded as T1,T2...... T12. 
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Data collection tools and process  

As a data collection tool, Chemical Equilibrium Academic Achievement Test (CEAAT) and 

semi-structured interview were used in the study. 

Chemical Equilibrium Academic Achievement Test (CEAAT) 

In the study, 50 multiple choice questions were created for the developed CEAAT at the first 

stage. After it was decided that the developed and determined questions should be used in the test, 

these questions were arranged again exactly according to the level at which students can perceive the 

unused language, readability and the choice of options. For this purpose, opinions were obtained from 

a teacher and two academicians who are experts in the field of chemical education. In line with the 

opinions of teachers and academicians specialized in the field of chemistry education, corrections were 

made in some questions that were inaccurate in terms of content knowledge, were not suitable for the 

learning outcomes in the curriculum, and were not suitable for the measurement and evaluation 

principles, and some questions were removed from the test. In addition, attention has been paid to 

ensuring the validity of the scope by paying attention to the fact that "CEAAT" includes all the 

concepts related to the subject. As a result, 37 questions were included in the final part of the test by 

including question types that poll the same gains in different forms to determine whether students have 

gained the behaviors they need to gain in the chemical equilibrium unit. 

Questions prepared to determine the reliability of CEAAT, Science Education program that 

did not participate in the study but had previously processed the chemical equilibrium unit 2. it was 

applied to a group of 60 students studying in a classroom. Due to lower reliability the reliability of the 

test after the test so as to ensure the validity of the scope of some questions (3, 4, 6, 7, 10, 15, 18, 21, 

23, 24, 29 and 32) with the removal of the final test to include 25 multiple choice questions the test has 

been given. The reliability of the test for CEAAT was found to be 0.65 (Cronbach Alpha).  The 

reliability coefficient of the academic achievement test was low. however, it is thought that the 

reliability of the study is ensured through detailed interviews.As a result of the pilot study, it was 

decided to apply the success test in a 50-minute period. 

Semi-Structured Interview 

In the study, a semi-structured interview prepared for conceptual understanding consists of 5 

questions. In the interview prepared for conceptual understanding, questions were asked about adding 

substances to the equilibrium system, increasing volume and temperature, adding a catalyst through 

the same reaction given. During the interview, sub-questions were asked within the scope where it was 

deemed necessary to fully understand what was going on in the students' minds and to reveal the 

wrong concepts, and students were asked to support their thoughts about the questions asked by 

drawing. Interview questions are given in the appendices at the end of the study. 

Frequently asked questions for conceptual understanding of pre-service teachers then lastly, 

the arguments work-oriented learning process, and the problems they face in the process for the 

execution of these applications with gains at the end of the process were asked about overall thoughts.  

In this context, semi-structured interviews aimed at conceptual understanding and process 

were conducted with a total of 12 volunteer students who participated in main study, including four 

students who scored poorly, moderately and well from the final test at the end of the course process, 

which was completed by developing and implementing activities. During the interviews with the 

determined students, which were conducted individually for periods ranging from 18 minutes dec 38 

minutes, permission was obtained from the students and audio recording was made. However, in order 

to minimize communication between students, the interviews were completed within 2 days. dec. In 

the preparation of the questions used in the interviews, research questions and the opinions of an 

academician specializing in the field of chemical education were taken into account. 
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Analysis of the data  

Pre-service teachers’ responses to the Chemical Equilibrium Academic Achievement Test 

(CEAAT), which was applied as a pre-final test in the study, were scored by giving 1 correct answers 

and 0 incorrect answers and analyzed using the SPSS 21.0 statistical program. Obtained from the 

research data (test scores) in the analysis of parametric or non-parametric analysis techniques which 

will be used in order to decide, data (test scores) showed examined whether a normal distribution. For 

this purpose, descriptive statistics and normality test applied in the study belonging to the test of all the 

calculated measures of central tendency (mean, median, mode, kurtosis, skewness the number of times 

the data histogram, Kolmogrov-Smirnov and the Shapiro Wilks test and examination of the number of 

sampling is determined and the result of not having more than 30 decided to implement parametric test 

normal distribution of the data. Based on these results, whether there is a significant difference 

between the preliminary and final tests of the students dec analyzed by the dependent group t-test, 

which is one of the parametric analysis techniques; the results are presented in tables and text. The 

level of significance in the statistical analyses used in the study (p) .05 has been adopted.  

The data obtained from the interviews were analyzed through content analysis.  The main goal 

of content analysis is to reach concepts and relationships that can explain the collected data. For this 

purpose, it is necessary to conceptualize the collected data first, then organize them logically 

according to the concepts that have emerged and, accordingly, identify the themes explaining the data 

(Yıldırım & Şimşek, 2013, p.261). In this context, the data obtained were analyzed and divided into 

meaningful sections and a code list was created. Based on the list of codes created, themes have been 

found that can explain the data at a general level and collect codes under certain categories, the found 

codes and themes have been edited. Finally, the data were systematically described, tabulated, 

frequency and percentage calculations were made and interpreted according to the resulting codes and 

themes. 

Validity and reliability studies 

In order to ensure the validity and reliability of the research, the following studies were carried 

out: 

• Data; it was obtained by two different methods, such as achievement test and interview, and 

it was compared with each other to see whether they showed consistency or not. 

• All interviews were recorded with a voice recorder to prevent data loss during the interviews. 

• The fact that the research was carried out in a long time is an important factor for the quality 

of the research, and it took a total of 6 weeks in this study, together with the preparatory work called 

the introductory activity. Thus, a long-term interaction including the pre-application was tried to be 

ensured. 

• Three researchers took part in the study and the activities were carried out by the second 

researcher. While other researchers took part in the course as observers, they also made evaluations 

about the process and gave feedback to the researcher. These interviews made it possible for the 

researcher conducting the activities to constantly question and control himself and the process 

critically, and enabled the researcher to confirm whether his interpretations of the events or 

phenomena he thought he was observing reflected the truth. In addition, the researcher who carried out 

the activities reviewed the action plan in line with the decisions taken in the interviews and made 

changes where necessary and reflected these changes in their practices. 

• Care was taken to be objective in the description and interpretation of the data, direct 

quotations were made from the views of the participants in the interpretation of the data, and the 

opinions of the other researcher were consulted at all stages of the research. 
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• In order to ensure transferability in the research, the sample of the research, the materials and 

the environment in which the study was carried out were tried to be defined in detail at a level that 

could be visualized in the eyes of the reader and compared with different samples. 

• Evidence on how the research results were reached and the inferences made are presented in 

a clear and detailed way that other people can understand the process. 

• After the process was completed within the scope of the research, the coding process was 

carried out three times at different time intervals in order to ensure the reliability (0,80) of the analysis 

results for the interviews. It was also presented for expert opinion. 

The Course Implementation Process and Sample Activity 

Before the main application, a presentation containing examples not related to chemistry was 

made by the researchers in order to make the students ready for this process by providing them with 

information about what argumentation is and what are the components of a quality argument, how an 

argumentation-oriented course is handled, and in general about the process. In addition to the course, 

various activities related to argumentation were carried out in this presentation, which was prepared 

with the Prezi program and lasted for a total of 2 hours, and it was aimed that students would gain 

awareness about the concepts of questions, claims, data and explanations and distinguish these 

concepts from each other. In addition, it is aimed that students can understand the general discussion 

style of small groups with these activities. During the preparatory work, the students made various 

claims, made statements based on the data and claims, and specified the delimiters expressing how and 

under what conditions their claims were invalid. There have also been refutations where there have 

been opposing discussions. After this preparatory work under the name of introductory activity, 

students were told about the issues that they should pay attention to in this process.  

Before starting the application, the class was divided by the researcher into a total of 7 small 

groups, two for 4 people and five for 5 people. When assigning students to groups, attention was paid 

to the fact that the groups were heterogeneous in terms of success. Each group is set up in such a way 

that it is homogeneous with other groups that are heterogeneous in themselves. When groups were 

created, each group was asked to define a Science-related name for themselves. The name 

determination process was carried out after all the students' ideas were received in the groups, and 

after this process was completed, the groups were asked to appoint a spokesperson, writer and file 

inspector for them. After the course process was started, students were given certain periods of time by 

distributing the prepared activities in each course, and the students did what needed to be done in these 

activities themselves within the time given in groups. In addition, students are free to access any 

resources they can. Two researchers were involved in the study and activities were conducted by the 

second researcher. The researcher who conducted the activities walked around each group during the 

group activities and asked questions that would involve the students in the discussion process. 

Examples of such stimulating questions are: 

‘Why do you think so?, What are the data supporting the argument?, How do you know it's 

like this?, Can an argument be made against your opinion?, What are your proofs?’. 

The other researcher, while taking part in the course as an observer, also gave feedback to the 

researcher by making evaluations about the process. 

Sample Activity 

REACTIONS IN THE CAR 

In batteries that are the electrical energy storage of cars, electricity is generated by reacting 

and consuming a number of chemicals. If the same battery is charged, this process is reversed, and this 

time the initial chemicals are reproduced with the spent electrical energy. 
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In the combustion reaction that 

takes place in the cylinders of the same car 

engine, the fuel burns with oxygen, 

forming carbon dioxide and water vapor, 

which are the main combustion products. 

However, it has never been observed that these 

combustion products return and turn into fuel again.  

Do You Think There is a Difference Between the 

Reactions Dec Took Place at the Above Events? 

In these two cases, it is about the desired situation to 

be described; 

1. Think individually and make your own argument. 

2. Discuss your own arguments with your friends and create an argument as a group. 

3. Write the argument that you created as a group on the paper that is also provided to the 

group printer. 

Conceptual Change Text 

Is There a Difference Between One-Dec Reactions and Two-Way (Reversible Reactions) 

Reactions? 

In general, students think that there is no difference between one-way (irreversible) reactions 

dec two-way (reversible) reactions. This idea is not true. There is a difference between one-dec 

reactions and reversible reactions.  

In one-way (irreversible) reactions, all of the ingredients are converted into products. In other 

words, after the reaction has started, it goes in one direction so that it cannot return back and ends 

when one or all of the reagents are exhausted. Such reactions are irreversible. An example of this 

situation is the combustion reaction in the above-mentioned automobile cylinders. Examples of one-

way reactions are combustion of organic substances, precipitation, neutralization of acids and bases. 

One-way reactions are denoted by ”→". Theoretically, in no chemical event do reagents fully 

transform into products. This is due to the fact that as products are formed from reagents, the formed 

products also tend to form reagents again. In closed containers, the particles of the substances that 

initially react are transformed into a product by effective collisions, while over time, the amount of 

substance decreases and the rate of further reaction (→) slows down. Meanwhile, the particles of the 

formed products also -overcoming the activation energy barrier- collide among themselves and turn 

into starting substances, and this state, called the reaction (←), dec decelerates. That is, the reaction 

takes place both forward and backward. Such reactions are reversible reactions that can take place in 

two directions.  An example of this situation is the reaction that occurs in batteries that are the 

electrical energy storage of the above-mentioned cars. Examples of reversible reactions are melting 

and re-freezing of ice, rechargeable battery. Reversible reactions are denoted by ”↔ (bidirectional 

arrow)". 

Regarding the situation that is to be described in the Conceptual Change Text; 

1. Think individually and make your own argument. 

2. Discuss your own arguments with your friends and create an argument as a group. 

3. Write the argument that you created as a group on the paper that is also provided to the 

group printer. 
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* Compare the argument you created after reading the text with the arguments you created 

first. 

* Is there a difference dec the first argument you create and the argument you create after 

reading the text? If there is a difference, please indicate what these differences are. 

FINDINGS 

In order to determine the effect of the applied activities on the pre-service teachers' 

achievements, the dependent group t-test was performed using the scores obtained from the 

preliminary and final CEAAT. The findings regarding the effect of activities on the academic 

achievements of pre-service teachers are presented in Table 2.  

Table 2 The t-test results of the pre-test and post-test average scores of the CEAAT 

CEAAT N 𝐗 S sd t p 

Pre- test 33 6,91 2,85 32 -7,66 ,000 

Post- test 33 12,00 3,35 32   

 

When Table 2 is examined, it is seen that the average academic achievement scores of pre-

service teachers before the course was processed (X= 6.91) increased with discussion-oriented 

activities and after the application (X=12.00). It was determined that this increase was significant in 

the academic achievements of teachers before the post-application service ( t(32)= -7.66, p.05).  

12 academic achievements of pre-service teachers for this increase in conceptual 

understanding, themes, categories, codes, frequencies and percentages of the values obtained from the 

analysis of the data the data obtained from the relevant findings of more in-depth semi-structured 

interviews with a review is given below. 

To measure conceptual understanding interviews with pre-service teachers in a closed 

container, the temperature and the volume equilibrium constant gas is added to the system, 

2CO₂(g)+786kj↔2CO(g)+O₂(g) CO2 , increasing the volume and temperature and the catalyst is 

added, the system will change the concentration of the substance that will go down, how, thoughts, 

questions, reasons, explanations are not affected by this and also thinking about your thoughts on this 

question the equilibrium constants of these events the particle size, and at that moment, the first 

moment of the final balance in the form of are drawn, and the balance was asked to support two 

separate. The drawings of pre-service teachers that support their thoughts and opinions on these 

questions are summarized in Tables 3, 4, 5 and 6, respectively. 

Table.3 Pre-service teachers' answers to the question about adding an item to the balanced 

system in the interview for conceptual understanding 

Thema Categories Codes Participants f 

The system shifts to the 

products direction 

shifts to the products direction shifts to the products direction T1-T11 11 

It Moves in a Direction that 

Will Reduce the Increased 

Concentration 

Slides in the opposite direction to 

the inserted 
T1 1 

It moves in the direction that will 

reduce the increased CO₂ 
T1-Ö6,T9-T11 9 

Its Concentration Increases 

The concentration of products 

increases 
T1-T11 11 

The concentration of CO₂ increases 

according to its initial state 
T1-T11 11 

Its Concentration Creases An amount of CO₂ is spent T1-T11 11 

Its Structure Is Changing CO₂ will want to spoil itself T8 1 

  



International Journal of Progressive Education, Volume 18 Number 6, 2022 

© 2022 INASED 

149 

The system shifts to the 

reactants direction 

Sliding to reactants Sliding to reactants T12 1 

Will Increase the Decreasing 

Concentration 

Moves In The Direction 

It moves in a direction that 

increases the decreasing CO₂ 
T12 1 

 

Physical Condition 
The product is not added T12 1 

Power is not supplied T12 1 

My Concentration Increases 
The concentration of products 

increases 
T12 1 

The Concentration Decreases The concentration of CO₂ decreases T12 1 

Concentration constant 

(Cc)  Does Not Change 

Cc Does Not Change Cc Does Not Change T1-T8,T10-T12 11 

It Only Affects The 

Temperature 

Changes the temperature 
T1,T2,T4-

Ö7,T10,T11 
8 

The temperature is constant T4-Ö7,T10-T12 7 

I don't know I don't know why T3 1 

Concentration constant 

(Cc) Is Affected 

Cc Is Affected Cc Is Affected T9 1 

Concentrations are changing 

The concentration of entrants is 

decreasing 
T9 1 

The concentration of products is 

increasing 
T9 1 

Cc is changing in direct 

proportion to the product 

Cc is directly proportional to the 

product 
T9 

1 

 

 

  Cc grows from the Product/reactant T9 1 

Drawing Correctly 

The Correct Explanation 

 

T1-T11 

11 

  Wrong Drawing 

Incorrect Explanation 

 

T12 

1 

 

The answers given to the pre-service teachers to the question about adding an item to the 

balanced  system in a closed container at a constant temperature of 2CO₂(g)+786kj↔2CO(g)+O₂(g), 

which is in equilibrium, are presented in Table 4. Examples of the answers given by the pre-service 

teachers to this question are presented below; “Balance shifts towards products”, “…the system will 

shift in the opposite direction we added”, “It moves in the direction of reducing the increasing CO₂”, 

“concentrations of products increase”, “Concentration of CO₂ will increase compared to its initial 

state”, “The concentration of CO₂ increases compared to its initial state, but as the system shifts to 

products, some of it decreases to form CO and O₂” 

Table 4 The Pre-service teachers' answers to the question about increasing the volume of the 

equilibrium system in the interview for conceptual understanding 

Thema Categories Codes Participants f 

The system shifts 

to the products 

direction 

Shifts to the products 

direction 
shifts to the products direction T1-Ö7,T10-T12 10 

It slides from the side with a 

small number of moles to the 

side with a lot 

His mole shifts from a small one to 

a large one 
T1-Ö7,T10-T12 10 

Its Concentration Increases 
The concentration of products 

increases 
T1-Ö7-T10-T12 10 

The Concentration 

Decreases 

The concentration of CO₂ 

decreases 
T1-Ö7,T10-T12 10 

Concentrations are reduced T4,T11 2 
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 Physical Condition 

The volume is increasing T1-T12 12 

The pressure is decreasing T1-T12 12 

It becomes easier to decompose T1,T12 2 

Their movement becomes easier T5 1 

Its area is expanding T8,T12 2 

The system shifts 

to the reactants 

direction 

shifts to the reactants 

direction 
Sliding to reactants T8,T9 2 

It slides from the side with a 

large number of moles to the 

side with a small number 

His mole shifts from a lot to a little T8,T9 2 

Its Concentration Creases 
The concentration of CO₂ 

increases 
T8,T9 2 

 Its Concentration Increases 
The concentration of products 

decreases 
T8,T9 2 

Concentration 

constant (Cc) 

Does Not Change 

Cc Does Not Change Cc Does Not Change T1-Ö7,T10-T12 10 

It Only Affects The 

Temperature 

Changes the temperature T1-Ö7,T10-T12 10 

The temperature is constant T4-Ö7,T10-T12 7 

Cc Varies 

Cc Is Affected 
The equilibrium constant is 

affected by 
T8,T9 2 

Concentrations Are 

Changing 

The concentration of entrants is 

increasing 
T8,T9 2 

The concentration of products is 

decreasing 
T8,T9 2 

Cc Varies In Direct 

Proportion To The Product 

Cc is directly proportional to the 

product 
T8,T9 2 

Cc decreases from the 

Product/reactant 
T8,T9 2 

Drawing Correctly 

The Correct 

Explanation 

 

T1-Ö7,T10-T12 10 

Wrong Drawing 

Incorrect 

Explanation 

 

T8,T9 2 

 

Looking at Table 4, 6 different themes were determined from the interviews with pre-service 

teachers, including system products related to the question, system inputs, Cc does not change, Cc 

changes, correct drawing-correct explanation and incorrect drawing-incorrect explanation. Examples 

of the answers given by the pre-service teachers to this question are presented below; “…the system 

will shift towards products”, “…the system shifts from the side with less moles to the side with more 

moles”, “The concentration of the products will increase as it shifts to the products”, “Concentration 

of the incoming (CO₂) decreases again”, “Volume is increasing”, “Equilibrium constant is not 

affected” 

The answers given to the pre-service teachers to the question about the state in which the 

temperature of this system is increased by 2CO₂(g)+786kj↔2CO(g)+O₂(g), which is in equilibrium in 

a closed fixed-volume container, are presented in Table 5.  
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Table 5 Pre-service teachers' answers to the question about increasing the temperature of the 

equilibrium system in the interview for conceptual understanding 

Thema Categories Codes Participants f 

The System 

Shifts to the 

Products 

Direction 

Shifts to the Products 

Direction 
Shifts to the Products Direction T1-T12 12 

It moves in the direction that 

will reduce the increased 

temperature 

It moves in a direction that reduces 

the effect 
T2,T3,T5,T6,T11,T12 6 

Its Concentration Increases 
The concentration of products 

increases 
T1-T12 12 

Its Concentration Decreases 
The concentration of CO₂ 

decreases 
T1-T12 12 

Endothermic Reaction 
Endothermic T1-T11 11 

Heat inputters T3,T4,T6,T10 4 

Its Structure Is Changing 

Its structure is deteriorating T8 1 

The energy of CO₂ is increasing T1,T2,T4,T5,T11,T12 6 

They collide more often T1 1 

More products are formed T1,T8,T11,T12 4 

Cc Varies 

Cc Is Affected Cc Is Affected T1-T12 12 

It Only Affects The 

Temperature 

Changes the temperature T1,T5,T6,T11 4 

The temperature is changing T2,T4,T5,T7 4 

Concentrations Are 

Changing 

The concentration of entrants is 

decreasing 
T3,T6-T12 8 

The concentration of products is 

increasing 
T3,T6-T12 8 

Cc Is Directly Proportional 

To The Product 

Cc is directly proportional to the 

product 
T1,T4,T5,T9,T10 5 

Cc grows from the Product/Entrant T1-T12 12 

Drawing 

Correctly  

The Correct 

Explanation 

 

T1-T12 12 

Note: Frequencies are more than 100% of the total due to one student giving more than one opinion). 

 

Looking at Table 5, 3 different themes were identified from the interviews with pre-service 

teachers, including the system related to the question shifts in the direction of products, Cc changes, 

and the correct drawing-the correct explanation. Examples of the answers given by the pre-service 

teachers to this question are presented below; “system shifts to products”, “if I increase the 

temperature the system will shift to the products to reduce the increased temperature”, “concentrations 

of products will increase”, “The concentration of CO₂ will decrease”, “An endothermic reaction", 

“…they fought more”, “Equilibrium constant being affected” 

The answers given by pre-service teachers to the question of whether there will be a change in 

equilibrium when a catalyst is added to a system that is in equilibrium at a constant temperature and 

volume in a closed container are presented in Table 6.   
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Table 6 Pre-service teachers' answers to the question about adding a catalyst to the equilibrium 

system in the interview for conceptual understanding 

Thema Categories Codes Participants f 

The 

Catalyst 

Does Not 

Affect 

Systems 

that Have 

Reached 

Equilibrium 

It Does Not Change the 

Balance 

It's already in the balance T2,T5,T9,T12 4 

Does not affect the equilibrium system T1-T12 12 

The Effect of Catalyst 

Shortens the time to reach equilibrium T1-T12 12 

Reduces activation energy T1,T2 2 

Allows systems that have not reached equilibrium 

to work faster or slower 
T10 1 

Drawing 

Correctly 

The Correct 

Explanation 

 

T1-T12 12 

 

Looking at Table 6, 2 different themes were identified from the interviews with prospective 

teachers: the catalyst related to the question does not affect the systems that have reached equilibrium, 

and the correct drawing-the correct explanation. Examples of the answers given by the pre-service 

teachers to this question are presented below; “This system is already in balance”, “It does not affect 

this system that is in balance”, “Reduces activation energy”, “makes unbalanced systems run faster or 

slower”, “If I add a catalyst, nothing happens because the catalyst doesn't affect the equilibrium, it just 

makes the unbalanced systems run faster or slower. It will be the same again”. 

In interviews with prospective teachers, finally, they were asked what their thoughts were in 

general regarding the argumentation-oriented processing of the course. The opinions of pre-service 

teachers about this question are summarized in Table 7.  

Table 7 Pre-service teachers' thoughts on the argumentation-oriented course process 

Thema Categories Codes Participants 

Feelings at the First Meeting 

We saw for the first time T4,T10 2 

It was unorthodox T2,T3 2 

At first I was against it T2,T3,T7,T10 4 

I was bored at first T10 1 

It sounded ridiculous T7,T10 2 

I was saying it wouldn't turn out like 

this on the exam 
T7 1 

Feelings After the End of the 

Application 

Then I liked T2-T4,T7,T10 12 

I got used to it later T5 1 

A good method T1,T2,T6,T9,T10 5 

It should also be applied in other 

courses 
T7,T10 2 

I will also apply T6 1 

It was effective T2,T5,T7,T8 4 

Negative thoughts 

Shortage of time(Prolongation of the 

lesson) 
T1,T2,T4,T9 4 

Number of students T1 1 

Having a lot of sound T3,T11,T12 3 

Presentation of the group spokespersons T5 1 

Events where we all share the same idea T6 1 
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Positive thoughts 

There's nothing I don't like about it T7,T8,T10 3 

Group discussion 
T5,T8-T10,T12 

T1,T2,T6,T9,T11 
10 

It provides more permanent learning T2-T4,T6,T7,T10 6 

Learning by living by doing T4, T2,T5,T11 4 

Exchanging information T5,T9,T12 3 

To interact with each other T5,T10 2 

Not memorizing T4,T5 2 

Not accepting information directly T2,T4,T5 3 

Passing information through mental 

processes 
T2, T4,T11, T5 4 

Not teacher-oriented T2,T4, 3 

Use of justifications T1 1 

To see the truth more concretely with 

refutators 
T1 1 

Learning using the structure of data, 

claims,explanations (arguments) 
T1,T2,T4,T6,T9,T11 6 

Be excited T6 1 

Presenting the arguments of the groups 

to each other 
T12 1 

Integrating argumentation with 

materials 
T10 1 

The suitability of the materials for 

multiple intelligences 
T1,T6,T7,T10 4 

 

Looking at Table 7, it can be seen that 4 different themes were identified from the interviews 

with prospective teachers, namely the feelings at the first encounter on this question, the feelings after 

the application was completed, the aspects that they did not like, the aspects that they liked. Examples 

of the answers given by the pre-service teachers to this question are presented below; “I saw such a 

method for the first time”, “It even became such that we started arguing in other classes, we got so 

used to it”, “The argumentation method should be used at least in some courses”, “If I become a 

teacher in the future, I will try these too”,  “There was the group spokesman incident, we were going 

to the blackboard, we were talking about it, sometimes I didn't like it as a waste of time”, "The parts I 

didn't like were like this, in some events, we all had almost the same opinion", “What I liked was the 

group discussion with my friends”, “it made it more memorable”, “Argumentation method versus 

rote”, “Not teacher oriented”. 

DISCUSSION AND CONCLUSION 

Argumentation focused on the guidance materials developed to the effects on academic 

achievement of pre-service teachers about their thoughts on the balance of chemical and process 

CEAAT conducted in order to determine the pre-test and post-Test average scores of the T-test results 

are examined, the pre-test, the difference between the average scores were determined to be significant 

(Table 2, p.05). In accordance with this finding, it can be said that the teaching carried out with 

argumentation-oriented activities significantly increased the academic achievements of pre-service 

teachers on Chemical Equilibrium. Argumentation-oriented learning environments students generating 

questions about the topic, and actively participate in class activities is keen to answer these questions 

in their minds on issues of pre-formed models questioning, defense support of his friends to refute his 

own model, or models, using reason and evidence, and thinking more in depth on the concepts 

accordingly provides the possibility to examine issues (Aslan, 2010; Okumuş, 2012). In this process, 

students contribute to each other's learning, question and evaluate their own and other friends' ideas 

(Arlı, 2014; Burke & Greenbowe, 2006; Driver et al., 2000; Hand et al., 2004). Students to be in 

constant interaction with their peers of the claims within the interaction, establish, strengthen, or to 

give up their claims, demolish, to realize many of the limitations by allowing new ideas to emerge 

(Cevher, 2015) provides the concepts in a meaningful way at the level of students ' knowledge 

structures configurations (Çelik & Kılıç, 2007). The findings obtained from the interview conducted 

with pre-service teachers for conceptual understanding also support these explanations. Because in the 
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interview conducted, the vast majority of pre-service teachers answered the questions asked correctly, 

supporting and explaining their answers with the drawings they made correctly. When many studies in 

the literature were examined, it was determined that students who usually tend to explain events at the 

macroscopic level could not fully relate the micro dimension to the macro dimension and had various 

problems understanding the micro dimension (Adadan, 2014; Adadan et al., 2010;  Franco & Taber, 

2009; Hansen, 2014; Karacöp & Doymuş, 2012; Okumuş et al., 2014; Raviolo, 2001; Stavridou & 

Solomonidou, 1998; Tsai et al., 2011; Yavuz Korkmaz, 2019). It is believed that the activities 

prepared in this context are effective for Pre-service teachers to associate the macro dimension with 

the micro dimension and to learn an abstract concept such as chemical equilibrium, thus increasing 

their academic success. As a result of the study, this finding is also compatible with the literature data 

obtained from the results of studies on chemistry subjects at different levels of education where the 

argumentation method is applied (Aslan, 2010; Arli, 2014; Choi, et al., 2010;  Demirel, 2014; Deveci, 

2009; Gümrah, 2013; Koçak, 2014; Nam, Choi & Hand, 2011; Okumuş, 2012; Osborne et al., 2004; 

Özer, 2009; Özkara, 2011; Tekeli, 2009; Untereiner, 2013; Şahin-Kalyon & Taşar, 2020; Yavuz 

Korkmaz, 2019).  Again, in a similar manner, outside of argumentation in the literature of chemistry 

topics-driven instruction found in many studies that investigated the relationship between student 

achievement (Aktamıs & Hiğde, 2015; Altun, 2010; Balcı, 2015; Ceylan, 2012; Çaycı, 2019; 

Demirbağ, 2011; Demircioğlu, 2011; Domaç, 2011; Erdoğan, 2010; Jusniar et al., 2021; Kabataş 

Memiş, 2011; Uluay, 2012; Walker & Sampson, 2013;  Yalçınkaya, 2018; Zohar & Nemet, 2002).  

Within the scope of the research, semi-structured interviews were conducted with 12 after the 

application. Interviews include pre-service teachers' conceptual understanding of the subject and their 

views on the argumentation process. The purpose of the semi-structured interview with students aimed 

at conceptual understanding is to try to learn about the effectiveness of activities and get students' 

opinions about the effectiveness of the method and activities. 

In the first question of the semi-structured interview for conceptual understanding, all pre-

service teachers except one teacher candidate said that the system will shift to the products direction 

with the addition of CO₂, the concentration of products will increase, the concentration of CO₂ will 

increase according to the initial state, but some of it will be spent and will not be affected by the 

change in the concentration of Cc, and they supported their thoughts by making correct drawings. It is 

believed that the activities called “Live Witnesses (Role Playing)” and “Concentration Effect” are 

effective for almost all of the pre-service teachers to make the right drawings by answering this 

question correctly. Because with these activities, it is aimed that students learn the Le Chatelier 

principle and how the change in concentration affects the balance. In this context, in the Live 

Witnesses event implemented with the role-playing strategy, students entered into discussions by 

portraying Le Chatelier and tried to explain this principle by creating arguments. The fact that the 

students were fully active while the event was being held motivated them. With the participation of 

each group member in this event, the students saw the thoughts of their other friends. This situation 

also allowed students to evaluate different points of view. Based on all this, it is believed that the Live 

Witnesses event allows students to learn the principle of Le Chatelier. In the Concentration Effect 

event prepared based on the TGA strategy, students; done digestion, digestion at the end of their 

discussions, their arguments, and created drawings that support their arguments, the argument is 

checked with the accuracy of the experiment, at the end of the experiment re-created drawings and 

illustrations they created the first argument and the arguments by comparing the predictions with 

observations by checking whether there is a difference between some have made statements. In 

accordance with all this, it is believed that the efficiency of the concentration effect allows you to find 

out how the change in concentration affects the balance. 

The second question in the interviews was answered by all the pre-service teachers except the 

two pre-service teachers, saying that the system will shift to the direction of products as the volume 

increases, the concentration of entrants will decrease as the concentration of products increases, and 

Cc will not be affected by the volume change, they supported their thoughts by making correct 

drawings. It can be said that the group discussions at the “Fatih's Problem (Listening Triads)” events 

with the “Pressure Effect” were effective for the majority of pre-service teachers to answer this 
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question correctly. Because with these activities, it has been tried to enable students to learn how the 

pressure-volume change affects the balance. The effect of pressure in the event the Frequently Asked 

Questions related to cartoons, which are presented with one of the arguments is wrong and why the 

correct of which were asked to make drawings that supports this idea by explaining that the students, 

making them the multifaceted debate, opposing arguments, to create first created the opportunity to 

compare their arguments with the arguments that they created after discovering the issue, and students 

to be in constant interaction with each other and actively participate in the implementation of learning 

can be ensured. However, it is thought that the argumentation activity called Fatih's Problem, which is 

applied with the listening trio strategy to evaluate the students' understanding of how the pressure-

volume change affects the balance, also gives all students the opportunity to express their opinion, 

students with different ideas try to prove their own ideas to other students with group-class 

discussions, this concept is internalized. 

All pre-service teachers supported the third question of the semi-structured interview for 

conceptual understanding by making correct drawings by saying that the system will shift in the 

direction of products as the temperature increases, the concentration of inputs will decrease as the 

concentration of products increases, and Cc will grow by being affected by temperature change. The 

activity called ”Temperature Effect (Prediction-Observation-Explanation, POE-Structuring an 

Argument)" is considered to be effective in ensuring that all of the pre-service teachers interviewed 

answered this question correctly. In the Temperature Effect event prepared with TGA and argument 

configuration strategies, students made their drawings by configuring the prediction arguments with 

ready-made claims and evidence cards and checked the arguments and drawings they created after the 

experiment they conducted and the video they watched. It is believed that doing all this allows 

students who are constantly in a discussion to learn the effect of temperature change on balance by 

increasing communication and interaction between them, stating the reasons, evidence, justifications 

and refutations of the claims they put forward dec In addition, the fact that the claim and evidence 

cards were given ready, and the students chose the one that suits their thoughts from among them, 

allowed them to enjoy this activity the most. 

All of the pre-service teachers related to the fourth question supported their thoughts with the 

correct drawings they made, saying that there would be no change with the addition of a catalyst to the 

balanced system. It can be said that the “Competing Charts” activity is effective in ensuring that all of 

the pre-service teachers interviewed answer this question correctly. Because with this activity, it is 

aimed to enable students to learn that adding a catalyst to the equilibrium system will not affect the 

equilibrium. During the Dec Graphs event, students were asked to defend the claim/claims they 

supported among the claims given about the question asked. It is believed that the fact that students 

who are in the position of defending their claims have to use evidence to argue any claim contributes 

to students learning about the catalyst effect. 

According to these findings obtained in the interview for conceptual understanding, it can be 

said that pre-service teachers with argumentation-oriented activities perform effective learning by 

making claims and providing justifications, data and refutations that support these claims, and this is 

effective in understanding the concepts. This achievement also in conceptual understanding pre-

service teachers focused on the teaching of argumentation is used as course material in logical 

thinking process when he answers questions in the event that they use, intensive in-group interaction, 

consensus decisions, and activities that supports their claims of the reason they left faced with the 

situation of writing can be connected. In her study Yalçın Çelik (2010), he aimed to determine the 

difference between the change in the conceptual understanding of students compared to the traditional 

teaching approach by applying argumentation-based teaching in the teaching of the “Gases” unit in the 

classroom. As a result of his study, he found that the conceptual understanding of the experimental 

group students was significantly different from the control group students.  

Within the scope of the study, the course was covered with argumentation-oriented activities 

for five weeks. At the beginning of the application, this model was introduced to prospective teachers, 

examples of the model were given and sample applications were made to students and brief 
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information was given about how to process the lessons. However, pre-service teachers in interviews 

about the process for the first time with such activities committed in creating lesson in argument and 

counter argument due to microscopic size to understand the events said they would have any difficulty 

in understanding then, they expressed these difficulties. Although it is thought that pre-service 

teachers are forced to face both the concept of the micro world, the argumentation method, and such 

activities for the first time and are timid at first, it is considered that such a situation of strain is 

normal. Similarly, in an interview with Okumuş (2012), it was found that students had difficulty 

finding a rationale to defend the claim, but they got more used to the model towards the end of the 

application and created arguments more comfortably. In the interview conducted by Çınar (2013), 

while a few of the students stated that they created arguments very comfortably, most of the students 

stated that they had difficulty creating arguments, they could not create the argument components at 

first or even confused them, but they could do it in subsequent activities. In this regard, this finding 

obtained from the interview is in harmony with the interview findings of the studies conducted by 

Okumuş (2012) and Çınar (2013).  

Argumentation includes thought exercises and gives students the opportunity to judge events, 

situations or facts by thinking deeply (Erduran et al., 2004). More importantly, science education 

usually proceeds with discussion, disagreement, and proving or refuting claims, rather than agreeing 

on the same ideas. In this way, students can better understand scientific knowledge (Aktamış & Hiğde, 

2015; Cavagnetto, 2010; Clark & Sampson, 2007; Çaycı, 2019; Gunel et al., 2012; Martin & Hand, 

2007; Nam et al., 2011; Şahin-Kalyon & Taşar, 2020; Niaz et al., 2002; Walker, 2011; Walker & 

Sampson, 2013). Deep thinking and practice are important for learning. But in order to ensure 

effective learning, it is not enough just to make the student think about the subject. In order to 

structure the thought correctly, it is important to put forward an opposing thought and refute this 

opposing thought with logical grounds and information from the point of view of effective learning. In 

this context, pre-service teachers were asked whether the opposite arguments created were useful for 

them and pre-service teachers were asked to explain their thoughts about the opposite argument. 

Learning more permanent, fix yourself, I see it the wrong way, to better understand the claims and 

defend, debate, thought to prove the accuracy of the other side, deeper thinking, better remember to 

give the opposition the chance to see the shortcomings and complete to teach the emergence of new 

ideas, like the exchange of ideas is not a single idea and to show that, for different reasons, the 

arguments themselves are said to be beneficial for all pre-service teachers opposing Table 7).  

Finally, Pre-service teachers were asked if this argumentation-oriented course was different 

from the previous courses they had seen, if it was different, in which aspects it was different, if they 

wanted other courses to be processed as argumentation-oriented, which courses they wanted to be 

processed in which subjects if they wanted to be processed. Pre-service teachers note that this course 

increases interest in the lesson due to the use of activities, traditional teaching, not boring, attention-

grabbing; they stated that it is different from other courses in that the student is active, the teacher is in 

the role of a guide, there is group work, there is learning by understanding logic, there is no 

memorization, it is effective because it reveals the spirit of the researcher, and there is an exchange of 

ideas due to constant communication and the exchange of ideas. Pre-service teachers who said that 

they wanted this method to be used in other courses expressed that they wanted it to be used in 

Physics, Chemistry, Biology and Educational Psychology courses. Pre-service teachers have stated 

that they especially want Physics and Chemistry courses to be applied in verbal subjects. In this 

application, the courses have been processed with activities focused on argumentation. The activities 

and methods used for pre-service teachers may have sounded different and made the pre-service 

teachers' learning more permanent. However, the implementation of different activities has enabled 

students to learn permanently and effectively by keeping their attention alive (Okumuş 2012). The 

activities used have also saved the classroom environment from boredom. 

Recommendations 

The study was conducted on the topic of Chemical Equilibrium, which is a subject of 

Chemistry. According to findings, prepared argumentation focused activities, chemical equilibrium 
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and chemical equilibrium was effective for learning of pre-service teachers and students of the micro 

world, considering that in accordance with the wishes of the subjects of Chemistry, Biology and 

physics in a similar study can be done with other topics. 

In chemistry courses, which are full of abstract concepts, it is necessary to embody the topics 

as much as possible. The concepts of chemistry will be learned to the extent that the macroscopic, 

microscopic and symbolic level are correctly correlated with each other. In this regard, in order to 

ensure the relationship between these three dimensions, the events that occur in the micro-world 

should be fully and decisively learned by students. For this purpose, different materials can be 

developed that are argumentation-oriented, contain animations and models based on events that occur 

in the micro-world.  

The study was carried out within the scope of action research. Within the scope of the method, 

it is possible for the practitioner to observe the process much more closely, to examine the problems 

that arise on the spot, to produce solutions for the healthy progress of the process and to evaluate the 

process. Therefore, it may be effective to use the action research method in activities and material 

development studies especially for science subjects that are difficult to understand. 
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Appendices 1 

Interview questions  

1. When CO₂ gas is added to this system (2CO₂(g)+786kj↔2CO(g)+O₂(g)), which is in equilibrium at a constant 

temperature and volume in a closed container; 

a) In which direction does the system shift? Why? 

b) How do the concentrations of the substances change? Why? 

c) Is the equilibrium constant affected? Why? 

Based on these answers you gave, think about this event with the particle size and explain your thoughts about this 

question by making two separate drawings as the first equilibrium moment and the last equilibrium moment. 

2. When the volume of this system, which is in equilibrium at constant temperature in a closed vessel, is increased; 

a) In which direction does the system shift? Why? 

b) How do the concentrations of the substances change? Why? 

c) Is the equilibrium constant affected? Why? 

Based on these answers you gave, think about this event with the particle size and explain your thoughts about this 

question by making two separate drawings as the first equilibrium moment and the last equilibrium moment. 

3. When the temperature of this system, which is in equilibrium in a closed fixed volume container, is increased; 

a) In which direction does the system shift? Why? 

b) How do the concentrations of the substances change? Why? 

c) Is the equilibrium constant affected? Why? 

Based on these answers you gave, think about this event with the particle size and explain your thoughts about this 

question by making two separate drawings as the first equilibrium moment and the last equilibrium moment. 

4. When a catalyst is added to this system, which is in equilibrium at a constant temperature and volume in a closed 

vessel: 

a) In which direction does the system shift? Why? 

b) How do the concentrations of the substances change? Why? 

c) Is the equilibrium constant affected? Why? 

Based on these answers you gave, think about this event with the particle size and explain your thoughts about this 

question by making two separate drawings as the first equilibrium moment and the last equilibrium moment. 

 

5. What are your general opinions about the process applied? (the parts you have difficulty with, the ones you like, 

etc.) 
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Abstract 

It is known that students with Specific Learning Disability (SLD) are noticed because of the 

difficulties they experience in academic lessons, especially in primary school years. Especially the 

difficulties they experience in reading, spelling mistakes, problems in arithmetic skills, attention 

problems, inability in taking responsibility and communication skills attract attention. The scale, 

which was developed in Turkey in order to identify students suspected of having SLD during the 

primary school years and between the ages of 8-11, by their teachers, is a five-points Likert type, 7-

factors and 39-items measurement tool. The study was carried out with teachers working with students 

with Special Learning Disability in Ministry of Education and Special Education and Rehabilitation 

Centers in the 2019-2020 academic year. A total of 401 classroom teachers and special education 

teachers from Adana, Ankara, Antalya, Bursa, Çorum, Erzurum, Gaziantep, Isparta, İzmir, İstanbul, 

Kayseri, Konya, Sivas and Trabzon provinces participated in the study. In data analysis, Exploratory 

Factor Analysis and Confirmatory Factor Analysis were performed and a seven-factors structure was 

found. It was determined that seven-factors explained 73,224% of the total variance. The factors were 

as follows:  writing process, communication skills, literacy skill, taking responsibility, attention skills, 

arithmetic skills and skill of recognition the numbers. The Cronbach Alpha coefficient of the scale was 

0.963 and the RMSEA value was 0,063. 
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INTRODUCTION 

It is known that Specific Learning Disability (SLD) affects negatively one or more field like 

reading, writing, maths, speaking, listening and reasoning (Jena, 2013; Silver, Ruff, Iverson, Barth, 

Broshek, Bush, Koffler & Reynolds, 2008).  On the other hand, it is seen that children with SLD are 

generally diagnosed in primary school years in the aged 8-10. In the process of diagnosing of these 

children, their academic failures draw attention when compared to their peers. The basis of the 

problems they experience in the academic achievement is the difficulties related to mostly reading 

skills, writing and maths skills (Mather & Gregg, 2006; Willcutt, McGrath, Pennington, Keenan, 

DeFries, Olson & Wadsworth, 2019). According to Gunay Aksoy (2019), recognition of SLD 

generally emerges with the difficulties they experience in reading, writing and maths when they start 

primary school. But SLD can also be recognized with the difficulties in the fields of attention, motor 

development and language development in preschool period. The right evaluation of these signs that 

seen in children by families, teachers and experts is important for appropriate diagnosis and initiation 

of treatment.  

The USA individuals with Disabilities Education Act (IDEA, 1997) defines SLD individuals  

as a disability that shows itself in one or more of the skills that include reading, writing, speaking, 

listening, thinking or mathematical processing, using and understanding written or spoken language. 

According to IDEA, the definition of SLD includes some conditions such as developmental aphasia 

and dyslexia, minor brain dysfunctions, brain injuries and perceptual disorders. But this definition 

doesn’t include hearing, vision, mental and physical disabilities and the learning problems caused by 

environmental and economic disabilities in individuals. Also, the results of the intelligence tests that 

applied to students with SLD are usually within or above normal limits. As a result, the fact that 

students with SLD don’t have any apparent disability and their academic achievements is low, 

although their intelligence levels are within normal limits draws the attention of parents and teachers.  

SLD is divided into three categories as mild, moderate and severe according to the level of 

learning disability experienced in ‘Diagnostic and Statistical Manual of Mental Disorders’ (DSM-V, 

2013) (Cakıroglu, 2019: 10). Students with severe SLD experience serious learning disability in a lot 

of fields such as reading, writing and maths, and they need intense support for education. Students 

with moderate SLD can experience learning disability in one or more than one field. But with support 

education that given to these students, who are in moderate, serious improvements can be made in the 

field that they experience problems. Students with mild SLD, generally experience learning disability 

in one or two fields. With the support education that given to these students, who are in mild, their 

learning difficulties can be overcome.  

Students with SLD in educational settings are attracting more attention by educators and 

researchers every day. Because although these students do not have any mental, physical or other 

sensory deficiencies, their failures in basic academic skills such as literacy and mathematics are 

challenging. In addition, it is considered important that the reason why these students' failures and 

whether they have SLD can be determined quickly with screening scales. It is known that the 

immediate identification of students with SLD during primary school years is also beneficial in terms 

of preparing the individual education program required for the student and providing support special 

education services. Screening scales are also needed to identify these students and to identify the fields 

where they experience difficulties. In this context, it is anticipated that this study, which is considered 

to be important, will contribute to the studies conducted to identify students with SLD and to future 

research. There are various studies conducted in the world to identify students with SLD in different 

age ranges. When the studies conducted in the literature to identify students with SLD are examined; 

the sample of the Specific Learning Disability Checklist (SLDC) developed by Oguzhan (2017) 

consists of a total 463 students, 227 girls and 236 boys, between the ages of 6-12. SLDC has prepared 

as child, parent and teacher forms. There are items about reading, writing, maths, attention and 

learning abilities in the checklist. The Visual Aural Digit Span Test/ VADST scanning tool was 

developed by Koppitz (1977). The test which purpose to evaluate the symptoms of specific learning 

disability, is based on measuring the verbal and written responses of students between the ages of 5-12 



International Journal of Progressive Education, Volume 18 Number 6, 2022 

© 2022 INASED 

168 

with auditory and visual presentations. Indigenous Scale for Assessment of Learning Disabilities 

developed by Zahra, Jamil & Khalid (2014), is developed for the students who have learning 

difficulties at the age of 6-12. There are 99 items in the scale and consist of cognitive features, 

language, listening skill, reading, writing and numerical ability. 

The Early Learning Observation & Rating Scale (ELORS) was developed by Coleman, West 

& Gillis (2010). With the Early Learning Observation & Rating scale (ELORS), it is aimed that 

families and teachers pay attention to the features that may be the early signs of learning disability and 

gather information about little children. This tool includes gathering information on the fields of 

perceptual and motor skills, self-management, social and emotional skills, early mathematics, early 

literacy and receptive and expressive language. The Dyslexia Early Screening Test developed by 

Fawcett & Nicolson (1995) is designed to be applied by teachers and healthcare professionals and it 

longs approximately 30 minutes applying to a child. The test consist of 11 basic subtests and some 

areas that includes various function tasks like motor skills, phonological skills and speed are 

evaluated.  

There are a total 52 items in Okur’s scale (2019), who developed the Early Signs of Learning 

Disability Screening Scale (ESLDSS) to identify children aged 4-6 who may have learning difficulties 

at early ages. The scale consist of 4 subscales (language development and communication, cognitive 

skills, psychomotor skills and social-emotional skills). The Learning Disabilities Diagnostic Inventory 

(LDDI) rating scale is developed by Hammil & Byrant (1998) to help the experts who work in this 

field to diagnose the students with learning difficulties who are at the age of 0-8 and 11-17. The scale 

consists of 6 independent scales as Listening, Speaking, Reading, Writing, Mathematics and 

Reasoning. Every scale includes 15 items which is easy to rate. Screening for Chineese Children with 

Dyslexia screening test developed by Chan, Ho, Tsang, Lee & Chung (2014) aims to screen the 

students with dyslexia in grades 1 through 6. In this scale, there are 65 items for reading, writing, 

mathematics, language, dictation, concentration, memory, sequential ability, spatial orientation and 

general performance. 

It is seen that the scale development studies that conducted in the literature are mostly 

developed for wide ranging age groups. Besides, it is seen that these developed scales don’t only target 

students who are educated at a certain grade. Unlike other scale studies that conducted in the field, this 

study was developed to identify only primary school students aged 8-11. It is thought that the scale 

developed in the study is important in terms of detecting the presence of SLD only in primary school 

students and in 8-11 range age, unlike other scales, therefore it will make great contributions to the 

field. And the other importance of the study is that; with this scale, it allows teachers to evaluate their 

students in the 8-11 age group attending primary school in a practical way in terms of SLD.  

Early diagnosis and treatment for students with SLD are important. Therefore, it is obvious 

that the development of measurement tools to identify students with SLD will make valuable 

contributions to the field. In the current study, it is aimed to develop a screening scale to determine 

students with Specific Learning Disability who attending primary school in the range of 8-11 years of 

age. 

METHOD 

Research Model 

This study is a scale development research. According to Erkus (2012; 2019:15), scales are 

tools used in measurement processes. The functional definition of the variable that is intended to be 

measured is called scale development. The stages of the development process of ‘Special Learning 

Disability Screening Scale’ are given in the below. 
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Study Group 

Study group of the research, in Turkey consist of teachers working  with the students who 

have Special Learning Disability in the Ministry of National Education (MNE) and Special Education 

and Rehabilitation Centers in the 2019-2020 academic year. Teachers working with students with 

Special Learning Disability in MNE and Special Education and Rehabilitation Centers were reached 

with easily accessible sampling method. The teachers whose students with SLDwere between the ages 

of 8-11 and those who were in the 2nd, 3rd and 4th grades of primary school were included in the 

study, and the others were eliminated. Classroom teachers and special education teachers from Adana, 

Ankara, Antalya, Bursa, Çorum, Erzurum, Gaziantep, Isparta, İzmir, İstanbul, Kayseri, Konya, Sivas 

and Trabzon provinces participated in the study. Demographic information which is belong to the 

teachers involved in the scale development process is given in table 1.  

Table 1. Demographic information of the teachers. 

Variables  n % 

Gender 

 

Female  247 61,6 

Male  154 38,4 

Brach of teachers  

 

Special Education Teaching 144 35,9 

Classroom Teaching 257 64,1 

Total 401 100 

 

When the Table 1 is analysed, it is seen that 61.6% of the teachers participating in the study 

were female and 38.4% were male and of the teachers; 64,1% were classroom teachers and 35,9% 

were special education teachers. 

Demographic information about the students with special learning difficulties is given in 

Table 2. 

Table 2. Demographic information of the students with special learning difficulties 

Variables n % 

Gender  

 

Female 169 42,1 

Male 232 57,9 

Age  

 

8 79 19,7 

9 84 20,9 

10 105 26,2 

11 133 33,2 

Living place 

 

City Center 283 70,6 

Country Town 69 17,2 

Town 17 4,2 

Village 32 8,0 

Grades  

 

2 92 22,9 

3 101 25,2 

4 208 51,9 

Total 401 100 

 

When Table 2 is analysed, it is seen that 42,1% of the students with special learning disability 

whose lessons the participants conducted were female and 57,9% were men. Students’ age changed 

between 8 and 11. Students attend the 2nd, 3rd and 4th grades od primary school. Of the students; 

70,6% lived in city center, 17,2% lived in country town, 4,2% lived in town and 8% of students lived 

in village. 

Scale Development Process Steps  

Devellis (2016) emphasizes that certain processes should be followed during scale 

development stages. Within the scope of the study, these scale development stages expressed by 

Devellis (2016), McMillan & Schumacher (2006) are followed. These can be explained below; 
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The Stage of Establishing the Theoretical Framework  

A literature review was conducted to determine the theoretical framework to identifying 

Special Learning Disabilities in the literature. Firstly, in this context, literature was analysed; 

definitions, features, determinations, diagnosing, scales made for scanning tools, journals, books and 

articles were analysed. At the end of literature review, the researcher created a 52-item trial scale. As a 

result of the literature review, the researcher determined that the students with SLD had problems in 

some fields such as writing, reading, communication, attention, recognition numeral, counting and 

problem solving skill. 

Item Pool Stage  

After the literature study and the trial scale created, to create an item pool; five teachers 

working in the field of special education were requested to write items for Special Learning Disability. 

Determined theoretical framework was used in the article writing process. By each special learning 

disability dimension was expressed to teachers, in this regard teachers were asked to write down which 

learning difficulties students might have (For example, what do you think the actions that can identify 

a student has a learning disability in reading and writing? Write many as much as you can).  These 5 

teachers wrote a total of 146 items in 7 dimensions to identify Special Learning Disability within the 

theoretical framework that given to them.  Then, the items that the teachers wrote were analysed, same 

expressions were combined and a total of 81 items were obtained. Finally, the researcher compared the 

items that he wrote and the ones that he got from the teachers and a total of 87 items were obtained. 

Content Validity Stage 

After the item pool stage, the scale that developed was presented to a total of 6 experts, 

including 3 lecturers working in special education and 3 teachers working in the field of special 

education. The experts analysed these 87 items, they gave correction suggestion for 5 items, they 

deleted 9 items and they suggested adding 1 new item. Finally, after the content validity process 79 

items were included in the scale.  

Pilot Implementation Stage  

After the content validity stage, 79 items expressed as a 5-point Likert (‘1-never’, ‘2-rarely’, 

‘3-occasionaly’, ‘4-usually’, ‘5- always’) were subjected to the pilot implementation process. Three 

teachers who have students with Special Learning Disability in their classrooms were requested to 

evaluate their students according to the scale. With the pilot study, it was aimed to test usability of the 

scale and to reveal possible problems to be faced. Teachers were asked to apply the developed scale 

and to make suggestions about the points where they had problems.. After the pilot implementation, 

some adjustments were made on the scale regarding the points that suggested by the teachers. 

Validity and Reliability Calculation Stage  

Before the validity and reliability calculations, normal distribution analyses of the data were 

made. In order to determine the normal distribution of the data that collected from 401 teachers, firstly 

Kurtosis and Skewness values were examined. The Kurtosis (0.499) and Skewness (0.612) values of 

the scale showed that the data were normally distributed (Pallant, 2007). In order to determine 

normality, the Kolmogorov Smirnov test was also applied to the data and the analysis showed that the 

data were normally distributed [D(401)=.745, p>.05]. For the data that determined to be normally 

distributed in the next step, Exploratory Factor Analysis was performed to determine the factor 

structure of the scale.  For the factor analysis process, both Exploratory and Confirmatory Factor 

Analysis were applied. Then, by looking at the item validity of each item in the scale, the item 

discrimination power of the items was determined. And finally, in order to determine that the 

developed scale is a reliable scale, the internal consistency coefficient (Cronbach Alpha) of the scale 

was calculated. 
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During the scale development process, while the data analysis was done with the SPSS 21.0 

(Statistical Package for the Social Sciences) statistical program, the AMOS 16.0 program was used for 

confirmatory factor analysis.  

RESULTS 

Results on the validity of the special learning disability screening scale 

In order to introduce the validity of the Identification of Learning Disability Scale, the 

construct and item validity were examined. While factor analysis was performed to reveal the 

construct validity, the item discrimination power of items was calculated for item validity. 

Construct validity of the scale for screening for special learning disabilities 

For the construct validity of the scale that was developed to determine the Special Learning 

Disability firstly the factor structure was confirmed with Exploratory Factor Analysis (EFA), then the 

validity of the construct was confirmed with Confirmatory Factor Analysis (CFA). In the first stage, 

Exploratory Factor Analysis, the suitability of the data set for factor analysis was determined. For that 

aim, certain conditions must be met. The Kaiser-Meyer-Olkin (KMO) value is some of the values that 

can be checked for factor analysis based on the number of items with the Barlett sphericity test. The 

Kaiser Meyer Olkin (KMO) value that was made with the data set was calculated as 0.951. Barlett’s 

Sphericity test results were also examined, which is the second statistic. Barlett’s Sphericity test, 

which was found to be significant, also showed that the data set [ 2(3081)=29665.099, p<.05] was 

suitable for factor analysis (Field, 2005; Tabachnick & Fidell, 1996). When analysed according to the 

sample size, there are suggestions to apply to 3 to 5 times the number of items or to collect data from 

more than 300 people (Field, 2005; Tabachnick & Fidell, 1996). Thus, it has been seen that factor 

analysis can be applied by collecting data from 401 people in the scale with 79 items, both to reach 

more than 300 participants and in order to meet conditions for collecting data from 3-5 times the 

number of items. While the analysis was performed with Principal Component Analysis, which is one 

of the factorization techniques, to determine the explanatory factors, rotation was also performed with 

Varimax Rotation to determine the clarity and significance of correlation between the factors. In 

determining the number of factors, the Eigen-value (eingen value) was taken as 1.0, the lower limit of 

the factor loading value of items was taken as 0.40, and the difference in the load value was taken as 

0.10 (Field, 2005; Tabachnick ve Fidell, 1996). After the first factor analysis made with 70 items, 12 

factors were determined. In the table 3, the factor structure of the scale and the variance values of each 

factor are given as a result of the first factor analysis process.  

Table 3. Variance values explained after the first factor analysis.  

Factors 
Variance Values That Explained After the First Rotation Process 

Eigen-value Variance (%) Cumulative Variance (%) 

1 30,164 38,182 38,182 

2 6,157 7,794 45,975 

3 3,885 4,918 50,893 

4 2,808 3,554 54,447 

5 2,463 3,117 57,565 

6 1,873 2,371 59,936 

7 1,622 2,053 61,989 

8 1,498 1,896 63,885 

9 1,399 1,771 65,656 

10 1,228 1,555 67,210 

11 1,144 1,448 68,658 

12 1,066 1,350 70,008 
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The factor analysis process that was seen in Table 3 was repeated four times with the Varimax 

Rotation process to capture statistical values for factor analysis. The reason of this is to identify the 

items that are not suitable for the factor structure and decrease the correlation value and by removing 

these items from the scale, the correlation between the factors in the scale structure is minimized. In 

this context, rotation process was done for the four times at the end 20 items was deleted from the 

scale. In the first rotation process 22 items (2,6,8,9,11,12,15,17,18,26,31,32,33,40, 

42,63,64,67,71,73,74,78), in the second rotation process 8 items (3,4,5,7,10,34,60,65), in the third 

rotation process 5 items (27,28,30,46,61) and in the fourth rotation process 5 items (45,48,58,59,62) 

were deleted. After the deleting item process, a seven-factor structure was determined in the scale..  

Table 4. Variance values that explained after the fourth rotation process. 

Factors 
Variance Values That Explained After the Rotation Process 

Eigenvalue Variance (%) Cumulative Variance (%) 

1 16,527 42,378 42,378 

2 3,461 8,874 51,252 

3 2,405 6,168 57,420 

4 2,013 5,160 62,580 

5 1,736 4,450 67,030 

6 1,299 3,331 70,361 

7 1,117 2,863 73,224 

 

While the Eigen-value of the first factor of the scale was calculated as 16,527; the variance 

was 42,378%. The Eigen-value and variance values for the other factors were 3.461 for the second 

factor, 8.874% for the explained variance, 2.405 for the third factor and 6.168% for the explained 

variance, 2.013 for the fourth factor and 5.160% for the explained variance, 1.736 for the fifth factor 

and the explained variance is 4.450%, the Eigen-value for the sixth factor is 1.299 and the variance 

explained  is 3.331% and finally the Eigen-value for the seventh factor is 1.117 and the variance 

explained is 2.863%. Finally, by examining the items on the ‘Special Learning Disability Screening 

Scale’, which is with 7 structures and has 39 items, factors on the scale was called as writing process 

skills (19,20,21, 22,23,24,25,31), communication skills (49,50,51,52,53,54,55,56), learning to read 

and write skills (1, 13,14,16,29,35), taking responsibility skills (66,68,69,70,72), attention skills 

(75,76,77,79), arithmetic skills (39,41,43,44,47) and recognizing numerals skills (36,37,38). The 

‘KMO and Bartlett’s Sphericity test results obtained after four rotations for the factor analysis process 

are given in table 5.  

Table 5. The ‘KMO and Barlett’s Sphericity’ Test results that obtained after the fourth rotation 

process. 

Measuring Kaiser-Meyer-Olkin Sample Adequecy 

 Chi-Square   

Degrees of Freedom (df)  

Bartlett's Test 

Significance Level  (Sig.)  

 

,941  

13897,840  

741  

,05  

 

Confirmatory factor analysis was performed on the data set with AMOS 16.0 program to 

confirm the construct validity and the results for determining the Specific Learning Disability (Figure 

1).  
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Figure 1. Confirmatory Factor Analysis Model 
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There are statics that were suggested to determine the suitability of confirmatory actor analysis 

of the scale (Arbuckle, 2009; Bowen & Guo, 2011; Hoyle, 2012). In order to determine the validity of 

the model that developed in line with these suggestions, Chi-square Goodness of Fit (χ2), Comparative 

Fit Index (CFI), Root Mean Square Error of Approximation (RMSEA) and Tucker-Lewis Index (TLI) 

values were examined. These values were χ2/df=3.454 (χ2=2352.274; df=681), RMSEA=0.078, 

TLI=0.91 and CFI=0.94), and fit indices are acceptable or close to acceptable. But, in order for the 

model to better fit; by making suggestions in the Modification Indices that were suggested by 

Arbuckle (2009) and Hoyle (2012), the covariance between the error values within the same latent 

variable, the factors, are correlated. Among the errors of the observed variables within the scope of the 

correction indices, the adjustments foreseen for the definition of covariance; some adjustments were 

made for the items 2-3, 3-6, 4-7 and 7-8 in the latent variables of ‘writing process skills’, items 9-10, 

9-12, 10-12, 13-14 and 15-16 in the latent variable ‘communication skills’ and items 33-36 in the 

latent variable ‘arithmetic skills’(Figure 1). Finally, adjustments were added to the model. Fix index 

values after the correction and acceptance intervals are given in the table below (Table 6). 

Table 6. Model fit index values. 

Compliance Statics  Perfect Fit Acceptable Fit Fit Values of the Model 

χ2/df  ≤3 ≤5 2.604 

RMSEA ≤0.05 0.06 – 0.08 0.063 

CFI ≥0.97 0.95 – 0.96 0.951 

TLI ≥0.95 0.94 – 0.90 0.923 

 

As seen in Table 6, fit values χ2/df=2.604 (χ2= 1746,981; df=671) (RMSEA=0.063; 

TLI=0.923 and CFI=0.951)  that were calculated in the model shows the correction of the model. 

Item Validity of the Scale for Screening for Special Learning Disabilities 

In order to determine item validity of the scale for screening for Special Learnings Disability, 

it was investigated whether the mean of the lower and upper 27% groups differed or not. The 

differences were compared according to this (Table 7).  

Table 7. Comparison of the t values of the lower and upper groups (n1=n2=108). 

Item   Groups   sd df T Item  Groups   Sd df t 

i1 Lower 3,15 1,06 214 12,091* i21 Lower  2,74 0,96 214 13,053* 

 Upper 4,54 0,55    Upper 4,31 0,80   

i2 Lower  2,80 1,10 214 14,171* i22 Lower  2,59 0,95 214 16,243* 

 Upper  4,54 0,65    Upper  4,36 0,62   

i3 Lower  2,48 1,07 214 14,608* i23 Lower  2,48 0,86 214 17,268* 

 Upper  4,35 0,78    Upper  4,31 0,69   

i4 Lower 2,95 1,06 214 13,151* i24 Lower  2,30 0,83 214 18,715* 

 Upper  4,50 0,60    Upper  4,20 0,65   

i5 Lower  2,18 0,87 214 18,503* i25 Lower  2,29 0,80 214 19,590* 

 Upper  4,15 0,68    Upper  4,22 0,65   

i6 Lower 1,96 0,93 214 16,082* i26 Lower  2,24 0,82 214 17,049* 

 Upper  3,91 0,85    Upper  4,06 0,75   

i7 Lower  2,15 0,95 214 16,608* i27 Lower  2,68 1,01 214 11,173* 

 Upper  4,04 0,71    Upper  4,04 0,76   

i8 Lower  1,91 0,79 214 18,563* i28 Lower  2,21 0,81 214 16,180* 

 Upper  3,91 0,79    Upper  3,98 0,80   

i9 Lower  1,88 0,84 214 14,271* i29 Lower  2,41 0,95 214 15,689* 

 Upper  3,68 1,00    Upper  4,19 0,70   

i10 Lower  2,10 0,85 214 14,460* i30 Lower  2,31 0,87 214 14,513* 

 Upper  3,81 0,89    Upper  4,02 0,85   

i11 Lower  1,87 0,77 214 16,699* i31 Lower  2,19 0,94 214 15,560* 

 Upper  3,80 0,91    Upper  4,05 0,80   

i12 Lower  2,89 1,09 214 12,576* i32 Lower  2,49 1,01 214 13,735* 

 Upper  4,50 0,77    Upper  4,22 0,84   

i13 Lower  2,83 1,06 214 13,001* i33 Lower  2,33 0,83 214 17,652* 
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 Upper  4,43 0,70    Upper  4,25 0,76   

i14 Lower  2,20 0,85 214 14,504* i34 Lower  1,89 0,75 214 16,476* 

 Upper  3,93 0,89    Upper  3,86 0,99   

i15 Lower  1,91 0,87 214 12,635* i35 Lower  2,37 0,93 214 17,401* 

 Upper  3,58 1,07    Upper  4,28 0,65   

i16 Lower  1,99 0,93 214 12,789* i36 Lower  2,69 0,87 214 16,021* 

 Upper  3,68 1,00    Upper  4,31 0,59   

i17 Lower  3,02 1,49 214 8,111* i37 Lower  2,56 0,93 214 16,384* 

 Upper  4,38 0,90    Upper  4,31 0,61   

i18 Lower  3,18 0,97 214 10,621* i38 Lower  2,65 0,90 214 16,235* 

 Upper  4,48 0,83    Upper  4,35 0,62   

i19 Lower  3,29 1,07 214 10,417* i39 Lower  2,63 1,01 214 14,179* 

 Upper  4,55 0,66    Upper  4,27 0,65   

i20 Lower  3,32 1,11 214 10,972*       

 Upper  4,65 0,59         

SCALE 

OVERALL  

Lower  2,46 0,34 214 

 

36.957* 

 
 

     

Upper  4,18 0,34      

* p<.05 

 

It was seen that the difference between the upper and lower groups of the items was 

significant, and item discrimination was ensured for the all items that make up the ‘Special Learning 

Disability Screening Scale’ (Table 7). 

Results Regarding the Reliability of the Screening for Special Learning Disability Scale 

In order to determine the reliability of the ‘Special Learning Disability Screening Scale’, the 

internal consistency coefficient (Cronbach Alpha) was calculated. Internal consistency coefficient 

value belonging to the scale consisting of 7 factors and 39 items was calculates as α=.963. Internal 

consistency coefficient values for sub-factors were calculated as .957 for writing process skills, .933 

for communication skills, .877 for learning reading and writing skills, .898 for responsibility taking 

skills, .924 for attention skills, .814 for arithmetic skills and .898 for number recognition skills. In the 

scale split test reliability was calculated as 0.936 and test retest reliability was calculated as 0.854. In 

the light of the results, it can be said that the scale is a reliable scale (DeVellis, 2016; Field, 2005). 

DISCUSSION 

According to the results of this study, ‘Special Learning Disability Screening Scale’ consist of 

7 factors and 39 items. The first factor is writing process, the second factor is communication skills, 

the third factor is literacy skills, the fourth factor is responsibility taking skills, the fifth factor is 

attention skills, the sixth factor is arithmetic skills and the seventh factor is identified as number 

recognition skills.  When it is compared with the literature, it can be said that scale factors and items 

are coherent. Thus, considering the studies on the scales developed and examining the characteristics 

of students with SLD in the literature, it is known that there are problems in reading (Oguzhan, 2017; 

Zahra, Jamil & Khalid, 2014), reading comprehension and expression (Hammill & Byrant 1998; 

Willcutt & et al., 2019; Zahra, Jamil & Khalid, 2014). In the researches, the fact that students with 

SLD have problems in writing (Oguzhan, 2017; Willcutt & others., 2019), spelling mistakes (Hammill 

& Byrant 1998; İlker & Melekoglu, 2017) and written expression (Hammill & Byrant 1998; İlker & 

Melekoglu, 2017) also shows that our developed scale is compatible with the items and factors.  

Also, in the literature; it is determined that the students with SLD have problems like number 

recognition in maths (Olkun, Akkurt-Denizli & Gocer-Sahin, 2015), arithmetic skills (Coleman, West 

& Gillis 2010; Watson, Gable 2013), problem solving (Olkun, Akkurt- Denizli and Gocer-Sahin, 

2015; Talbot, Astbury and Mason, 2010; Watson and Gable,2013) and it also shows that the developed 

scale is valid and reliable. Besides, in the literature; the fact that students with SLD have 

communication problems (Coleman, West, & Gillis, 2010; Okur, 2019; Zahra, Jamil and Khalid, 

2014), have problems in taking responsibility (Coleman, West, & Gillis, 2010), and detecting 
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problems in attention skills (Oguzhan, 2017) suggests that the developed scale will be effective in 

determining students with SLD.  

In the current study, it was founded that 7 factors with Eigen-values greater than 1 were 

formed and these 7 factors explained 73,224 percent of the total variance. The Eigen-value of the first 

factor of the scale was 16,527 and the explained variance was 42,378%. And respectively, the 

eigenvalue belonging to the second factor was 3,461, the explained variance was 8,864%, the Eigen-

value belonging to the third factor was 2,405, the explained variance was 6,168%, the Eigen-value 

belonging to the fourth factor was 2,013,  the explained factor was 5,160%, the Eigen-value belonging 

to the fifth factor was 1,736, the explained variance was 4,450%, the Eigen-value belonging to the 

sixth factor was 1,299, the explained variance was 3,331%, and the Eigen-value belonging to the 

seventh factor was 1,117 and the explained variance was 2,863%. In the literature, it is stated that it is 

appropriate for the total explained variance rate to be above 60% as a result of EFA (Karagoz, 2016: 

880). These results about the developed scale suggest that the scale will make a positive contribution 

to the field in identifying students with SLD.  

According to the confirmatory factor analysis, RMSEA, CFI, TLI and X2/sd values were .063, 

.951, 0.923, 2.604, respectively.. The fix index values that were obtained as a result of the analyses, 

can be expressed as acceptable or good fit (Cokluk, Sekercioglu & Buyukozturk, 2014: 272). Since the 

value of X2/sd= 2.604, which is one of the fit indices, is less than 3, it has a perfect fit value (Cokluk 

& et al., 2014: 271). As a result of the analysis, χ2/df, which is one of the fit indices, shows the perfect 

fit. According to the literature, RMSEA value between .05 and .08 is qualified as good fit (Brown, 

2006: 84). In this study, RMSEA value of 0.063 indicates a good fit. The CFI value of 0.951 indicates 

a perfect fit (Ozdamar, 2016: 185). For TLI a value of 0.923 indicates an acceptable fit.  

RESULT AND SUGGESTIONS 

This study is limited to the data obtained from 401 classroom teachers and special education 

teachers who have worked with students with SLD in the ages 8-11. As a result of the study, the 

‘Special Learning Disability Screening Scale’ was developed with 39 items and 7 factors was 

determined. It was found that there were 7 factors with Eigen-values greater than 1 and these 7 factors 

explained 73,224 percent of the total variance. The confirmatory factor analysis, χ2/df, RMSEA, 

TLIand CFIvalues were 2.604 (χ2= 1746,981; df=671), 0.063, 0.923, 0.951, respectively.  

The internal consistency coefficient value of the Special Learning Disability Screening Scale, 

consisting of 7 factors and 39 items, was calculated as α=.963’. Internal consistency values for the 

sub-factors ranged from 0.814 to 0.957.  

In the light of the results obtained from this study, ‘Special Learning Disability Screening 

Scale’ (Appendix 1) can be used as a scale with proven validity and reliability by teachers and 

researchers in order to screen students in the 2nd, 3rd and 4th grades of primary school and aged 8-11 

years whether they have a Special Learning Disability or not.  
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Abstract 

The purpose of this research is to develop an analytical rubric for the assessment of speaking and 

writing skills of primary school students. The study was designed according to the survey model. The 

sample of the study consisted of third-grade primary school students who were studying in Aydın 

Province, Turkey in the 2020-2021 academic year. 34 primary school third-grade students, 19 girls 

and 15 boys, involved in the studies carried out throughout the research. Field experts were consulted 

to define content validity of the analytical rubrics improved for speaking and writing skills. The 

content validity indexes obtained from the field experts’ opinions on each item show that the content 

validity of the analytical rubrics is provided. For reliability of the analytical rubrics, analysis of 

variance and Kendall's W test were carried out. According to the reliability analysis, the rubrics were 

found to be reliable. These findings are strong evidence showing that analytical rubrics for speaking 

and writing skills are valid and reliable.  
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INTRODUCTION 

Since the day he opened his eyes to life, human beings find themselves in a social structure 

with verbal or nonverbal rules. Therefore, human beings first interact with their environment in order 

to recognize and adapt to the world they live in. This interaction takes place through language, which 

makes human more special among other living beings in nature. 

Scientists investigating the way of thinking of people have concluded that language is the 

ability that best expresses the structure and limits of thought (Saygılı, 2011). According to cognitive 

theorists, thought develops before language and thought cannot develop without speech (Lecompte, 

1980). On the other hand, Onan (2011) states that there is a production of thought in the speech 

process and that speaking is closely related to thinking skill. Likewise, Plato emphasizes that the act of 

thinking is a self-talk with oneself and states that the thought is shared thanks to the speaking skill. 

Descartes argues that in order to be able to think, the individual must acquire the speaking skill 

(Altınörs, 2003). As it can be understood from what has been quoted, people convey their thoughts by 

using their speaking skills and develop identity in the community as a social being. 

Writing skill is one of the ways of conveying thought just like speaking. However, paying 

attention to expression, expressing thoughts fully and correctly, makes writing more difficult than 

speaking (Göğüş, 1978). This process, which Temizkan (2014) defines as "the act of using silent 

language", requires establishing connections and constructing meaning through the interaction of 

cognitive and physical factors. Writing directs the individual to research, to complete the deficiencies 

and to correct the mistakes. In this respect, writing skill helps people gain knowledge, mature mentally 

and acquire the habit of consistent thinking. For this reason, it is accepted that individuals whose 

writing skills are not sufficiently developed may experience some difficulties in academic and 

professional terms (Harris et al., 2009). A ready pen establishes an open communication of people 

with their social environment, and to the creation of an environment of love, tolerance and peace by 

understanding each other (Calp, 2010). 

As mentioned above, for enhancement of speaking and writing skills, which have an important 

place in human life, the same importance ought to be given at all levels of education from primary 

education to higher education. It is the responsibility of the mother tongue teachers to develop the 

langage that the child obtains randomly from the environment until the school age. As a matter of fact, 

the general purpose of mother tongue education is to gain language skills and develop the world of 

emotions and thoughts. Karatay (2014) also states that the foundations of language skills are laid in the 

family environment and explains that language education in primary education has two purposes: 

• To ensure that students acquire knowledge and become good graspers in the learning 

process with their reading and listening language skills. 

• To ensure that students to convey their feelings and thoughts well with their writing and 

speaking language skills. 

Among the language skills, listening and reading are included in the comprehension 

dimension, while speaking and writing are included in the narrative dimension. Listening and speaking 

are skills that an individual acquires from the moment they are born and are learned before other 

language skills. For this reason, it is important to teach reading and writing skills to school-age 

children. Tompkins (2005) explains that since the speaking skill is a language skill acquired before 

reaching school age, there is a prevailing opinion that this skill doesn’t need to be comprised in the 

instruction schedule. On the other hand, there is a need for a mother tongue teaching program that uses 

the comprehension and narrative dimensions of the language as much as possible. As a matter of fact, 

in the language development process, listening, speaking, reading and writing language skills mutually 

affect and complement each other (Sever, 2011). Apart from these, it is thought that determining the 

proficiency of the students in four language skills and revealing the current situation will guide the 

studies to be carried out to develop these skills (Ministry of National Education, 2020). 
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In this study, analytical rubrics were developed in order to contribute to the assessment of 

speaking and writing skills, which constitute the narrative dimension of language skills, within the 

framework of the determined competencies. On the other hand, since speaking and writing are related 

skills in terms of being expressive language skills, they were assessed together in this study. It is 

expected that the rubrics developed for primary school students will help primary school teachers in 

their mother tongue education lessons. The reason why the target audience is primary school students 

is that it is important to start the education of speaking and writing skills at an early age. In addition, it 

is aimed to respond to the need to provide feedback on studies aimed at developing these skills.  

Since speaking and writing are performance-based skills, measuring these skills necessitates 

the use of appropriate measuring instruments. Assessment and evaluation in education defines 

performance as an individual's effort while putting forward a new product using intelligence and 

abilities (Kutlu et al., 2010). Performance-based measurement distinguishes it from classical methods 

of evaluation, as it contains real-life cases and focuses on metacognitive skills. In addition, observing 

the performance and development of the individual while using the knowledge and skills they have are 

among the superior aspects of performance-based situation determination (Popham, 2000; Wortham & 

Hardin, 2015). In performance-based measurement studies that can be used in affective, cognitive and 

psychomotor domains, first of all, attention should be paid to the description of performance and the 

preparation of the grading key. The grading key should also guide the person being evaluated, apart 

from the rater. Accordingly, rubrics, rating scales, observation forms and checklists can be said as 

measuring instruments used in performance-based measurement. 

Contrary to the explanations above, it is seen that alternative measuring instruments for the 

assessment of speaking and writing skills are limited in Turkey. Bozkurt (2017) emphasizes that there 

are no academically promoted assessment criteria for speaking skills in the country. In addition, he 

explains that the measurement tools developed to define the level of competence of Turkish native 

speakers are few and they do not show consistency in point of both classification and criteria. 

Similarly, it is stated that there is no measurement approach to monitor and measure writing skills in 

Turkey (Karatay, 2013). In this sense, rubric was preferred as a measuring instrument in order to 

assess speaking and writing skills in this study. 

Rubrics are explanatory scoring schemes used to evaluate the performance of individuals and 

the product they produce as a result of their performance (Brookhart, 1999). Rubrics make clear the 

expected performance of the student and which behaviors are important in the evaluation process, thus 

creating a common perception for the student and the teacher regarding the evaluation process (Arter 

& McTighe, 2001). 

In particular, analytical rubrics provide feedback to teachers, students and parents about the 

strengths and weaknesses of individuals' work, thanks to clearly defined criteria (Hall & Salmon, 

2003). Analytical rubrics are preferred more than holistic rubrics in terms of giving more detailed 

feedback on student performance (Mertler, 2000). In addition, analytical rubrics allow scoring to be 

carried out independently of the rater and time in terms of expressing the evaluation criteria and 

criterion definitions clearly (Aktaş & Alıcı, 2018). From this point of view, the possibilities offered by 

analytical rubrics in the performance evaluation process and the structure of interscorer reliability can 

be shown among the reasons why they were preferred in this study to assess the speaking and writing 

skills of primary school students. 

As described above, the subject of this research is the development of a measuring instrument 

to assess the speaking and writing language skills of primary school students. Analytical rubric, which 

is commonly used in performance-based measurement, was preferred as a measuring instrument. 

Consequently, the purpose of this research is to develop an analytical rubric for the assessment of 

speaking and writing skills of primary school students. 
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METHOD 

Research Design 

In this study, the research was designed according to the survey model, as it was aimed to 

develop two different analytical rubrics for the evaluation of the speaking and writing performances of 

primary school students. As Karasar (2013) stated, in the survey model, the research subject is tried to 

be defined in its own terms and as it is. 

Research Sample 

Research sample group comprised of the third-grade students of the primary school who were 

learning in Aydın in the 2020-2021 academic year. Convenience sampling was used to designate the 

research sample. In line with the permissions obtained within the scope of the research, the school 

administration and classroom teachers were interviewed. As a result, the research was conducted in a 

suitable school. The reason why third-grade students were included in the study is that the assessment 

criteria for speaking and writing skills can be predicted to lower and upper grade levels. As a result, 34 

primary school third-grade students, 19 girls and 15 boys, get involved in the studies carried out 

throughout the research. 

Data Collection Tools Development Process 

Information on the data collection tools developed in the research to assess the speaking and 

writing performances of primary school students is explained in detail below. 

The development of the data collection tools was based on the rubric development stages 

suggested by Haladyna (1997, as cited in Kutlu et al., 2010). In this sense, while developing speaking 

and writing rubrics for primary school students, a literature review was made and evaluation criteria 

were determined based on the relevant definitions. Then, by taking expert opinion, the levels were 

determined and defined for each assessment criterion for speaking and writing skills. 

In the application form prepared for the analytical rubric of speaking skills, five criteria were 

determined as “Vocabulary, Pronunciation, Grammar, Fluency, and Consistency”. These criteria were 

arranged by making use of the speaking skill evaluation framework created by Bozkurt (2017). In this 

sense, the pronunciation criterion was arranged in relation to the utterance field, which includes the 

elements of respiration, articulation, and loudness. Vocabulary and grammar criteria were arranged in 

relation to the language competence field, which contains make lexical-syntactic choices. The 

consistency criterion was arranged in relation to the content field describing the arrangement of the 

speech. Finally, the fluency criterion was arranged in relation to the fluent field, which involves 

speaking rate, repetitive and pausing. While determining the levels of the evaluation criteria, the 

quadruple performance level suggested by Robert (2008) was preferred. Accordingly, a four-point 

rating was developed as “less sufficient, developable, sufficient, quite sufficient” and the expected 

performances at each level were defined (Appendix-1). 

In parallel with the explanations above, similar processes were followed while preparing the 

analytical rubric for writing skills. In the prepared application form, there are five criteria, namely 

"Word Choice, Grammar, Readability, Mechanics, and Consistency". These criteria were arranged 

according to the writing skill evaluation criteria suggested by Raimes (1983). Accordingly, the word 

choice criterion was arranged in relation to the discourse method, which emphasizes the inclusion of 

conjunctions, idioms and explanations that will enrich writing. The readability criterion was regulated 

in terms of the intelligibility dimension associated with word and thought repetitions and expression 

disorders. The consistency criterion was arranged in relation to the content field, which includes the 

relevance of words, sentences and idioms to the subject. The mechanics criterion is arranged in the 

field of spelling rules, which includes the correct spelling of words and setting the page layout. 

Grammar criterion is also regulated in the field of grammar, which includes the correct use of the rules 
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of that language, such as the correct use of suffixes. As stated above, for each criterion determined, a 

four-point rating was made from the minimum (1-less sufficient) to the maximum (4-quite sufficient) 

score, and the expected performances at each level were defined (Appendix-2). 

Before proceeding to the implementation phase, the classroom teacher was informed about the 

application forms of the analytical rubrics for speaking and writing skills, and her opinion was taken in 

terms of the application principles. Due to the global epidemic, the speaking and writing performances 

of the students were mostly recorded by the classroom teachers. In this process, virtual meetings were 

held with the classroom teacher and it was planned on which subjects the students should continue 

their speaking and writing practices. The purpose of this preparation process was to enable students to 

participate effectively in speaking and writing activities on a specific topic. After the classroom 

teacher concluded that the students were ready, the practices were started. At this stage, a topic was 

determined by the researcher and the classroom teacher, and the students were asked to write about 

this topic in accordance with the process-based writing approach. Care was taken to ensure that the 

chosen topic was related to the daily lives of the students and would allow them to make preparations. 

Then, the researcher conducted individual interviews with each student on the same topic. He recorded 

the speeches of the students with a voice recorder. Data analysis were conducted for validity and 

reliability studies using voice recordings and textual matters. 

Data Analysis 

In order to define analytical rubrics’ validity, content and criterion validity have been 

investigated. To determine the content validity, expert opinions on the subject were taken. To define 

the criterion validity, correlation was calculated with "Written Expression Analytical Rubric" 

developed by Bilican-Demir and Yıldırım (2019) and "Speech Assessment Rubric" developed by 

Yaşar (2017). For reliability of the analytical rubrics, the consistency between the evaluations of three 

different raters was examined.  

FINDINGS 

Validity Study 

The validity studies of the analytical rubrics developed for speaking and writing skills started 

with the determination of the content validity. For this purpose, the opinions of four expert 

academicians on the subject were taken. The same processes were followed for both rubrics. Experts 

were asked for their opinions regarding the compatibility of the criteria in the rubrics with the 

mentioned language skills, the number of performance levels determined for the criteria, and the 

appropriateness of the definitions for the purpose and scope. Expert opinions obtained according to the 

four-point rating model suggested by Davis (1992) (a-Item is extremely relevant, b-Item is highly 

relevant, c-Item is partially relevant, d-Item is not relevant). In reference to Bozkurt and Arıca-Akkök 

(2019), the content validity index (CVI) can be calculated using this formula: The number of experts 

who ticked “a-Item is extremely relevant” and “b-Item is highly relevant” / the total number of 

experts. In this study, it was found that the CVI values obtained for the items in both rubrics were not 

below 0.8. Accordingly, it can be said that the content validity of the rubrics has been achieved. 

After the content validity studies of the analytical rubrics developed for speaking and writing 

skills, the criterion validity was checked. For the speaking skill analytical rubric, its correlation with 

the "Speech Assessment Rubric" developed by Yaşar (2017) examined. Two different rubrics were 

used to assess the speaking skills of the primary students and Spearman's rank correlation coefficient 

was calculated to define the relationship between them. A positive and significant correlation was got 

between the two rubrics (r=.782, p<.01). Correlation was calculated with the “Written Expression 

Analytical Rubric” developed by Bilican-Demir and Yıldırım (2019) for the writing skill analytical 

rubric. Two rubrics were applied to assess the writing performances of the students and Spearman's 

rank correlation coefficient was calculated to define the relationship between them. A positive and 
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significant correlation obtained between the two rubrics (r=.832, p<.01). The correlation coefficients 

found show that the criterion validity is provided for both rubrics. 

Reliability Study  

In order to calculate the reliability of the analytical rubrics developed for speaking and writing 

skills, the scores of three raters were checked by using Kendall's W test. If the value found as a result 

of the Kendall W test is close to zero, it refers that there is no agreement between the raters, and that 

the value is close to one refers that there is agreement between the raters. According to Kutlu et al. 

(2010), the high level of agreement between raters indicates that the measurement instrument is 

reliable. In Table 1, the Kendall's coefficient of concordance calculated for interrater reliability is 

shown. 

Table 1. Kendall's W test results between raters 

 N Kendall's W df p 

Speaking Skills Analytical Rubric 3 .86 33 .000 

Writing Skills Analytical Rubric 3 .82 33 .000 

 

When Table 1 is examined, Kendall's W test results between the scores given by three raters 

using analytical rubrics for speaking and writing skills were found to be 0.86 and 0.82, respectively. 

By extension, it can be interpreted that the level of agreement between raters is good (τ=.86, p<.001; 

τ=.82, p<.001).  

Within the scope of reliability studies, it was investigated whether there was a difference the 

mean scores given by the raters. According to Moskal and Leydens (2000), the fact that the mean 

scores given by the raters are close to each other means that the measuring instrument is reliable. 

Accordingly, the results of the analysis of variance concerning the mean scores among the raters are 

presented in the tables below. 

Table 2. The distribution of the scores given by the raters according to the speaking skills 

analytical rubric 

Raters N X̄ S 

R1 34 15.40 1.10 

R2 34 15.80 1.07 

R3 34 15.20 1.18 

 

As can be seen in Table 2, it is understood that the mean scores given by the three raters are 

close to each other. The results of ANOVA on whether these values are significant are shown in Table 

3. 

Table 3. ANOVA results regarding scores given according to the speaking skills analytical 

rubric 

Source of the Variance Sum of Squares df Mean Squares F p 

Between Groups 6.347 2 3.173 2.602 .079 

Within Groups 120.720 99 1.219 

Total 127.067 101  

 

According to Table 3, it is understood that there is no statistically significant difference 

between the scores given by the three raters using the speaking skills analytical rubric (F(2-99)=2.602, 

p>.05). Consequently, the mean of the scores given by the raters using the measuring instrument are 

close. 
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Table 4. The distribution of the scores given by the raters according to the writing skills 

analytical rubric 

Raters N X̄ S 

R1 34 15.28 1.08 

R2 34 15.62 1.27 

R3 34 15.04 1.05 

 

As can be seen in Table 4, it is understood that the mean scores given by the three raters using 

the writing skills analytical rubric are very close to each other. ANOVA results regarding whether 

these values are significant are also shown in Table 5. 

Table 5. ANOVA results regarding scores given according to the writing skills analytical rubric 

Source of the Variance Sum of Squares df Mean Squares F p 

Between Groups 8.587 2 4.293 3.647 .067 

Within Groups 158.924 99 1.177 

Total 167.511 101  

 

When Table 5 is examined, it is seen that there is no statistically significant difference 

between the scores of three raters according to the writing skills analytical rubric (F(2-99)=3.647, 

p>.05). Therefore, the means of the scores given by the raters using the measuring instrument are 

close. Accordingly, it can be said that these results are strong evidence for the reliability of analytical 

rubrics developed for the evaluation of speaking and writing skills. 

CONCLUSION AND SUGGESTIONS 

The purpose of this research was to develop an analytical rubric to assess the speaking and 

writing performances of primary school students by an observer. For this purpose, validity and 

reliability studies of speaking and writing skills analytical rubrics were conducted.  

The analytical rubrics for speaking and writing skills developed within the scope of this 

research consist of five criteria and four performance levels defined for each criterion. In order to 

determine the content validity of the measuring instruments, the opinions of the experts in the subject 

area were used. In this study, it was found that the content validity indexes values obtained for the 

items in both rubrics were not below 0.8. Accordingly, it can be said that the content validity of the 

analytical rubrics has been achieved. In addition, in order to define the criterion validity, the 

correlation between the speaking skills analytical rubric and the “Speech Assessment Rubric” 

developed by Yaşar (2017) was examined. The correlation between the writing skill analytical rubric 

and the “Written Expression Analytical Rubric” developed by Bilican-Demir and Yıldırım (2019) was 

calculated. Finding a positive and significant relationship between the results of both analyzes is 

evidence of the criterion validity of the improved analytical rubrics. 

In order to calculate the reliability of the analytical rubrics of speaking and writing skills, the 

scores of three raters were checked by using Kendall's W test and analysis of variance. The Kendall's 

W test results were .86 in the speaking skill analytical rubric and .82 in the writing skill analytical 

rubric, indicating a good level of agreement between raters. The absence of a statistically significant 

difference as a result of the analysis of variance means that the scores given by the raters using the 

analytical rubrics are close. These findings are strong evidence showing that analytical rubrics for 

speaking and writing skills are valid and reliable. 

When the related studies in the literature are examined, it is understood that the data collection 

tools used for speaking and writing skills are observation, assessment forms and rubrics (Aktaş & 

Alıcı, 2018; Bulut, 2015; Bilican-Demir & Yıldırım, 2019; Kartallıoğlu, 2015; Temizkan & Atasoy, 

2016; Yüceer, 2014). However, it is seen that there is no evaluation framework that will guide the 
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development of the prepared measuring instruments, and accordingly, researchers have determined 

different criteria. Apart from this, the report “Turkish Language Exam in Four Skills: Results of the 

Pilot Study” announced by the Ministry of National Education (2020) shows that speaking and writing 

skills are measured with open-ended questions. In this report, although the criteria for evaluating the 

answers to open-ended questions are explained, no information is given about the measuring 

instrument. In this sense, it is thought that this study will contribute to the field in terms of its subject. 

Starting from the results of the research, suggestions are offered below: 

1. By using the analytical rubric of speaking and writing skills developed in this research, 

descriptive research can be done to define the verbal lecture and written expression performances of 

primary school students. 

2. This research was carried out on speaking and writing skills. In future studies, a measuring 

instrument can be developed for listening and reading skills, which constitute the comprehension 

dimension of language. 

3. Scale development studies can be carried out in order to define the anxiety, attitude and 

self-efficacy levels of primary school students regarding their speaking and writing skills. 

4. It is recommended to carry out applied researches on how to measure language skills in 

bachelor's level, especially for preservice primary school teachers. 
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Appendices 

Appendix-1. Speaking Skills Analytical Rubric 

Criteria     

Vocabulary 

Less Sufficient (1): Uses words without paying attention to their meaning. When she/he can't find the 

appropriate word, she/he uses meaningless expressions such as "thing". Uses words with the same 

meaning in the same sentence. Repeats words frequently. The words she/he uses are insufficient to 

express her/his ideas. 

Developable (2): Uses some of the words in a way that is misunderstanding. In her/his speech, she/he 

sometimes uses evasive expressions instead of words that she does not think of. Repeats words from 

time to time. He/she includes words that have the same meaning in the same sentence. The words 

she/he used while expressing herself/himself are insufficient. 

Sufficient (3): She/he rarely uses words that will be misunderstood. She/he pauses on words that do 

not come to mind while speaking, and gives little place to evasive expressions. Avoids word 

repetitions. Words with the same meaning in their sentences are very rare. The words she/he uses to 

express her/his ideas are simple but sufficient. 

Quite Sufficient (4): Uses words in the correct sense throughout the conversation. She/he does not 

include any evasive expressions in her/his speech. Uses word-rich sentences to express ideas. 

Metaphorical expressions are included. It is seen that she/he makes use of proverbs and idioms. 

Pronunciation 

Less Sufficient (1): She/he speaks the local dialect. She/he spells without paying attention to the 

pronunciation. It is seen that mispronunciation. Speech is difficult to be understood by the listener. 

Developable (2): Occasionally includes local dialects. She/he spells some words without paying 

attention to the pronunciation. She/he has trouble making some of the sounds. It is seen that 

haplology. The listener makes an effort to understand what she/he is speaking. 

Sufficient (3): It is seen that it rarely includes local dialect words. There are almost no wrong sound 

out. Takes care not to haplology. The listener may experience minor difficulties while listening to the 

speech. 

Quite Sufficient (4): She/he speaks in Turkey Turkish. Local dialects are not found in her/his speech. 

She/he says Turkish vowels according to their pronunciation. No haplology is seen. Her/his speech is 

easily understood by the listener. 

Grammar Less Sufficient (1): Orders the words in a sentence irregularly. It includes inverted sentence or 

elliptical clause. Subject-verb disagreement is seen in her/his sentences. Incomprehensibility is often 

found in her/his sentences. Include false transition words (like but, however, as). Her/his sentences are 

usually simple. 

Developable (2): There are irregularities in the order of the words used in the sentence. Some of the 

sentences are inverted or elliptical. Makes sentences with subject-verb agreement from time to time. 

She/he continues to make grammatical errors in her/his sentences. She/he sometimes uses transition 

words appropriately and correctly. It is seen that she/he includes different structures as well as simple 

structures in her/his sentences. 

Sufficient (3): She/he often puts her/his words in the correct order in a sentence. It rarely includes 

inverted and elliptical sentences. Pays attention to make sentences with subject-verb agreement. 

Generally, the sentences she/he makes do not contain incomprehensibility. Uses some of the transition 

words incorrectly. Uses sentences of different structures together. 

Quite Sufficient (4): The words used in the sentence are in their place. Pays attention to subject-verb 

agreement. The sentences do not contain grammatical errors. It includes rich sentence structures. Uses 

transition words correctly and appropriately. It is seen that she/he uses rhetoric to enrich her/his 

speech. 

Fluency 

Less Sufficient (1): Her/his speech is in a single tone from beginning to end. Makes long pauses. She 

speaks intermittently. Makes sounds like “Eee, ııı, mmm” between sentences or words. It puts 

different sounds in place of the sound it should use. 

Developable (2): She/he continues to speak in a single tone. She/he pauses in some places, her/his 

speech is interrupted. She sometimes includes expressions like “Eee, ııı, mmm”. It is seen that she/he 

cannot make some sounds. 

Sufficient (3): In her/his speech, it is seen that she/he gives place to emphasis and intonation in 

general. She/he gives a little place for pauses and avoids interrupting her/his speech. It is seen that she 

almost never uses expressions such as “Eee, ııı, mmm”. Pronounces most of the sounds correctly. 

Quite Sufficient (4): She/he continues her/his speech by paying attention to emphasis and intonation 

from beginning to end. She/he completes her/his speech without interruption, as it does not allow 

unnecessary pauses. Pronounces all of the sounds correctly. 
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Consistency 

Less Sufficient (1): She/he deviates from the purpose of her/his speech and gives place to meaningless 

words. There is no meaning in the transitions between sentences and words. The connections between 

the sentences are weak. 

Developable (2): Speech is often disconnected from the subject. Although she/he tries to pay attention 

to the meaning between sentences and words, it is seen that this meaning transition cannot be 

established. Sentences are tried to be connected with each other, but this is still insufficient.  

Sufficient (3): In her/his speech, she/he takes care to use meaningful words without deviating from 

her purpose. There is meaning in most transitions between sentences and words. Almost all of the 

sentences are related to each other. It is seen that she/he sometimes includes cause-effect and purpose-

effect sentences. 

Quite Sufficient (4): In her/his speech, she/he uses meaningful words suitable for the purpose of the 

speech from beginning to end. The transitions between sentences and words are meaningful. 

Sentences are related to each other. It is seen that cause-effect and purpose-effect sentences are 

included. 
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Appendix-2. Writing Skills Analytical Rubric 

Criteria     

Word Choice 

Less Sufficient (1): She/he includes words that are not suitable for the purpose in her/his writings. Prefers 

simple words. Uses the same word in multiple sentences. 

Developable (2): It is seen that she/he occasionally includes words suitable for the purpose of writing. It 

includes words with different structures as well as simple words. Keeps using the same word in multiple 

sentences. 

Sufficient (3): It gives very little space to words that deviate from the purpose of writing. It is seen that it 

includes different words in terms of structure. She/he rarely uses the same word in different sentences. 

Occasionally she gives place to proper, common and abstract nouns. 

Quite Sufficient (4): Avoids using unnecessary words. She/he chooses words suitable for the topic she/he 

is writing. Uses words rich in structure and meaning. 

Grammar 

Less Sufficient (1): Writes without paying attention to edge effect. Repeats the same subject instead of 

using pronouns. She/he makes grammatical errors in her/his writings. Subject-verb disagreement is seen 

in her/his sentences. Writes with different tense suffixes. It is seen that sometimes she/he doesn’t include 

punctuation marks at all and sometimes does not use appropriate punctuation marks. 

Developable (2): Writes without paying attention to some edge effect. It is seen that she uses pronouns, 

albeit a little. She/he continues to make grammatical errors in her/his sentences. There is subject-verb 

agreement in some sentences. In her/his writing, it is seen that she/he occasionally breaks from the 

sequence of tenses. There are errors in some punctuation marks. 

Sufficient (3): It is rarely seen that she writes without paying attention to edge effect. She/he tries not to 

repeat the subject. She/he makes very few grammatical errors in her/his writings. Usually the sentences 

are subject-verb agreement. In her/his writings, it is rare to find sentences that break from the sequence of 

tenses. There is little to no error in punctuation marks. 

Quite Sufficient (4): Writes by paying attention to edge effect. Uses pronouns instead of writing the same 

subject over and over. The sentences do not contain grammatical errors. Pays attention to subject-verb 

agreement. She/he writes with the same tense throughout the article. Punctuation marks are correct and in 

place. 

Readability 

Less Sufficient (1): The letters are written adjacency. In some places, cursive and manuscript are 

intertwined. It is seen that it does not include appropriate spaces between words and sentences. The 

words are seen as intertwined. In general, the reader has difficulty reading the text. 

Developable (2): There is adjacency in the writing of the letters. Spaces between words and sentences are 

not enough. It is seen that some of the words are written inside each other. Although the reader 

understands some parts of the text, they generally have difficulty reading the text. 

Sufficient (3): There is very little adjacency in the writing of letters. There is enough space between 

words and sentences. Nested words are rarely encountered. The reader generally understands the text and 

does not make much effort while reading it. 

Quite Sufficient (4): From the beginning to the end of the article, the spaces between letters, words and 

sentences are regular. Letters, words and sentences do not have any adjacency or interpenetration. The 

text can be easily read and understood by the reader. 

Mechanics 

Less Sufficient (1): She/he doesn't include paragraph indentation in her/his article. She/he doesn't make 

center alignment and uses paper irregularly. Misspells words that do not fit at the end of the line, doesn't 

use hyphen. It is seen that she/he does not use capital letters at the beginning of the sentence. Includes 

capital letters in the middle of the word. 

Developable (2): She/he includes paragraph indentation in some parts of her/his article. Uses paper 

irregularly in general. Some words that do not fit at the end of the line are misspelled, and it is rarely seen 

that there is no hyphen. It is seen that capital letters are used at the beginning of some sentences. 

Sometimes capital letters are used in the middle of the word. 

Sufficient (3): Pays attention to paragraph indentation. Makes center alignment and uses paper regularly 

in general. Properly spells most words that don't fit at the end of the line. Uses a hyphen. The use of 

lowercase letters is very rare when starting a new sentence. 

Quite Sufficient (4): She/he includes paragraph indentation her/his article. Makes center alignment and 

uses paper regularly. Properly spells words that don't fit at the end of the line. Uses a hyphen. All upper- 

and lower-case letters are correct throughout the article. 
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Consistency 

Less Sufficient (1): She/he does not include a suitable title for the content of the her/his article. Words 

and sentences are detached from the subject and each other in terms of meaning. The storyline is 

complex. Character, place, time and place elements are not encountered. 

Developable (2): The title she/he added to her/his article is not very suitable for its subject. Some of the 

words and sentences are detached from the subject and each other in terms of meaning. There is 

complexity in terms of storyline. Although she/he includes the elements of character, place, time and 

space, she does not describe them in her/his writing. 

Sufficient (3): Writes a title suitable for the content of the article. It is rarely seen that some words and 

sentences are disconnected from the subject and from each other. She/he includes introduction, 

development and conclusion sections in her/his articles. In her/his writings, she/he includes the elements 

of character, place, time and place and describes them, albeit a little. 

Quite Sufficient (4): The title is appropriate to the content of the article. The words and sentences she/he 

writes are consistent with each other and relevant to the topic. She/he writes without disturbing the 

storyline, paying attention to the introduction, development and conclusion parts. In her/his writings, 

she/he includes and describes the elements of character, place, time and space. 
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Abstract 

This study aimed to adopt a measurement tool with high validity and reliability to determine the 

entrepreneurship perceptions of middle school students. Within the scope of the study, validity and 

reliability studies were carried out to adapt the "Individual Entrepreneurship Perception Scale" 

developed by Yalçın İncik and Uzun (2017) for the sample of middle school students. The study 

sample comprised 5-8th-grade students in 12 different secondary schools. It consisted of a total of 486 

students. Exploratory factor analysis was applied to the data obtained to test the construct validity of 

the scale. These results showed that the adapted scale has a 4-factor structure. In testing the construct 

validity, the scores for the upper and lower groups were compared with the independent group t-test. 

The sub-factors on the scale were named “self-competence”, “planning”, “determination,” and 

“openness to learning.” The internal coefficient of consistency was determined to be .90 based on 

reliability analysis on the final state of the scale, which was determined after factor analysis. This 

study shows that the scale has suitable reliability and validity and can be used especially at the 

secondary school level. 
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INTRODUCTION  

Entrepreneurship is a concept that originates from the French word “entrepreneur” and means 

“constructive.” One of the first to use this concept, Knight (1921) described entrepreneurship as “the 

ability to profit from uncertain and risky situations.” Over time, dozens of different definitions were 

made about this concept. Some studies refer to the lack of effort to define this concept as being due to 

its complex structure (Dollinger, 2008). In addition to not having a precise definition, definitions 

highlighting different points are given in many other sources. Allen (2006) defined entrepreneurship as 

an “opportunity-oriented, innovative and growth-oriented” mindset or way of thinking. Aytaç (2006) 

also stated that the concept of entrepreneurship causes innovation and social, cultural, and political 

mobility beyond economic value generation. In short, entrepreneurship can be defined as all the 

thoughts, activities, and initiatives about profit under difficult and risky conditions. Entrepreneurship 

is also a concept directly related to societies and cultural structures.   

Entrepreneurship education is one of the most critical sustainable development factors in the 

world's developed countries. This is because entrepreneurship is considered a “teachable” skill rather 

than a character trait (Heinonen and Poikkijoki, 2006). In this context, Junior Achievement Young 

Enterprise student mini-company (SMC) included participation by more than 2 million secondary and 

high school students in more than 40 countries in Europe and America in the 2005-2006 academic 

year with the slogan “entrepreneurs are not born, you become an entrepreneur” (Oosterbeek, Praag, & 

Ijsselstein, 2010). The first examples of entrepreneurship education in the world are from 1980 

(Haines, 1988), and the first entrepreneurship education study in Turkey was conducted in 2000 

(Girginer & Uçkun, 2004). Although entrepreneurship training has gained importance in Turkey in 

recent years, there is a difference of about twenty years compared to developed countries (Çetinkaya 

Bozkurt & Alparslan, 2013). The main reason entrepreneurship education is so essential for developed 

and developing countries is that it contributes to the development of entrepreneurs who support the 

economic, cultural and political development of their countries.   

When the studies about entrepreneurship education are examined, entrepreneurship education 

aims to improve entrepreneurship in students who receive this training and to enhance the skills and 

behaviors of entrepreneurs (Heinonen & Poikkijoki, 2006). Barba-Sánchez and Atienza-Sahuquillo 

(2017) also stated that entrepreneurship education provides positive attitudes toward being a better 

entrepreneur as well as the development of knowledge and skills in students. It was stated that 

entrepreneurship training programs directly affect participant intentions and increased their tendency 

to engage in entrepreneurial activities (Adekiya & İbrahim, 2016). As understood from these studies, 

entrepreneurship training aims not only at gaining entrepreneurial knowledge, but also at developing 

the personality characteristics of entrepreneurial individuals. In this context, changes in the perception 

of the individual's entrepreneurship characteristics must be identified to determine whether the training 

has achieved its goal.  

When the literature is examined, the “Individual Entrepreneurship Perception” scale was 

developed by Yalçın-Pearl and Long to determine individual entrepreneurship perceptions. The 

purpose of developing this scale was to evaluate perceptions of the individual of themselves as 

entrepreneurs determining their future behavior. Individuals with a high perception of individual 

entrepreneurship are expected to have high entrepreneurship tendency in the future. This scale was 

developed to determine the individual entrepreneurship perceptions of university students. It is noted 

that there is no valid and reliable measuring tool to measure the perception of entrepreneurship for the 

secondary school age group, given that entrepreneurship education begins at a younger age, both 

according to the national and international literature. It is thought that this study will provide an 

essential contribution to resolving this deficiency in the literature. 
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METHOD  

Sample  

The data was obtained from students who studied in secondary schools in five different 

districts of a large-scale province in the Black Sea region in the first semester of the 2019-2020 

academic year. In the study, 6 of the 12 schools used to represent the universe were randomly selected, 

and a questionnaire was applied to 520 students in these schools. Moreover, a total of 486 data from 

these students were reached. In this context, the study data was obtained by appropriate sampling with 

the improbable sampling type. Although the sample was not chosen within a probability of the study 

population, it has cross-sectional features suitable for the research. In the sample, 276 students were 

girls, and 210 were boys.   

Stages of Scale Development  

In this study, the scale adaptation steps suggested by Seçer (2018) and Şeker and Gençdoğan 

(2014) were examined, and a 9-stage procedure was applied by compiling the steps.  

Stage 1: Need determination:   

The fact that entrepreneurship skills are used in many areas, shaping education policies and 

affecting the economy, once again reveals the issue's importance. Skills are essential in the 

entrepreneurship process and all areas (Dilsiz and Kölük, 2005). Learning by individuals who receive 

entrepreneurship education is associated with entrepreneurship tendencies. (Jeonghwan 2008, 

Compact: Tanrıverdi, Bayram and Alkan, 2016). In this respect, measuring the efficiency after 

individual entrepreneurship training will contribute to determining entrepreneurship tendency. 

Therefore, sufficient measurement tools in terms of reliability and validity are needed in this field. 

Stage 2: Identify the appropriate measuring tool to meet the need.  

To assess the entrepreneurship tendency, some tools were developed like the thematic 

perception test (Caird, 2013; Fineman, 1977; Hansemark, 2000), the scale of entrepreneurship 

tendency (Yilmaz & Sunbül, 2009), the scale of individual entrepreneurship perception (Yalçın-İncik 

& Uzun, 2017), and the scale of individual entrepreneurship tendency (Şart, 2020). In this study, the 

individual entrepreneurship perception scale for the university level developed by Yalçın-İncik and 

Uzun (2017) was adapted to the secondary school level. It is thought that, given the goals of the 

achievement of entrepreneurship skills for all students (the Eleventh Development Plan, 2019 s. 135), 

it will significantly contribute to the individual determination of student entrepreneurship level 

tendency in secondary schools.  

Stage 3: Adaptation studies  

For adaptation of the scale to the secondary school level, the scale developed by Yalçın İncik 

and Uzun (2017) was carefully examined to see whether it is suitable for the corresponding level. 

Expert opinion was taken about whether the original form, prepared with a total of 31 items, complied 

with the secondary school level. For this purpose, two lecturers with field training, one educational 

science expert, one Turkish language expert, and one measurement and evaluation expert were 

consulted. In line with expert opinion, no item was removed from the scale at this stage, as all items 

aligned with the study’s purpose and scope.  

Stage 4: Preparation of the physical structure of the scale to be adapted.  

In this stage, the procedures for determining the categories for the responses to the 31 items in 

the item pool and ordering of the items were carried out. For this purpose, the grade categories that are 

best suited for the scale’s items were selected, and the five-degree rating of the original scale (disagree 
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completely – agree completely) was chosen. The ratings were scored in the range 1-5 from negative to 

positive. This process followed the ordering and numbering of the items in the form. Items were given 

random numbers, and the order for the form was determined.  

Stage 5: Sampling 

At this stage, the selection of the sample, the sampling method, and the level of sampling 

representing the universe were discussed. Permission was obtained from the Provincial Directorate of 

National Education to identify students to whom the draft form would be applied in the study. In this 

context, implementation in the five central districts of a large-scale province in the Central Black Sea 

region was appropriate. The reason for selecting this province and these district centers is that they can 

provide sufficient numbers to represent the universe and be economically suitable.   

Stage 6: Pilot Study  

A total of 31 items on draft form were administered to a small group of students (15 students) 

with the same characteristics as the target audience. The study was conducted about the level of 

understanding of the scale and materials. This was carried out under the supervision of at least one of 

the researchers. The researcher provided students with immediate feedback if they had questions about 

items or vague statements. Students were requested to fill out the draft scale within 15 minutes. The 

results indicated that this time was sufficient to complete the survey during the actual process. After 

the data was collected, the student's answers were examined, and all the questions were answered. As 

a result of student interviews, it was determined that there were no incomprehensible items. 

Stage 7: Actual application  

Based on the pilot study findings, the form was implemented in a total of 6 schools in five 

different districts of a province located in the Black Sea region. A total of 520 students studying in 

these schools were reached, but 486 data points were obtained.  

Stage 8: Validity and Reliability Studies  

This stage determines the reliability and validity of the measuring tool. Multiple methods were 

chosen to determine both reliability and validity. The operations carried out in this section are covered 

in detail in the findings section. According to Karakoç and Dönmez (2014), it is necessary to carry out 

a reliability and validity study in scale adaptation studies. Validity studies are done in three ways: 

interpretive, criteria-based, and construct validity. For interpretative validity, face and content validity 

are used; this is expert opinion. The validity based on criteria is equivalence and predictive validity 

and is determined by correlation. The construct validity uses same scale validity, structural equation 

modeling, or factor analysis. Statistical tests used include correlation and factor analysis. For this 

purpose, factor analysis were performed to ensure validity in this study. Before validity and reliability 

were tested, the data check was carried out as follows:   

Data transferred to the computer environment were checked for missing, endpoint, or incorrect 

data entry. It was determined that 42 items were left blank within 15066 cells from 486 students 

responding to 31 items. These empty items were not systematic; they happened randomly and did not 

coincide with the same students. The missing data cell/total cell ratio of 0.003 was found. This rate is 

far below acceptable limits, so statistical correction was made. In this process, a series of average 

score assignments was made to the empty cell with minimal impact on the result (Hair, Anderson, 

Tatham, and Black, 1998). This process was followed by converting raw data to standard ratings. This 

is to determine whether students with scores outside of normal distribution are present. Thus, the aim 

was to minimize the statistical errors caused by these end values (Tabachnick & Fidell, 2014). The Z 

score for each item was calculated from the standard score, and no student response was found, with 

the Z score being less than -3 and greater than +3 (Seo, 2006).   
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Whether the collected data meets the normality requirement is essential for factor analysis and 

the use of parametric method. For this purpose, the skewness and kurtosis values of the bullet points 

were examined. It was determined that all 31 items had a kurtosis value of -1.00 to +1.00, and 

therefore it was appropriate to continue the study with all of the items included on the scale 

(Büyüköztürk, 2002).  

Stage 9: Reporting  

This is presented in detail in the findings section. 

FINDINGS  

This section contains statistical analysis results determine the reliability and validity of the 

Individual Entrepreneurship Perception Scale.  

Reliability Studies  

Reliability is a prerequisite for validity of measuring tools. For validity to be high, in other 

words whether the measurement tool serves its purpose or not, the reliability level must first be high 

(Yaman, 2012). The validity and reliability of this scale were examined for the secondary school level 

based on data collected from university students. The 31-item form was analyzed with student data. 

Because the rating of the items on this form uses a Likert ranking, the Cronbach alpha method was 

chosen for reliability first. As a result of this analysis, the internal coefficient of the measuring tool 

was calculated as 0,91. 

Corrected item - total correlation values between the total test score and item points were 

examined to reduce the number of random errors in this reliability coefficient, which is a high for 

consistent measurement results. The positive and high levels of these correlation values mean that the 

level of internal consistency of the test materials is high and the random error is low (Büyüköztürk, 

Çakmak, Akgün, Karadeniz & Demirel, 2017). Tavşancıl (2002) stated that the total correlation values 

should be greater than 0.30. The lowest value for the item-total correlation coefficients obtained in this 

study, excluding three items, is 0.43. The highest value was 0.62. Three items (16th item .01; 23rd item 

.08; 28th item .18) were removed from the test as they had low correlation. Although the literature 

includes information about the extent of adherence to the original scale (Gözüm & Aksayan, 2002), it 

is possible to decide on the removal of an item based on the total correlation coefficient (Özdamar, 

2004). Kalaycı (2002) emphasized that if the level of reliability increases when the item is removed, 

the item should be removed. It was determined that the 28 items remaining after removing the three 

items had medium positive relationship with the total test score. These values contribute to the high 

level of internal coherence of the measuring tool for items, apart from 3 items, during the pre-

reliability analysis phase; therefore, these items do not need to be removed. Items are presented as 

total correlation coefficients with values of .60 and higher; .50 to .59; .49 to .40; and .39 and under in 

the following table. 

Table 1. Corrected item - total correlation results  

No  Intervals  Items  

1  .60 and above   Item 5, Item 8, Item 12, Item 21  

2  .50 to .59  
Item 2, Item 3, Item 4, Item 6, Item 9, Item 10, Item11, Item 13, Item 14, Item 15, Item 17, 

Item 18, Item 19, Item 20, Item 24, Item 26, Item 27, Item 29, Item 30, Item 31  

3  .40 to .49  Item 1, Item 7, Item 22, Item 25  

4  .30 and under Item 16, Item 23, Item 28  

 

The Cronbach alpha coefficient was .91 before the 16th, 23rd and 28th items with correlation 

coefficient below .30 were removed from the test. It was recalculated after the removal of these three 

items and determined to be .93. Murphy and Davidshoper (1988) classified the reliability coefficient 
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as: <.60: unacceptable; .61-.79: low reliability; .80-.90: moderate reliability; and >.90: high reliability. 

The internal reliability coefficient of the measuring tool is high based on these intervals.   

Validity Studies  

The determination that the reliability level is high for the adaptation to secondary school level 

of the Individual Entrepreneurship Perception Scale, developed by Yalçın İncik and Uzun (2017) with 

the data obtained from university students, means that the prerequisite for the calculation of validity is 

met. Turgut and Baykul (2012) defined validity as the degree to which the measurement tool serves 

the purpose of development. The validity levels of measuring instruments can be found with different 

ways and techniques. Nitko (2004) stated that combining multiple methods in determining the validity 

level of data obtained from the measuring tool is more appropriate for determining fulfillment of 

purpose. The most commonly used validity types are face validity, construct validity, and content 

validity. In the development of the original scale, the content and construct validity were examined. 

The opinion of five experts was consulted for content validity, and the trial form was created by 

removing items that are not suitable for application. The researchers used factor analysis for construct 

validity (p. 474). For this purpose, exploratory factor analysis was used to determine the scale’s 

construct validity. Although the researchers did not precisely state what method they used in their 

study, it was concluded that they used principal component analysis from the article content. Since 

there was no meaningful relationship between crucial factors, they used the varimax perpendicular 

rotation technique (p. 475). In this study, the following actions were completed for the scale, adapted 

from the stages used in developing the original scale:  

1. Definition of the problem and data collection: Entrepreneurship has been a concept and 

skill included in Turkey’s compulsory education programs for 12 years since 2013. At the university 

level, it is also available as mandatory or elective courses in the weekly course programs of many 

faculties/colleges. In the general culture elective courses of the curriculum implemented since 2018, 

this skill is given the name “Economics and Entrepreneurship”. Developed by Yalçın İncik and Uzun 

(2017), the Individual Entrepreneurship Perception Scale was intended to reveal entrepreneurship 

skills of students at university level. Adapted to secondary school, this scale will individually 

determine the level of student entrepreneurship tendencies. The basic information about 

entrepreneurship is given in the introduction of the study. The study data was obtained from 486 

secondary school students who attended different classes in five different schools.   

2. Testing the suitability of the data for factor analysis: Analysis of the data collected in the 

study started with the validity of the measuring tool and the construct validity. For this purpose, the 

cross-item correlation was first examined to determine how appropriate the data is for factor analysis. 

Since it was determined that the correlation coefficients between the items were between .34 and .49, 

initial evidence in favor of factor analysis was obtained. Following this, new evidence was obtained by 

using the Kaiser-Mayer-Olkin (KMO) and Bartlett’s Globalization (Bartlett’s Test of Sphericity-BTS) 

test results. The KMO value is an essential criterion for sampling adequacy. For this reason, the 

observed correlation coefficients were compared to the partial correlation coefficients. If the KMO 

value is less than 50, it means that the correlation between variables cannot be explained by other 

variables, so factor analysis cannot be performed. Sharma (1996) recommended the following ranges 

for KMO values: <.50: weak; .50 to .69: medium; .70 to .79: good; .80 to .89: very good and <.90: 

excellent. The sample qualifies as excellent because the data from the adapted measuring tool had 

KMO value of .94.  

The BTS test checks whether the data comes from multiple normal distributions. There is no 

relationship between the null hypothesis, but the research hypothesis indicates that the relationship 

exists. If there is a low coefficient in BTS testing, zero hypotheses are accepted; meaning there is no 

relationship. When no connection is found, factor analysis needs to be terminated or reviewed (Hair, 

Anderson, Tatham, and Black, 1998). The p-value should be less than .05 (Büyüköztürk, 2010). This 

study found that the chi-square value for the BTS was significant (X2=4975.86; p<, 05). Both of the 
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above analysis results mean that the collected data is suitable for factor analysis and that the sampling 

is sufficient.   

Field (2009) stated that it is appropriate to look at the anti-image correlation coefficients when 

deciding to perform factor analysis. The anti-image correlation matrix values are used to determine 

whether items should be included in factor analysis. If the coefficients in the matrix are less than 50, 

data collection is required (Field, 2009). The anti-image correlation coefficients of 28 remaining items 

after the removal of 3 items is given below: 

Table 2. Anti-image correlation values between items  

Items 1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 17 18 19 20 21 22 24 25 26 27 29 30 31 

Anti-image 

correlation value 
.60 .56 .56 .60 .55 .59 .58 .56 .55 .64 .68 .55 .61 .61 .57 .57 .60 .60 .63 .57 .70 .64 .74 .57 .60 .66 .64 .55 

 

When Table 2 is examined, the anti-image correlation coefficients of the items range over .15; 

the highest correlation coefficient is .70 and the lowest coefficient was found to be .55. It was decided 

to use factor analysis to investigate the adaptation of the Individual Entrepreneurship Perception Scale 

to the secondary school level.   

3. Determination of the fundamental components of the variable covered by factor analysis: 

Factor analysis is a multivariate statistic that aims to find and discover a small number of conceptually 

meaningful new variables (factors, dimensions) by bringing together a large number of interrelated 

variables (Büyüköztürk, 2002). The primary purpose of factor analysis is size reduction. Size 

reduction occurs in two ways: confirmatory factor analysis (CFA) and exploratory factor analysis 

(EFA). EFA is used to determine the most appropriate number of factors for data collected from the 

sample and determine if the hidden dimensions of variables measured with the items are present 

(Brown, 2015). It is recommended that two critical conditions be considered when selecting the 

variance to be used in factor analysis. These are the decisions to work with t total variance or common 

variance (Yaşlıoğlu, 2017). Tabachnick and Fidell (2014) stated that it is appropriate to use the 

analysis of the main components in determining the factor structure of the measuring tool. Principal 

component analysis was preferred in this study because the aim was to examine the adaptation of the 

scale to secondary school level and consider total variance. At the end of the analysis, there were four 

factors with an eigenvalue greater than 1.00 on the scale. Also, the scree plot was used to provide 

evidence for factor numbers. 

 

Figure 2. Scree plot 

According to Figure 2, a two-factor structure emerges when taking both the scree plot and the 

values into account in determining the number of factors in the adapted scale. The eigenvalues are 
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taken into account to determine the estimated number of factors in the scale and the variance 

calculation described by the factors that generate the scale. Many researchers recommend a value of 

1.00. When the core value falls below 1.00, there will be no significant contribution to the total 

variance for the value of the variables that the factor can explain. The scree plot is an image of the 

amount of variance explained by each factor. Interpretation is made by considering the variation 

between breakpoints on the scree plot. Field (2009) acknowledged that scree plots provide more robust 

evidence of the factor structure as the sample grows. The graph above is seen to have single-factor 

structure, but the eigenvalue was determined to be more than 1.00 for four components. The factor 

analysis of the original scale found a 6-factor structure. In the original scale, the eigenvalue for the 

first factor was relatively high, as in the adapted scale. Therefore, in this study, the 4-factor structure 

was adopted considering the eigenvalues. Table 3 includes the factor load values of scale elements and 

the descriptive statistical results.   

Table 3. Factor load values and descriptive statistical results for scale items  

Items Factor1 Factor2 Factor3 Factor4 𝐗 S 

Item 27 .68    3.96 1.13 

Item 30 .61    3.75 1.17 

Item 20 .60    4.01 1.06 

Item 25 .59    3.95 1.16 

Item 17 .58    4.11 1.11 

Item 26 .49    4.17 1.13 

Item 21 .43    3.99 1.09 

Item 6  .75   3.92 1.18 

Item 15  .71   4.02 1.21 

Item 8  .62   4.09 1.11 

Item 22  .54   3.97 1.11 

Item 13  .52   3.78 1.22 

Item 14  .52   4.00 1.19 

Item 3   .71  3.86 1.16 

Item 4   .71  3.88 1.19 

Item 2   .70  4.05 1.03 

Item 9   .55  3.79 1.16 

Item 1    .84 4.05 1.15 

Item 5    .57 4.00 1.09 

Item 7    .53 3.95 1.15 

 

When Table 3 is examined, the adapted scale consists of 4 factors. Items 16, 23, and 28 were 

removed from the measuring tool in the pre-reliability study. After these items, 28 items were 

analyzed. There were items loaded on more than one factor. The differences between the values for the 

items loaded on each factor were examined. If the difference between the factor load values of the 

items within this scope is less than 10 (Osborne & Fitzpatrick, 2012), it poses a significant risk to the 

construct validity. These items were excluded from the process. The item numbers 10, 11, 12, 16, 18, 

19, 24, 29, and 31 were excluded at this stage. The reason for excluding these items is that any item in 

the measuring device should only measure one characteristic (Çokluk, Şekercioğlu, and Büyüköztürk, 

2012). As a result of the analysis, the first factor consisted of 7 items, the second factor 6, the third 

factor 4, and the fourth factor included 3 items. Therefore, the final version of the measuring tool 

consisted of 20 items. MacCallum, Widaman, Zhang, and Hong (1999) said that a factor that improves 

the measuring instrument should contain at least three items. All four factors in the measuring tool 

comprise at least three items.   

Factor load values are also important evidence for the construct validity of the measuring tool. 

The classification by Comrey and Lee (1992) determined the following intervals for factor load values 

of the items: >.70: excellent; .70 to .63: very good; .55 to .62: good; .54 to .45: normal; and <.44: bad.  
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When factor load values of the adapted measuring tool are examined, 5 items had excellent, 2 items 

very good, 7 items good, 5 items normal, and 1 item had poor factor load. The table showing the total 

variance contribution of each factor and the items included in each factor is presented below:  

Table 4. Variance results for sub-factors of the scale  

Factors  Number of items Items Eigenvalue Explanation Variant 

Factor1  7 17 - 20 - 21 - 25 - 26 - 27-30 7.11 35.55 

Factor2  6 6 - 8 - 13 - 14 - 15-22 1.29 6.46 

Factor3  4 2-3-4-9 1.10 5.48 

Factor4  3 1-5-7 1.04 5.21 

Total  20 20  52.71 

 

As shown in Table 4, the first factor of the measuring tool consists of 7 items, and it explains 

35.55% of the variance. The second factor includes six item and explains 6.46% of the variance; the 

contribution of the third factor containing four items is 5.48%. The last factor consists of 3 items, and 

it explains 5.21% of the variance. When these data are examined, the higher the number of items in the 

factor, the more it contributes to the explained variance. The first factor alone has very high variance 

value. The items included in the factors were examined in detail by considering the literature. After 

comparisons with the original scale factors, the factors were named. Accordingly, the factors are 

named in order: "self-competence,” “planning,” “determination,” and “openness to learning.”   

Different methods can also determine if the factors are properly configured. Some of these 

methods may involve the correlation between factors, group differences, or external tests (Çakmur, 

2012). The results found by examining whether there is a relationship between the factors on the 

measuring tool are given below. To explain the values obtained with these analyses, the classification 

designed by Büyüköztürk (2002) was used. This classification is as follows: ± .00 to ± .29 low; ±.30 to 

±.69 medium; and ± .70 to ± 1.00 high. The following table lists the correlation coefficients between 

the factors:  

Table 5. Correlation coefficients between the sub-dimensions of the scale and the total scores  

Factors Factor1 Factor2 Factor3 Factor4 

Factor 2 .66    

Factor 3 .61 .56   

Factor 4 .58 .57 .47  

Average .89 .87 .78 .74 

 

When Table 5 is examined, sub-dimensions have moderate positive relationship. Among the 

sub-factors, the highest relationship was between Factor 1 and Factor 2 (rxy =.66; p <.01), while the 

lowest relationship was between Factor 2 and Factor 3 (rxy =.47; p <.01). There was a high-level 

relationship between the mean score of the measuring tool and the sub-factors. The highest 

relationship was between Factor 1 with the mean score (rxy=.89; p<.01), while the lowest relationship 

was between Factor 4 with the mean score (rxy =.74; p <.01).  

The cross-group method compares the points for the upper and lower groups with the test 

construct validity (Yaman, 2012). In this analysis, the increase in the differences between the mean 

scores of the upper and lower groups can be used as proof, although not very strong, of the measuring 

tool’s construct validity. Table 6 provides the analysis result for comparing scores of these groups:   
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Table 6. T-test results for independent groups in the opposing group method (Lower-Upper 

N:132; sd:262)  

Factors  Group  𝐗 S t p 

Factor1  
Lower 3.15 .56 29.55 .000 

Upper 4.75 .28 

Factor2  
Lower 3.00 .49 37.00 .000 

Upper 4.79 .26 

Factor3  
Lower 3.06 .66 26.54 .000 

Upper 4.77 .33 

Factor4  
Lower 3.04 .85 19.71 .000 

Upper 4.66 .41 

Average  
Lower 3.07 .33 51.70 .000 

Upper 4.75 .17 

 

As shown in Table 6, there is a significant difference between sub-factors and average scores 

of students in opposite groups in the sample. The most considerable difference between the upper and 

lower groups occurred in Factor 2, while the lowest difference was seen in Factor 4. These results can 

be considered additional evidence for the construct validity of the adapted measuring tool.   

Explanations for the Factors of the Measurement Tool  

The original scale consists of 31 items and six sub-factors. The sub-factors on the scale were 

called "planning,” “control focus,” “self-confidence,” “communication,” “motivation,” and “self-

discipline," respectively. The factor analysis results in the adaptation study showed that the measuring 

tool was loaded on four sub-factors. Eleven items in the original scale (10-11-12-16-18-19-23-24-28-

29-31) were excluded from the test adapted to secondary school level because they reduced the 

reliability level or were loaded on more than one factor with similar load values. Therefore, the 

adapted measuring tool contained 20 items.   

Level of reliability of the measuring tool  

The Cronbach alpha reliability coefficient of the original measuring tool was .92. The 

reliability coefficients for the subdimensions were planning .80; control focus .84; self-confidence .75; 

communication .72; motivation .75; and self-discipline .60. The Cronbach alpha reliability coefficients 

for the 20 items and sub-factors in the final form of the adapted measurement tool, as well as the 

coefficients obtained by the test-half test method are presented in the table below. 

Table 8. The reliability coefficients for the overall average score of the measuring tool and each 

sub-dimension  

Factors  Number of items Items 
Cronbach Alpha 

Method 

Test Radiation Method 

(Spearman-Brown) 

Factor 1  7 17 - 20 - 21 - 25 - 26 - 27-30 .79 .77 

Factor 2  6 6 - 8 - 13 - 14 - 15-22 .79 .79 

Factor 3  4 2-3-4-9 .74 .78 

Factor 4  3 1-5-7 .67 .63 

Total  20 20 .90 .87 

 

While the Cronbach alpha reliability coefficient for all the adapted measurement tool items is 

.90, the reliability coefficients of the sub-factors were calculated as .79, .79, .74 and .67, respectively. 

These values are accepted as proof that the measuring tool provides consistent results for social 

science studies. 

DISCUSSION, CONCLUSION AND RECOMMENDATIONS  

Measuring tools are developed to measure specific characteristics and characteristics of a 

particular group. They may be effective in measuring the characteristics of the target group, but the 
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same impact may not occur in different groups (Aker, Dündar, and Pekşen, 2005). In this case, there 

are two methods given when the relevant literature is examined, and a gap in the field is determined: 

A) new scale development and B) adaptation of an existing scale. Güngör (2016) stated that both paths 

have their strengths and weaknesses. For example, while adapting a scale, it must be easy to adapt 

because it consists of items that previously contributed to validity and reliability. 

In contrast, these items may be a limitation if they do not provide the same results in the 

adapted target group. In this study, similar situations were encountered when adapting the items on the 

Individual Entrepreneurship Perception Scale, developed by Yalçın İncik and Uzun (2017), to the 

secondary school level. Also, validity and reliability of the scale were examined for university 

students. Firstly, the researchers tolerated the time loss due to creating a pool of items using the 

prepared material of the scale. Five experts provided opinions about suitability of the items on the 

scale for the secondary school level. Before the implementation, a pilot application of the scale was 

held with 15 secondary school students to examine both the appropriate time for implementation and 

the student's understanding of the items. Then, the scale was applied to 486 students, and validity and 

reliability studies were carried out. Factor analysis was performed to determine whether the data from 

the target group was suitable and the anti-image correlation value was examined. The correlation 

coefficients of the items were determined to be between .55 and .70. The Kaiser-Meyer-Olkin and 

Bartlett’s globalization test results also showed that the sample data was suitable for factor analysis. 

However, when analysis results were examined, 11 items on this scale were not in line with the target 

group of secondary school students during the adaptation studies. Three of these 11 items were not 

included in further processing of the measuring tool because it reduced the reliability level. The other 

eight items were excluded from the scale because they were loaded on more than one factor and the 

difference between the loading values was less than 10. 

A new factor structure was introduced as a result of a significant amount of items being 

removed from the measuring tool, and accordingly, the factors were renamed. The difficulty in naming 

the new factor structure may be considered one of the weaknesses of scale adaptation studies. Because 

significant changes were made the theoretical structure of the original scale, a system has to be 

constructed. When the factor structure of the original scale is examined, it had a six-factor structure. 

These factors were called “planning, control focus, confidence, communication, motivation, and self-

discipline”. In this study, the adapted scale had four factors. These factors were “competence, 

planning, determination and openness to learning.” When the items removed after factor analysis of 

the scale are examined (items 10-11-12-16-18-19-23-24-28-29-31 on the original scale), these items 

were included in the control focus, confidence, motivation, and self-discipline factors on the original 

scale. It was noted that these items usually contain future expressions and may not be sufficiently 

meaningful to students. 

When the items in the first factor of the adapted scale, called “self-efficacy,” were examined, 

it included items in the self-confidence, communication, motivation, and self-discipline factors of the 

original scale. The second factor, “planning,” is a mixture of items from the planning, control focus, 

confidence, and communication factors on the original scale. The third factor, “stability,” is a mixture 

of the planning and control focus factors on the original scale. The last factor is “openness to 

learning,” which was also created by combining some elements in the “planning and control focus” 

factors of the original scale. In this context, the items in the new factors during adaptation of the scales 

were carefully read for naming. Within the basic framework of the theoretical structures, three 

different researchers named the factors simultaneously, and decisions were made about which factor 

names were most appropriate. Based on the Cronbach alpha order, the internal consistency coefficients 

for each factor created by factor analysis was analyzed. The Cronbach alpha values were .79, .79, .74 

and .67, respectively, and the internal coefficient for consistency of the entire scale was .90. Based on 

these results, it is thought that the individual entrepreneurship perception scale is valid and reliable for 

middle school students and is a suitable measurement tool for use. 

Entrepreneurship features were researched in many studies from the past to the present. 

Uygun, Mete, and Güner (2012) examined entrepreneurial personality characteristics in 7 dimensions. 



International Journal of Progressive Education, Volume 18 Number 6, 2022 

© 2022 INASED 

205 

These dimensions were perseverance/determination, motivation for success, autonomy, curiosity and 

desire for learning, confidence, tendency to take risks, and innovation/creativity. Çetinkaya Bozkurt 

and Alparslan (2013) compiled many of the entrepreneurship studies in the literature and collected the 

key features found in an entrepreneur in 18 heading. These headings were innovative, risk-taking, 

change-oriented, focused on opportunities, creative, advanced communication skills, proactivity, high-

success drive, emotional intelligence, insistence on decisions, taking risks, confidence, need to 

succeed, innovation, creativity, and good communication. Entrepreneurs were defined as finding it 

easy to solve problems and having emotional intelligence. The concepts of “self-efficacy, planning, 

determination, and openness to learning,” which emerged by renaming the factor structures of the 

scale during the adaptation of the individual entrepreneurship perception scale to the secondary school 

level, are also in line with other dimensions in the literature. These dimensions are considered to 

support the other concepts in the literature.  

As a result of this study, the validity and reliability analysis of this scale were completed and 

will guide entrepreneurship studies carried out in Turkey with increased popularity in recent years. 

This adapted scale will be used by researchers working in the field of entrepreneurship and to evaluate 

studies commissioned by teachers on developing entrepreneurship skills in teaching programs. 

Heinonen and Poikkijoki (2006) suggested that the priority must be the determination of 

entrepreneurship initiatives, followed by action after the presentation of knowledge and experience. 

The “Individual Entrepreneurship Perception Scale” can measure changes that will occur in the 

individual entrepreneurship perceptions of students after entrepreneurship training. It is recommended 

that this scale be used at different times during secondary school to determine the changes in 

individual entrepreneurship perceptions that occur in students undergoing entrepreneurship training. 

Because the scale was adapted with a limited sample, it is possible to compare the results by working 

with broader samples. In this case, as evidence of the structure of the scale, in addition to exploratory 

factor analysis, correlation coefficients between the item and total scores on the scale and the scores of 

the upper and lower groups were analyzed with the independent groups t-test. Researchers are advised 

that confirmatory factor analysis may be conducted in future studies to examine the suitability of the 

scale's factor structure. Using this scale, research can be conducted about how student 

entrepreneurship perceptions differ based on different variables.  
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Addition. Examples of Adapted Scale Items 

Original 

Item No 

New 

Item 

No 

Item 

C
o

m
p

le
te

ly
 

d
is

ag
re

e 

I 
d

o
 n

o
t 

ag
re

e 

U
n

d
ec

id
ed

 

I 
ag

re
e 

C
o

m
p

le
te

ly
 

A
g

re
e 

Factor 1: Self-Efficacy      

17 1 I have full confidence in completing a task I started. 1 2 3 4 5 

20 2 ********** 1 2 3 4 5 

21 3 ********** 1 2 3 4 5 

25 4 ********** 1 2 3 4 5 

26 5 ********** 1 2 3 4 5 

27 6 ********** 1 2 3 4 5 

30 7 I can anticipate the obstacles I might encounter in a new job. 1 2 3 4 5 

  Factor 2: Determination      

6 8 I don't mind asking questions 1 2 3 4 5 

8 9 ********** 1 2 3 4 5 

13 10 ********** 1 2 3 4 5 

14 11 ********** 1 2 3 4 5 

15 12 ********** 1 2 3 4 5 

22 13 I identify the strengths of the things I do. 1 2 3 4 5 

  Factor 3: Planning      

2 14 I plan activities that will address my knowledge requirements in my 

profession. 
1 2 3 4 5 

3 15 ********** 1 2 3 4 5 

4 16 ********** 1 2 3 4 5 

9 17 I identify the resources to bring my ideas to life. 1 2 3 4 5 

  Factor 4: Openness to learning      

1 18 ********** 1 2 3 4 5 

5 19 ********** 1 2 3 4 5 

7 20 I'm aware of my weaknesses. 1 2 3 4 5 
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Abstract 

The objective of this research is to determine the opinions of preservice teachers about the ideal drama 

classroom. For this purpose, a descriptive study was conducted within the scope of qualitative 

research. The study included 71 preservice teachers from different branches taking drama courses in 

the spring semester of the 2019-2020 academic year in the education faculty of a public university in 

Turkey. The researcher developed a data collection tool to determine preservice teachers' opinions 

about the ideal drama classrooms. In this context, preservice teachers designed their ideal drama 

classrooms, noted the objects that should be present, and wrote their opinions about the drama 

classroom they designed. The obtained data were analyzed by using content analysis. Frequency, code, 

and theme tables were created, and direct quotations were used to reflect participant opinions. 

Preservice teachers stated that an ideal drama classroom should be suitable for movement and 

spacious, and the floor should be appropriate for walking barefoot. In addition, they noted that in an 

ideal drama classroom, equipment such as stationery, costumes, cushions, sound system, board, and 

computer should be available. Suggestions were presented based on the opinions of preservice 

teachers.  
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INTRODUCTION 

Besides being an art form, drama is an alternative and effective method of teaching. In this 

context, starting from preschool, it can be used at almost every level of education, such as primary 

school, secondary school, high school, and university, and for different occupational groups and 

participant groups. When the concept definition is examined, creative drama in its most general form 

is defined as the enactment of a purpose or an idea based on the life experiences of the group 

members, using techniques such as improvisation and role-playing (Adıgüzel, 2013). Considering that 

drama practices are carried out in a group, under the direction of a leader, within the context of a 

subject and a space, each component is essential. According to Adıgüzel (2013), space is as important 

as the leader and the group throughout the process. Therefore, an interaction between the leader, the 

participant, and the space is crucial for the efficiency of creative drama studies.  

For the drama to take place, it first needs a group, a leader with sufficient experience in the 

field and the method of drama, an open or closed space that the group can comfortably use, and a 

notion with a dramatic structure that the group can act (Adıgüzel, 2013). It can be said that the criteria 

related to the space used in drama processes are not absolute, but there are precise requirements for the 

process to be applied more effectively. Drama practices can be carried out anywhere, open or closed. 

Different spaces can also be used according to their purpose, such as museums, historical sites, school 

gardens, and streets (Oğuz Namdar, 2021).  

Most schools lack drama classrooms, and teachers mostly complain about the absence of 

suitable drama classrooms and adequate equipment. Although drama courses are offered in education 

faculties as compulsory or elective, not all faculties may have drama classrooms. Additionally, 

faculties with drama classrooms occasionally could experience material issues. When studies in the 

related literature are examined, it is seen that several conclusions, deductions, and suggestions are 

presented. For example, Koç and Geçit (2020) suggested that spaces suitable for the class size can be 

preferred to reduce the noise in the classroom during the execution of creative drama activities. 

Physical inadequacy of the classrooms, lack of a suitable environment for drama, fixed desks, concrete 

floors, and lack of equipment are among the problems encountered in the literature within the scope of 

space while using the drama method (Adıgüzel, 2001; Altıntaş, 2012; Aykaç and Köğce, 2014; 

Gülakan, 2019; Nalçacı, 2012). 

Within the scope of the materials necessary in the drama space, Gülakan (2019) stated that the 

tools, equipment, and materials that can be used during drama activities should be chosen according to 

the interests and needs of the children and kept in schools and that the administrators in educational 

institutions should provide the necessary support for the tool, equipment, and material supply.  

Within the scope of the problems encountered during drama practices, it has been noted in the 

literature that there are several issues and deficiencies related to space. On this basis, it is aimed in this 

study to include opinions and suggestions on the creation of new drama classrooms to be designed and 

assembled, the rearrangement of the currently used drama classrooms, and how the existing 

classrooms can be used more effectively within the scope of drama practices. Preservice teachers need 

to use drama classrooms effectively to employ drama as an effective method in their future 

classrooms. In this respect, as well as constructing a lesson plan based on the drama method, they also 

need to be aware of the concept of space, which is one of the components of drama. A drama leader or 

a teacher who will use drama as a method in their lessons should know what features the drama 

classroom they will prepare should have. Drama practices can be carried out in almost any 

environment; however, the suitability of drama spaces in many aspects, such as functionality, safety, 

and material supply, can increase the efficiency of the class. Therefore, it is thought that the opinions 

of the preservice teachers who have taken the drama course are essential for creating an ideal drama 

classroom so that the lessons to be taught with the drama method can be more effective and 

productive.  
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METHOD 

Research Model 

In this research, a descriptive study was conducted within the scope of qualitative research to 

determine preservice teachers' opinions about an ideal drama classroom. ‘Descriptive studies define a 

given situation as precisely and carefully as possible. In educational research, the most prevalent 

descriptive method is survey research as researchers summarize characteristics (skills, preferences, 

behaviors, etc.) of individuals, groups, or (sometimes) physical environments (such as school)’ 

(Büyüköztürk et al., 2021, p. 25). 

Study Sample 

This study was conducted with 71 preservice teachers (50 women, 21 men) from different 

branches who were taking 'Drama in Education' and 'Drama' courses in the education faculty of a state 

university located in the northern region of Turkey, in the spring term of the 2019-2020 academic 

year. Figure 1 shows the distribution of preservice teachers participating in the research by gender. Of 

the 26 preservice teachers who took the 'Drama in Education' course, 23 were women, and 3 were 

men. Of the 45 preservice teachers who took the 'Drama' course, 27 were women, and 18 were men.  

 

Graph 1. Gender Distribution 

Data Collection Tools 

The researcher developed the data collection tool. Preservice teachers were asked to design an 

ideal drama classroom regarding the concept of space, which is one of the components of drama. They 

were asked to draw the designs on A4 paper and write down the objects they added on the second 

page. Lastly, they were asked to write their opinions about the ideal drama classroom they designed. 

Voluntary participation of preservice teachers was ensured. Within the scope of the application, 

necessary ethics committee and institutional permissions were obtained. The current research were 

evaluated by the Recep Tayyip Erdoğan University Social and Human Sciences Ethics Committee at 

the meeting numbered 2020/60 and were found ethically appropriate.  

Data Analysis 

Within the scope of this study, the data consist of preservice teachers' drawings and written 

opinions about the ideal drama classroom. The data obtained from the study are visual and written 

documents collected from the preservice teachers. The data of the study were analyzed using content 

analysis. The names of each preservice teacher are indicated as K1, K2, K3, etc. The names of the 

participants were not directly used. Firstly, all the drawings and written responses of the preservice 

teachers were thoroughly examined. Then, the drawings and answers of 10 students were analyzed 
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separately by a faculty member who teaches the qualitative research methods course in graduate 

programs. Codes generated after the analysis were discussed, and the codes that were not mutually 

agreed upon were evaluated collectively until a consensus was established. Each object drawn in the 

drama classroom designed by the preservice teachers was turned into a written document as a code. 

The answers given by the preservice teachers were divided into codes and themes to create frequency 

(f) tables. The frequencies in the tables are listed in descending order from the most frequently 

repeated code to the least repeated code. Their opinions are also presented through direct quotations in 

the continuation of the findings, along with the participant number. Following the data analysis and 

table development, the applicability of the categories and themes was evaluated by taking an expert 

opinion on the tables.  

FINDINGS 

Materials necessary in the drama classroom, according to preservice teachers 

The preservice teachers' responses were analyzed by content analysis, and the materials that 

should be in the drama classroom were organized into four categories: physical environment, activity 

materials, enactment, and technology.  

Table 1. Physical Environment 

Theme Category f Codes 

 

 

 

 

Physical 

Environment 

Organizers 104 Closet (n=44), Shoe Rack (n=16), Costume closet (n=12), Stationery 

cabinet (n=10), Shelves (n=8), Basket (n=3), Toy basket (n=3), Boxes 

(n=3), Crate (n=2), Chair cabinet (n=1), Student locker (n=1), Puppet box 

(n=1) 

 

Seating 100 Cushions (n=63), Chair (n=21), Stool (n=6), Armchair (n=5), Bean bag 

(n=3), Teacher's Chair (n=2) 

Stage Layout 59 Stage (n=45), Stage curtain (n=9), Stage decor (n=2), In-stage balcony 

(n=1), Puppet stage (n=1), Hologram stage (n=1) 

Table 51 Table (n=21), Teacher's table (n=9), Study tables (n=5), Student tables 

and chairs (n=4), Multi-purpose table (n=4), Makeup table (n=2), Coffee 

table (n=2), Desk (n=2), Craft table (n=1), Computer table (n=1) 

Hygiene 49 Air Conditioner (n=12), Trash can (n=10), Ventilation (n=7), 

Disinfectant (n=3), Sink (n=3), Overshoes (n=2), Water dispenser (n=2), 

Air purification system (n=2), Social distance bars (n=1), Air freshener 

(n=1), Bathroom (n=1), Mask (n=1), Vacuum cleaner (n=1), Paper towel 

machine (n=1), Mat (n=1), Waste bins (n=1) 

Floor 42 Carpet (n=30), Free space (n=5), Wooden floor (n=5), Circles on the 

floor (n=1), Tatamis (n=1) 

Spatial 

Arrangements 

40 Coat hanger (n=12), Curtain (n=7), Mirror (n=6), Window (n=4), Door 

(n=4), Insulation (n=3), Blank walls (n=2), Sound Insulation (n=2) 

Lighting 26 Lighting (n=13), Lamp  (n=4), Ceiling lamp (n=3), Spotlights 

(n=2), Light switches (n=1)  

Nature 11 Garden (n=3), Tree (n=2), Aquarium (n=2), Pet (n=1), Plants (n=1), 

Potted flowers (n=1), Birdhouses (n=1) 

Art 10 Paintings (n=5), Footed easel (n=2), Pictures (n=1), Artworks (n=1), 

Wall painting (n=1) 
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 Corners 7 Music corner (n=1), Multi-purpose corner (n=1), Meeting corner (n=1), 

Atatürk corner (n=1), Painting area (n=1), Music area (n=1), Playground 

(n=1) 

Walls 4 Colored walls (n=2), White wallpaper (n=1), Soft wall coverings (n=1) 

National 

Values 

4 Independence March and our flag (2), portrait of Atatürk and Atatürk's 

Address to Turkish Youth (n=2) 

 

When Table 1 is examined, it is seen that the preservice teachers predominantly expressed 

their opinions about the physical environment among the materials to be found in the ideal drama 

classroom. The most used categories regarding the ideal drama classroom were organizers, seating, 

stage layout, table, hygiene, floor, spatial arrangements, and lighting. The views on national values 

were expressed in the least number. According to the TDK (Turkish Language Association) (2022), 

the concept of 'national value' is defined as the social and cultural elements a nation regards as unique 

and proud to have. The most frequently repeated codes under the category of 'organizers' were closet, 

shoe rack, costume closet, stationery cabinet, shelves, basket, toy basket, boxes, and crate, frequently 

found in drama classrooms.  

Table 2. Activity Materials 

Theme Category f Codes 

Activity Materials 

   

Use of Board 54 Interactive board (n=25), Board (n=22), Whiteboard 

(n=7) 

Book 32 Bookshelf (n=16), Books (n=5), Textbooks (n=1) 

Stationery 16 Stationery (n=10), Pencil case (n=2), String (n=1), 

Scissors (n=1), Tape (n=1), Chalk (n=1)  

Game Tools 15 Ball (n=5), Toys (n=4), Trampoline (n=2), Hula hoop 

(n=2), Balloon (n=1), Rope (n=1) 

Written/Printed 

Materials 

6 Posters (n=3), Newspaper Clippings (n=1), Newspaper 

(n=1), Magazine (n=1)  

 

In Table 2, it is seen that the preservice teachers mostly expressed their opinions regarding the 

use of board under the theme of activity materials. In addition, other categories are seen as books, 

stationery, game tools, and written/printed materials. Posters, newspaper clippings, newspaper, and 

magazine codes were used within the scope of written/printed materials, which is the category with the 

least number of comments.  

Table 3. Enactment 

Theme Category f Codes 

 

 

Enactment 

   

Costume 22 Mask (n=5), Hat (n=3),  Old clothes (n=3), Cane 

(n=2), Household items (n=1), Finger puppets (n=1), 

Glasses (n=1), Face paints (n=1), Shoes (n=1), Fabric 

pieces (n=1), Telephone handset (n=1), Wig (n=1), 

Umbrella (n=1)  

Preparation for the Enactment 

Process 

   

20 Costumes (n=11), Costume room (n=4), Puppets (n=2), 

Six-color hat (n=1), Makeup mirror (n=1), Costume 

hanger (n=1) 

Exhibition 20  Bulletin board (n=18), Exhibition board (n=1), Event 

board (n=1) 
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In Table 3, three categories were created under the theme of enactment: costume, preparation 

for the enactment process, and exhibition. The most frequently used category was the costume. In the 

costume category, the most common items were masks, hats, old clothes, and canes.  

Table 4. Technology 

Theme Category f Codes 

 

 

Technology 

   

Audio Amenities 57 Sound System (n=21), Speaker  (n=20), Musical Instruments 

(n=12), Sound Insulation (n=3), Saz (n=1) 

Technological Device 36 Computer (n=16), Projector (n=6), Microphone (n=2), Camera 

(n=2), Green Screen (n=2), Projection Curtain (n=2), Cassette/CD 

Player (n=1), Printer (n=1), Camera (n=1), Overhead Projector 

(n=1), Audio Receivers (n=1), TV Screen (n=1) 

 

In Table 4, audio amenities are the most commonly used under the technology theme, 

followed by technological devices. Sound systems, speakers, and musical instruments are among the 

most frequently repeated codes within the scope of audio amenities. Among technological devices, 

computers and projectors are the most repeated codes.  

Sample drawings from ideal drama classrooms designed by preservice teachers  

Samples of ideal drama classroom designs drawn by preservice teachers are as follows:  

 

The ideal drama classroom drawn by T5 

 

The ideal drama classroom drawn by T7 
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The ideal drama classroom drawn by T10 

 

The ideal drama classroom drawn by T12 

 

The ideal drama classroom drawn by T13 
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The ideal drama classroom drawn by T16 

 

The ideal drama classroom drawn by T24 

 

The ideal drama classroom drawn by T27 



International Journal of Progressive Education, Volume 18 Number 6, 2022 

© 2022 INASED 

218 

 

The ideal drama classroom drawn by T31: 'The east-facing half of the drama classroom' 

 

The ideal drama classroom drawn by T31: 'The west-facing half of the drama classroom' 



International Journal of Progressive Education, Volume 18 Number 6, 2022 

© 2022 INASED 

219 

 

The ideal drama classroom drawn by T34 

 

The ideal drama classroom drawn by T49 

 

The ideal drama classroom drawn by T69 

When we look at the ideal drama classrooms drawn by the preservice teachers, it can be 

observed that they generally design spaces where the students can move freely and which can provide 

opportunities for physical mobility. Furthermore, the seating arrangement in the ideal drama 

classrooms drawn by the preservice teachers is also noteworthy. Predominantly, the seating 

arrangement is depicted quite differently from a classical classroom arrangement, and the circle 

arrangement is commonly preferred. While some participants chose to use a stage in their drama 

classrooms, some of them did not draw stages in their classrooms. Regarding the use of walls, some 

preferred to color and add interest to the classroom walls, while others left the walls blank. For 
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example, while T24 described the walls of the drama classroom as colorful and decorated, T27 

depicted a classroom with more plain walls. As observed, they generally prefer to use cushions in their 

drawings within the scope of seating, so it can be said that most of them designed a drama classroom 

that they want to enter after removing their shoes. For example, while T49 preferred cushions in their 

drawing, T10 used both chairs and cushions. T31, unlike the others, took precautions within the scope 

of Covid-19 in the drama classroom and included plants, birds, and musical instruments in the sample 

drawing. In the drawings, the teacher and the student are generally depicted on the same platform; 

students and the teacher are portrayed sitting on the same material as cushions and chairs. For 

example, T49 pictured the teacher and the students sitting on cushions in a circle in their drawing, 

whereas unlike the general, T69 used cushions for the students and a chair for the teacher.  

Direct quotations from the opinions of preservice teachers on the ideal drama classrooms 

they designed  

Preservice teachers were asked to make their general evaluations in writing about the ideal 

drama classrooms they designed. Some of the opinions of the preservice teachers are presented below.  

K1: 'The posters and pictures hung on the right wall of the classroom are designed because 

exhibiting the works of the students in the classroom provides a great reinforcement for the student's 

learning.' 

K3: 'I included trees and quotes about art on the walls in the classroom; I thought it was 

intended to remind people of the importance of their work and make them feel good. Apart from these, 

I tried to avoid complexity by paying attention to the simplicity of my drama classroom, and I tried to 

give importance to its clarity and functionality.'  

K11: 'There are shelves and bulletin boards in the classroom, allowing students to display the 

products they have prepared and to examine the products made by their classmates. With the stage 

and costume room, it was ensured that students associated the lesson with real-life.' 

K13: 'The drama classroom is large with plenty of amenities, its interior design can be 

changed if desired, and it is also equipped with tools that will not harm students during activities. 

Thanks to the objects around, the student can be motivated, participate in the lesson, and get into the 

role more effortlessly.' 

K19: 'The walls are decorated with pictures and paintings to keep the participants entertained 

and to make the classroom more engaging. Security precautions were included when creating the 

drama classroom. There are no materials that could endanger the participants.’ 

When the preservice teachers' opinions on the ideal drama classroom they designed are 

evaluated, it is clear that each emphasizes distinct aspects. For example, while K1 drew attention to 

the importance of pictures and posters hung on the walls during learning, K3 also stated that quotes 

about art in the classroom would make students feel better. Likewise, while K11 pointed out the 

importance of having shelves and boards to display the products prepared by the students in the 

classroom, P13 stated that they took care to use tools that would not harm the students during the 

activities, and K19 noted that they used paintings and pictures on the walls to make the classroom 

more engaging.  

K26: 'I noticed that it was completely safe for health while designing my classroom. I took 

care to choose soft, health-safe, and durable materials.' 

K28: ‘I kept the work area wide with folding tables. I have set up an environment suitable for 

putting on a play. I tried to make the activities fun by placing a stage.' 
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K30: ‘I think that an ideal drama classroom should be simple. Because I took drama lessons 

and have been in the drama class a lot in the lessons I have taken before, the more complex the 

elements in the drama classroom, the messier the student's impression gets, and it negatively affects 

the student's perspective on the classroom. Therefore, drama classrooms should be simple and in a 

particular order, and their materials should be efficient. I put materials about music, painting, and 

drama in my classroom.' 

K40: 'When creating the drama classroom, I started by asking myself what kind of 

environment I would like to see this class in if it were me. I designed this drama classroom by thinking 

about how to learn the lesson and make it useful. For me, drama class means a class that I can be 

comfortable in, that I am not being put into a box, and that allows me to be myself. I created my design 

while keeping these criteria in mind.' 

K44: 'The primary purpose of the classroom I have designed is that the place resembles a 

home, and by home, I mean the intimacy of the atmosphere and the feeling of comfort.' 

K45: 'I designed the drama space so students can work comfortably, practice without shoes, 

be safe, the temperature and lighting conditions are suitable, and students can move freely. The 

availability of all kinds of tools and equipment in the classroom environment enables students to 

activate their imagination for their work. Therefore, the existence of the tools and materials I have 

chosen in the drama space I have designed allows the students to feel that they belong to the 

environment they are in and to act independently.' 

K47: 'This drama classroom I designed is quite large with plenty of area for activities. The 

round placement of cushions is intended to encourage students' eye contact and communication while 

also providing a productive lesson.' 

K26, one of the preservice teachers, stated that the materials they used in their ideal drama 

classroom were harmless to health, soft, and durable. K28 tried to create a larger space by using 

folding tables. K30, on the other hand, claimed that an ideal drama classroom should be simple and 

stated that they included materials about music, painting, and drama in their classroom. K40 suggested 

that the drama classroom should be a classroom that will allow the person to be themselves and make 

them feel comfortable. Similarly, K44 emphasized the importance of making the participant feel 

comfortable and providing the intimacy of a home environment in the drama classroom they 

described. Finally, K45 and K47 indicated that the ideal drama classrooms they designed were 

spacious and comfortable environments suitable for activities.  

K58: 'The first item I incorporated when designing was the window on the right because I 

think there should be a window in a classroom where individuals spend time actively. Even though the 

carpet and armchair added a bit of a living room vibe, I'm sure they will be practical in the 

enactments. I can hardly imagine any place without a bookshelf because a book is like a devoted 

lover, and I believe it should be added.' 

K65: 'I paid attention to the drama space I designed being colorful and in harmony with the 

paintings and the drawings on the walls. Because I think it is essential that the drama classroom is 

where the drama participants and the drama leader feel good and happy when they enter.' 

K66: 'I wanted the participants to feel like they stepped into a different world when they 

entered the classroom. By removing their real identities and roles, I attempted to design a space that 

would offer them the sense and motivation to be anything they wanted.' 

K69: ‘This classroom consists of a soft plastic floor where children can feel comfortable. The 

walls are also composed of the same materials to prevent injuries. A setting in which children are free 

to express themselves and experience the drama.' 
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K58 stated that there should be a window and a bookshelf in the drama classroom they 

designed, and K65 gave importance to their classroom being colorful. K66 ensured that the drama 

classroom they designed would motivate students, while K69 stated that they created an environment 

where children could feel comfortable with the soft walls.  

CONCLUSION AND RECOMMENDATIONS 

Within this study, the opinions of preservice teachers about the ideal drama classroom were 

determined. In this context, preservice teachers were asked to design an ideal drama classroom; they 

wrote the objects that should be in there and shared their opinions about the class they designed. 

Following the analysis of the data collected along these lines, the findings led to the following 

conclusions.  

The drawings of the preservice teachers were analyzed, and the materials that should be in the 

classroom were grouped under a total of four themes: physical environment, activity materials, 

enactment, and technology. The physical environment comprises organizers, seating, stage layout, 

table, hygiene, floor, spatial arrangements, lighting, nature, art, corners, walls, and national values. It 

is observed that the most repeated category under the theme of the physical environment was 

organizers. Under the “organizers” category, the most frequently repeated codes were closets, shoe 

racks, costume cabinets, stationery cabinets, shelves, baskets, toy baskets, boxes, and crates. The 

theme of the activity materials is categorized into the use of boards, books, stationery, game tools, and 

written/printed materials. It was seen that the most repeated category under the theme of activity 

materials was the use of boards. The enactment theme is divided into three categories as costume, 

preparation for the enactment process, and exhibition. Under the costume category, masks, hats, old 

clothes, and canes were among the most frequently repeated codes. Finally, the technology theme is 

divided into two categories as audio amenities and technological devices. The most repeated category 

under the technology theme was audio amenities. Under the category of audio amenities, sound 

system, speaker, musical instruments, and sound insulation were among the most frequently repeated 

codes.  

When we look at the designs of the preservice teachers, it is seen that the classrooms are 

generally wide enough for the students to move freely; and suitable for running, walking, playing 

games, and doing group work, allowing them to move freely. The ideal drama classrooms are 

considerably different from the classical classrooms, where desks and tables are lined up in a row. The 

preservice teachers designed classrooms with cushions, where chairs can be used flexibly by changing 

their places and where group work and many methods-techniques are possible. They usually illustrated 

classrooms where they entered without shoes and had shoe racks.  

Considering the opinions of the preservice teachers about the ideal drama classrooms they 

designed, it was stated that they usually took care to develop their classrooms functionally, used 

stages, costumes, and safe materials during the activities in a way that would not harm the children, 

chose objects for the classroom that would motivate the students, took safety precautions, tried to 

create a wide area, put art-related materials, and designed an environment where they could feel 

comfortable.  

Within the scope of the relevant literature, Gülakan (2019) stated that the lack of drama 

classrooms in schools is among the most significant challenges experienced in practice, among the 

difficulties encountered by preservice teachers in terms of space while using the creative drama 

method. Likewise, Oruç (2004) states that the absence of drama classrooms in schools presents 

difficulties in practice.  

The place of drama in a class where drama is being utilized as a method is just as crucial as 

the lesson's overall structure. In this study, the opinions of preservice teachers were utilized to design 

an ideal drama classroom. Based on the findings obtained from this study, the following 

recommendations were developed:  
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• An ideal drama classroom should be designed in schools. 

• Ideal drama classrooms should be designed in education faculties. 

• Infrastructure projects should be prepared for the development of drama classrooms. 

• Primary stationery items should be provided for use in drama classrooms. 

• When preparing drama classrooms, it should be ensured that the classroom is big 

enough for practice and for the group to move freely. 

• To be able to move comfortably in drama classrooms, it should be ensured that the 

floor is of a suitable material. 

• To use the floor effectively in drama classrooms, shoes should be removed before 

entering the classroom. 

• There should be at least as many cushions as the number of people in the drama class. 

• Storage options like cabinets and crates should be employed to protect materials such 

as accessories and costumes that can be used in drama processes. 

• Elements such as sun exposure, ventilation, and sanitation of the drama classroom 

should all be considered. 

• The drama classroom should have music, a sound system, and a projector.  
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Abstract 

The Covid-19 pandemic affected all areas of life, including the education system. Extraordinary 

conditions induced by the pandemic necessitated a sudden transition to distance education, which had 

significant effects on students, parents, and teachers. While all students were negatively affected by 

this development, the difficulties experienced by students with developmental disabilities were 

different from their peers with typical development. It has been reported that the individuals with 

developmental disabilities experienced the highest difficulty in the management of the negative effects 

of the Covid-19 pandemic, and their needs were primarily ignored in distance education. The current 

study was conducted with a phenomenological and qualitative approach to investigate the related data 

in depth. The study participants included 10 special education teachers and 10 special education 

school principals. The study findings revealed that it was extremely difficult to conduct special 

education online; schools were not only a learning environment for the students with developmental 

disabilities, but also a sphere of socialization. 
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INTRODUCTION 

Covid-19, which was declared a pandemic by the World Health Organization (WHO) in 

March 2020, led to extraordinary conditions where millions of people struggled and still struggle with 

the consequences. Due to the pandemic, governments around the world introduced several measures 

such as curfews, quarantines, distance education, and work at home. Various measures have been 

adopted to control the pandemic since 2020, and the measures have been reregulated with the 

availability of the vaccines and the reduction of the relative mortality risk after the emergence of 

Covid-19 variants (WHO, 2022). However, the end of the Covid-19 pandemic remains uncertain and 

there is a risk of re-quarantine measures at any moment (Şahin & Shelley, 2020; WHO, 2022). While 

this risk affects every area of daily life, education has been one of the most affected areas (Armitage & 

Nellums, 2020; Sani-Bozkurt et al., 2021). 

The Covid-19 pandemic led to an urgent and sudden transition to distance education, which 

had significant effects on students, parents, and teachers (Bozkurt & Sharma, 2020; Bozkurt et al., 

2020; Goldschmit, 2020). During the pandemic, especially during the quarantines, parents assumed the 

role of educator, and teachers and principals assumed the roles of teacher trainers and counselors 

(Bozkurt et al., 2020; Devercelli, 2020). These abrupt changes in family life and distance education 

have been challenging for all children and parents (Fiorillo & Gorwood, 2020). While this was true for 

all children with typical development and their parents, the challenges that children with special needs 

and their parents faced were much more challenging and stressful (Armitage & Nellums, 2020; 

Asbury et al., 2021; Courtenay & Perera, 2020). Special education with distance learning introduced 

serious difficulties and problems (Armitage & Nellums, 2020; Gulati et al., 2020), and the education 

of students with development disabilities (DDs), especially those with autism spectrum disorder or 

intellectual disabilities who have cognitive, social, and behavioral difficulties experienced significant 

problems and required extra assistance (Hassiotis et al., 2020; Sani-Bozkurt et al., 2021). 

The most devastating effect of the Covid-19 pandemic on special education was the 

immediate transition to distance education and quarantine at home. A sudden change could lead to 

psychological and physical problems such as trauma, depression, health problems, social problems, 

and an increase in problem behavior in students with DD who experience difficulties in coping with 

stress or comprehending the pandemic, and who could resist these social and educational changes (den 

Houting, 2020; Kuper et al., 2020; Narzisi, 2020). Furthermore, problems in planning the transition to 

distance education also led to several assistance requirements in special education such as user 

interface design or internet access support. (Kaya & Şahin, 2021; Kuper et al., 2020; Rose et al., 2020; 

Thelwall & Levitt, 2020; Toseeb et al., 2020). 

Previous studies reported that individuals with DDs were the most vulnerable group in the 

management of the negative effects of the Covid-19 pandemic, and the issues that students with DDs 

experienced in distance education were neglected (Buchnat & Wojciechowska, 2020; Carey et al., 

2021; Hurwitz et al., 2021; Ruby, 2021; Stenhoff et al., 2020). Special education teachers stated that 

one-on-one and intensive special education practices were suspended (Yakut, 2021), the students and 

their parents needed assistance in accessing distance education, and this assistance was urgent and 

inevitable for home education feedback (Heyworth et al., 2021; Schuck et al., 2021). Similarly, 

principals argued that they required technical and educational assistance in inclusive education 

policies and the transfer of special education to e-learning (Hughes et al., 2022). Content area teachers, 

on the other hand, claimed that they experienced difficulties in the e-learning process with students 

with special needs in inclusive classes, and that students with special needs faced participation 

problems in e-learning (Myers et al., 2021). One of the major problems in distance education was 

reported as inaccessibility of the websites for individuals with special needs in several universities and 

schools (Meleo-Erwin et al., 2021). 

Parents emphasized that the main problems their children have experienced during the 

pandemic included higher behavioral problem levels at home and trauma, high anxiety and stress, 
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problems associated with access to education and healthcare, and their need for technical, educational, 

and social assistance (Dickinson et al., 2021; Heyworth et al., 2021; Jeste et al., 2021; Stenhoff et al., 

2021; Tsibidaki, 2021). 

The most significant requirement for individuals with DDs is adequate preparedness for 

distance education due to the persistence of the pandemic and a new wave of infections. Thus, it could 

be suggested that alternative solutions should be developed for decision makers, school principals, 

teachers, and parents to determine students’ assistance needs during the Covid-19 pandemic in 

distance education, future challenges, and government policies. Thus, the present study aimed to 

investigate the impact of the Covid-19 pandemic on students with DDs, the assistance provided by 

special education teachers and school principals during the quarantine, support provided for these 

stakeholders by institutions, and possible solutions to pandemic-related problems. 

METHOD 

Research Design 

The current study was conducted with a phenomenological approach for in-depth data analysis 

based on a qualitative paradigm. In phenomenological studies, researchers initially identify a 

phenomenon. The present study phenomena were children with DDs and the state of special education 

during the pandemic quarantine. Here, the term "developmental disabilities" refers to children with 

"intellectual disability" and/or "autism spectrum disorder". Qualitative research begins with questions 

that aim at learning. The researcher collects data that include words, numbers, pictures, and sounds to 

answer these questions. The data are grouped and become categorized information, and findings 

emerge when these data are analyzed (Rossman & Rallis, 2012). 

Participants  

Qualitative studies, unlike quantitative research, can focus on samples assigned with a purpose 

and relatively small groups to acquire an in-depth understanding of a phenomenon (Patton, 2002). A 

purposive sampling method was employed in this study for data collection and criterion sampling. The 

study sample included 10 special education teachers and 10 special education school principals in 

various geographical regions of Turkey. The sampling criteria included (a) employment as a special 

education teacher or principal in a special education school, and (b) the presence of students with DDs 

in their classes/schools. 

Table 1 Participating Teacher Demographics  

Code Age 
Seniority 

(years) 
Education Department 

Class 

size 
Interview date 

Interview 

duration 

(minutes) 

T01 28 9 Graduate Special education 10 04.19.2020 47 

T02 39 16 Undergraduate Special education 8 04.19.2020 30 

T03 33 12 Undergraduate Special education 4 04.19.2020 27 

T04 37 16 Graduate Special education 11 04.21.2020 21 

T05 29 6 Graduate Special education 6 04.21.2020 28 

T06 39 16 Undergraduate Special education 4 04.21.2020 31 

T07 29 6 Undergraduate Special education 4 04.22.2020 16 

T08 39 16 Undergraduate Special education 4 04.22.2020 23 

T09 36 13 Undergraduate Special education 4 04.23.2020 25 

T10 37 13 Undergraduate Special education 3 04.27.2020 23 

 

As seen in Table 1, participating teachers were coded as T01, T02, …T10. Interviews with 

special education teachers lasted between 16 and 47 min. Although all teachers were graduates of 

university special education departments, three teachers had graduate degrees, and seven had 

undergraduate degrees. Class sizes varied between three and 11 students. Also, participants’ ages 

ranged from 28 to 39, and the teaching experience of the teachers varied between 6 and 16 years. 
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Table 2 Participating Principal Demographics 

Code Age 
Seniority 

(years) 
Education Department 

Number of 

students in 

the school 

Number 

of 

teachers 

in the 

school 

Interview 

date 

Interview 

duration 

(minutes) 

P01 36 16 Undergraduate Special education 1 1 04.26.2020 23 

P02 43 20 Undergraduate Special education 98 21 04.26.2020 27 

P03 47 23 Undergraduate Visual arts 89 9 04.27.2020 36 

P04 35 10 Undergraduate Family economy 4 1 04.27.2020 22 

P05 42 20 Undergraduate Special education 30 8 04.30.2020 37 

P06 44 19 Undergraduate Special education 89 12 04.30.2020 47 

P07 42 20 Undergraduate Special education 22 8 05.01.2020 25 

P08 50 25 Undergraduate School teaching 89 9 05.02.2020 27 

P09 35 12 Undergraduate School teaching 2 1 05.02.2020 28 

P10 43 20 Undergraduate French education 220 23 05.03.2020 35 

 

As seen in Table 2, the principal participants were coded as P01, P02, …P10. Interviews with 

special education school principals lasted between 23 and 47 min. Five principals were graduates of 

university special education departments, and five had graduated from various university 

teacher/administrator preparation programs. There were 1-220 special education students in the 

schools where the principals were employed. Also, the principals’ ages ranged from 35 to 50, and their 

experience ranged from 10 to 25 years. 

Authors 

The first author started as a university lecturer after working as a special education teacher for 

12 years. His professional experience facilitated his ease in conducting the interviews and interpreting 

participants’ statements. This author’s previous employment in the same job as the teacher participants 

contributed to the clarity of the study. The second author is a university faculty member with a PhD in 

special education, and she has conducted several studies in the field, which included interviewing 

parents and teachers during the pandemic. 

Data Collection and Procedures 

The study data were collected with a semi-structured interview technique to obtain in-depth 

data based on the study objective and design. The authors developed separate interview questions for 

the two participant groups. During the development of these questions, the views of five specialists 

with PhD degrees in special education were obtained and the questions were edited accordingly. Both 

administrator and teacher interview forms included nine questions and subquestions. These included 

general special education system questions and more specific questions investigating assistance to 

students with DDs during the quarantine. We conducted pilot interviews with a special education 

teacher and a principal to test the draft questions. 

After the pilot scheme, the first author messaged each prospective participant and made 

appointments for 1:1 interviews. Due to the pandemic, the interviews were not conducted on 

WhatsApp, not in person. All interviews were recorded. 

Data Analysis 

Data analysis in qualitative research includes the preparation and organization of the data, data 

coding, the identification of themes based on the codes, and presentation of the findings in narrative or 

tabular form (Creswell, 2007). Descriptive and content analysis techniques are generally used in 

qualitative data analysis. Content analysis is used to draw generalizable and valid inferences from 

manuscripts or other meaningful material. Content analysis could be used to explain a phenomenon 

(Krippendorff, 2004). 
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The data collected with the semi-structured interview method were analyzed in depth with the 

content analysis method. The recorded interviews were transcribed. The transcripts of each group were 

read three times, codes were developed from meaningful data groups, and categories were determined 

based on the codes. Then, the categories were grouped under emergent themes. The content analysis 

revealed five themes and 41 categories, and these are presented in the findings section. 

Credibility and Coding Reliability 

Strategies that are frequently used in ensuring the validity and reliability of qualitative 

research include credibility and confirmability (Creswell & Miller, 2000; Erlandson et al., 1993; Guba 

& Lincoln, 1989). The credibility of the current study is based on expert opinions during the 

development of the data collection instrument, data listing, and analysis. Confirmability was 

determined with coding reliability. 

Nine randomly selected interviews were recoded by an independent expert and these codes 

were compared with the coding key to determine intercoder reliability. Intercoder reliability was 

calculated with the formula developed by Miles and Huberman (1994; Reliability = Agreement / 

Agreement + Disagreement), and the reliability coefficient was calculated as 86%. The six codes on 

which the authors and the independent expert disagreed were discussed and agreement was achieved. 

Ethical Concerns 

Ethics committee approval (date: 10.01.2022, protocol number: 2100078732) was obtained 

from the Research and Publication Ethics Committee at the university where the first author is 

employed. Furthermore, the participants were informed that participation in the study was completely 

voluntary, and that they could withdraw from the study at any time. 

FINDINGS 

The analysis of the responses to the semi-structured interview questions revealed five themes 

and 41 categories. The themes and category frequencies determined with content analysis are 

presented in Figure 1. 

 

Figure 1 Themes and Categories 
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As seen in Figure 1, five themes, namely quarantine, education, family, teacher, and student, 

were determined. The frequency of each theme is also presented in the figure. 

Table 3 Quarantine Theme Category Frequencies  

Category T P 

f  f  

Post-quarantine 8 7 

Impact on special education 6 5 

Pre-quarantine  7 1 

Domestic life 3 3 

Domestic activities 5  

Explanation of the quarantine 3  

Preparation  2 

Flow of daily life 1  

Note. T: Teacher, P: Principal, f: Frequency. 

 

The frequencies for the quarantine theme that reflects the aim of the study are presented in 

Table 3. On the measures that should be taken during the quarantine, participant P02 stated that every 

child should be assessed individually: There is a need to get parental views with expectation 

questionnaires in these days. Most importantly, certain studies on how to overcome trauma are 

required. Behavioral problems of my student increased a lot; we needed immediate behavioral 

analysis. It has left various traces on all of them. I think, maybe they will need academic assistance. 

Each child should be evaluated individually. They may experience developmental setbacks, obesity 

problems. 

In the category on the effect of the quarantine on special education, participant T07 stated, It 

had negative effects, that is for sure. Because the educational environment of children who need 

special education should be one-on-one, face-to-face in a classroom environment. Now that the 

children are locked in their homes, their education is completely up to their parents. The process was 

negatively affected since parents, like us, did not have a command of the education system and could 

not establish authority. Participant P09 said, I think they were negatively affected similar to normal 

students. In fact, they were even more adversely affected. On the experiences of the teachers before the 

quarantine, participant T01 stated that “suddenly the schools were closed, we were distanced from the 

children, and the pharmacies ran out of masks last week, I made masks in the class with rubber bands. 

I gave them eau de cologne before letting them in. We literally made all children study with masks for 

2-3 days. On living at home during the quarantine, participant T07 remarked, Almost all children in 

our school are illiterate, their behavior problems are significant, and the parents naturally deal with 

behavioral problems at home now." Participant P03 stated the following on the same topic: "Parents 

are very troubled at the moment. Normally, the parents used to send messages to the governor even 

during the snowed-out days, because they could not manage the kids. They are in bigger trouble right 

now. 

Participating teachers also supported their students by assigning purposeful activities. 

Participant T10 stated, Last time, we had already assigned something on April 23; we did that before 

as well; they shot and submitted a video, read the National Anthem, decorated the balcony, etc. P07, a 

participating principal, emphasized professional readiness for such events: We have the Directorate of 

National Education, social services, social workers, special education teachers, psychologists, 

physiotherapists, and there should be a readiness group that could support parents in these troubled 

days by forming a workgroup. Participant T03 stated that they developed a daily program for their 

students even though no one asked them) to: I developed a special program, a training schedule. From 

getting up in the morning until going to bed in the evening, there are two half-hour breaks, one on the 

balcony and one outside the house, but of course, controlled, with the parents, where the child can be 

in nature, not in crowded settings…  
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Table 4 Education Theme Category Frequencies 

Category T P 

f  f  

Distance education is not suitable 8 8 

Infrastructure problems 6 6 

Distance education application 6 4 

Distance education development suggestion 4 3 

Effectiveness suggestion 7 4 

Continue education  3 

Approach to special education  2 

Compulsory segregation   2 

Home schooling  1 

Student feedback 1  

Note. T: Teacher, P: Principal, f: Frequency. 

 

One of the most important findings of the study was the theme of education. As seen in Table 

4, the category with the highest frequency was the “distance education is not suitable” category. P02 

stated that they could not conduct distance education: No matter how much you diversify, you work 

with a child with autism, you need to establish eye contact; it ends before it even starts. T06 stated that 

parents could not conduct educational activities with their children: Frankly, it is not right to say that a 

group (parents) who do not know what to teach should make children do this or that. P09 stated that 

the infrastructure required for distance education could not be provided for all: Some parents do not 

have smartphones, WhatsApp, or internet; that is the biggest problem. In this process, we discovered 

that there are students who did not have even a television set. The infrastructure was poor, and when 

everyone was online, the system failed. Participant T10 supported that perspective: The child does not 

have a tablet at home, no WIFI, only mobile internet on his father's phone; we send the things we send 

through him. The family has no special education books, no resources.  

In Turkey, a distance education application called Education Information Network (EBA) was 

employed during the quarantine. Participant T05 stated the following regarding this application: 

Teachers do not know exactly how to use EBA, because since the system exists, it was accepted that all 

teachers know it. New teachers are appointed every year, and their knowledge is at least questionable. 

The content is inadequate. Not all special education content is practice-oriented; how to teach reading 

and writing? How to teach mathematical skills? How to instruct speech skills? There is no such 

material or application. On the improvement of this application, participant T02 recommended: It is 

necessary to extend the content of EBA TV, not by the Ministry, but perhaps in collaboration with 

teachers in the field and local universities. There are limited mobile applications with special 

educational content; maybe this could be improved a little. 

On the effectiveness of distance education, participant P08 emphasized that the material 

should be distributed: Educational material adequate for the students' disabilities could be distributed 

to their parents. Participant P02 stated that consultation services should be prioritized: We may have 

unemployed parents, whose income is insufficient, or who are depressed and need psychological 

counseling with the child during quarantine. Furthermore, certain participants argued that students 

with special needs should be segregated in certain quarantine settings. P10 stated, In structured 

environments, in a village, in a town, you quarantine students with special education teachers in these 

settings. There, they can sustain normal lives. Know what I mean? This is the most efficient solution. 
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Table 5 Family Theme Category Frequencies 

Category T P 

f  f  

Institutional assistance requirement  6 5 

Parental competency 6 4 

Psychological support  6 1 

Other assistance  6 

Parental concerns 2 2 

Educational support 8 1 

Parental attention 2  

Note. T: Teacher, P: Principal, f: Frequency. 

 

Category frequencies in another important theme, the family, are presented in Table 5. On this 

theme, T09 stated that there was a curfew for individuals younger than 20, but children with special 

needs could go out with their companions: It was flexible [for these individuals], as per the Ministry of 

Internal Affairs directives, to go out when the necessary precautions are taken, and you have your 

child's health report. Participant P02 stated that the relevant institutions did not provide special 

assistance to children with special needs, since they were focused on the public at large: Obviously, 

our social policies, the Ministry of Health, the police, and NGOs are our stakeholders, but the 

university, since this process was very difficult, frankly, did not have time. Thus, I cannot say that we 

received benefits or support.  

Another category in this theme was parental competence which T05 emphasized: Distance 

education distress could be relieved by the parents if they had a certain level of education, but if the 

literacy of the parents is low or if they are primary school graduates, the parents experience problems. 

P05 stated that parents should receive psychological support: Especially mothers take medicine and 

receive psychological support. Thus, I think our priority should be to improve the psychological state 

of the parents. Furthermore, T03 emphasized the importance of parental training: We should 

immediately develop videos to train the parents, exemplar videos should be developed. Families 

should be instructed to spend more quality time with their children. This should be included in the 

distance education platform right now. 

Table 6 Teacher Theme Category Frequencies 

Category T P 

f  f  

Teacher competency 4 8 

Presentation method 6 5 

Communication channel 7 4 

Communication frequency  5 3 

Teacher follow-up 2 2 

Teacher requirements 2 1 

Home visits 3  

Teacher egoism  1 

Note. T: Teacher, P: Principal, f: Frequency. 

 

As seen in Table 6, one of the main themes was the teacher theme in the study. On this theme, 

T06 emphasized teachers’ professional qualifications and their fields in college: If they are special 

educators, yes, they consult the parents, they even offer online courses for their children, but if they 

are outside the field (different content area teacher), you know there are several contracted teachers 

who are not in the field, these people could not instruct these courses. P01 stated that teachers’ 

technology skills affected the process: Certain colleagues experienced adaptation problems in smart 

or technological systems. Some did not know how to explain, some did not know what to do when they 

were involved in this for the first time; the age of the teacher and technological communication 

abilities affected the process. When the teachers were asked how they conducted online presentations, 

participant T01 responded, Every day, I post images and magazine cutouts on the subject; I write the 
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instruction, shoot a video, and post it. When the participants were asked how they communicated with 

the students, T10 said, WhatsApp is the means of communication we employed the most. Similar to 

that statement, almost all participants claimed that WhatsApp was the common practice nationwide. 

Participant T06 explained, We ask the children what they have been doing by calling or texting them 

every 2-3 days or as much as we can. 

One of the most important categories in the teacher theme was teacher follow-up. P07 noted 

that the distance education provided by special education teachers was not supervised: I wrote on the 

WhatsApp group that I received such a letter from the Ministry of National Education, and I need 

feedback. One or two friends responded, and others did not. We have colleagues who just want to go 

through the process one way or another. The most significant category in this theme was the self-

interest of the teachers. Participant P05 stated that the teachers were emotional beings and neglected 

their duties: I ask my colleagues to do something. They tell me they have problems at home. My 

psychology is not well, one's husband is a police officer, another’s husband is a healthcare worker. 

They say I cannot even move my hand; there are such colleagues.  

Table 7 Student Theme Category Frequencies 

Category T P 

f  f  

Problem behavior 6 5 

Future anxiety 6 5 

Health anxiety 3 2 

Technology use  2 2 

Incompetence level 2 1 

Neglect/abuse  2 

Protected students (orphans) 1  

Emotional support 1  

Note. T: Teacher, P: Principal, f: Frequency. 

 

The teachers and principals in the theme of students with special needs, which was the main 

focus of the study (see Table 7), stated that problem behavior increased tremendously across the 

children with special needs who stayed at home: Behavioral problems are at extreme levels, some 

have temper tantrums, the children want to go out (T02), most have seizures at home. Parents 

experience attacks due to the constant presence of the child at home (P10). The participants expressed 

their concerns about students’ future regression in all developmental areas: Children exhibit problem 

behavior at home, are more obese; their language-speech development, academic lives could be 

retarded; we currently experience all of these (P02). Also, P10 expressed certain healthcare concerns: 

Children with intellectual disabilities, especially those with Down syndrome, experience immune 

system and respiratory tract problems. They hardly survive even a regular flu infection. These 

children spend the whole year with a runny nose. God forbid, if this pandemic spreads among them, 

the destruction will be significant. 

Participant T03 emphasized the requirement of technology training: It is not possible for me to 

conduct distance education with children. Because I did not teach the distance education platform to 

the children before, the children do not know how to use it, parents do not know, I cannot instruct 

online. Participant P08 mentioned that the disabilities of certain students prevented their participation 

in distance education: Some students have severe disabilities that prevent distance education activities. 

One of the most important findings in the student theme was the concerns of the participants about the 

neglect and abuse that these children could experience in the process: I do not think that isolation of 

these children at home is healthy. We may encounter different problems, I am sorry to say, but I do not 

want to mention some things, but I mean, very undesirable things could have happened in this process. 

The child used to go to school every day; before, teachers could control the children (P10).  
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DISCUSSION 

In the current study that investigated school principals’ and teachers’ reflections on the effects 

of the urgent and sudden transition to distance education during the Covid-19 pandemic on students 

with DDs, teachers, principals, and parents, distance education during this period, the assistance 

available for the stakeholders, their support requirements, and related problems were determined based 

on four themes: quarantine, education, parents, teachers, and students. On the quarantine theme, the 

participants stated that special education students were adversely affected during the quarantine 

period, their quality of home life decreased, problem behavior increased, and the flow of daily life 

deteriorated. Similar findings were reported in previous studies on teacher and parental views (Carey 

et al., 2021; Dickinson et al., 2021; Hurwitz et al., 2021; Jeste et al., 2021; Stenhoff et al., 2021). The 

findings on the negative effects of the quarantine on special education were consistent with the 

literature. On the other hand, these participants stated that they provided support for parents to conduct 

domestic activities during the quarantine, and they developed special daily schedules for the students. 

Similar applications were developed in previous studies (Heyworth et al., 2021; Hughes et al., 2022; 

Meleo-Erwin et al., 2021). 

The findings on the theme of education revealed that distance education could be not 

conducted due to infrastructure problems and the capacity of the distance education platform. Similar 

studies emphasized infrastructural problems, the impossibility of distance education due to the 

inaccessibility of school websites (Meleo-Erwin et al., 2021), problems associated with distance 

education platforms (Buchnat & Wojciechowska, 2020; Carey et al., 2021), and low digital literacy 

across students and parents (Myers et al., 2021). On the other hand, previous research emphasized that 

special distance education applications should be developed for children with special needs and that 

parents, teachers, and students should be supported in the process (Carey et al., 2021; Hurwitz et al., 

2021; Meleo-Erwin et al., 2021; Stenhoff et al., 2020; Tsibidaki, 2021). Faculty members suggested 

the development of e-learning systems for distance education specific to students’ disability types 

(Mohammed Ali, 2021). Similarly, in the current study, the development of distance education 

applications for students with special needs and the distribution of special materials to disability 

groups were suggested to develop and deliver effective distance education. 

The significant findings on the parent theme included the inadequacy of institutional 

assistance, the weakness of parental competencies in playing a role in distance education, and parents’ 

psychological needs. Other studies in the literature confirmed that parents experienced high levels of 

stress and anxiety and required psychological and social support (Armitage & Nellums, 2020; Asbury 

et al. 2021; den Houting, 2020; Dickinson et al., 2021; Kuper et al., 2020; Narzisi, 2020). Similarly, it 

was determined that parents experienced problems in distance education due to their low digital skill 

levels (Myers et al., 2021; O'Connor et al., 2021; Schuck et al., 2021). 

On the teacher theme, the methods teachers adopted in distance education and their 

communications with their students were among the prominent findings. Previous studies similarly 

emphasized the methods adopted by the teachers in distance education and associated support 

requirements (Bozkurt et al., 2020; Goldschmit, 2020; Sani-Bozkurt et al., 2021; Thelwall & Levitt, 

2020; Toseeb et al., 2020). On the student theme, as mentioned in the literature (den Houting, 2020; 

Hassiotis et al., 2020; Kuper et al., 2020; Narzisi, 2020), the concerns for the future were prominent 

due to the high increase in problem behavior and regression in development. 

CONCLUSION AND RECOMMENDATIONS 

Schools are not only a learning environment for students with DDs, but also areas that allow 

socialization. The increase in domestic problem behavior among students led to a significant increase 

in parental support requirements. Teachers with special education graduate degrees could establish 

qualified and functional communication with their students and parents. Unfortunately, students 

without internet access and home computers were negatively affected in this process. 
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During the quarantine, teacher follow-up and coordination was not adequate, especially in 

special education. This adversely affected the participation of certain students in distance education. 

Furthermore, almost all participants stated that special education could be conducted with distance 

education. However, it was concluded that the only way to provide special education online was to 

support the parents. After the quarantine, they suggested that students be evaluated individually before 

they are admitted to schools and that support should be provided based on students’ unique and novel 

requirements due to the quarantine. Furthermore, education services for students with special needs 

who continued formal education at home during the quarantine were terminated. The most pervasive 

finding of this study was the fact that the negative impact of the quarantine was higher on special 

education services than on general education. 

Based on the present study’s findings, the development of a platform that would allow 

communication between and among parents, teachers, and students and which would employ all 

multimedia facilities is recommended. A national emergency action plan is required for response to 

emergencies. Turkey's internet infrastructure should be improved, and all parents should have access 

to technological devices. Distance education assistance should be provided to support parents and 

teachers. Thus, we recommend the inclusion of an e-learning course in special education teacher 

training programs. 
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Abstract 

This study aims to examine the relationship between the teachers’ problem-solving skills in high 

schools and their student- related social stress. The population of this research consists of 1574 

teachers working in high schools in the city center of Batman in the 2019-2020 academic year. The 

sample of the study consists of the 615 teachers selected randomly from the high schools in the city 

center of Batman. As data collection tools, “Problem Solving Inventory” developed by Heppner and 

Peterson (1982) and adapted into Turkish by Şahin, Şahin and Heppner (1993) and the “Student 

Related Social Stress Scale” developed by Taddei, Contena, and Venturini (2017) and adapted into 

Turkish by İlhan and Kinay were used (2018). As a result of the study, no statistically significant 

relationship was found between teachers' problem solving skills and student- related social stress. On 

the other hand, while there was no significant difference in the perceptions of teachers' problem 

solving skills according to the variable of professional seniority, they differ in terms of age and 

educational status variables. While no significant difference was found in terms of teachers' student- 

related social stress, educational status and age variables, a significant difference was found according 

to the seniority variable. 
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INTRODUCTION 

The individual and society are in a rapid development and change in our century. Individuals 

and institutions that concern them are trying to keep up with this rapid change. Education, a tool for 

development, change and progress, has become the most important instrument for the development of 

society. As a matter of fact, each dynamic that belongs to an individual or the society in it can only be 

shaped at the end of the education process and contribute to that individual and society (Beycioğlu & 

Konan, 2008: 370). Considering that the basis of education and training is human and the biggest 

building block of education is the teaching profession, it is clear that the determination of the problems 

of this profession and offering solutions are of vital importance (Demir & Arı, 2013: 110). 

In education, which prepares people's present and future, the teacher not only transfers 

knowledge, but also guides the states of knowing and doing. The teacher shows the students the target 

behaviors and asks the students to put them into action. There are two dimensions to doing this: 

providing students with an appropriate environment and making it easy for students to understand. The 

role of the teacher here is to guide and motivate the students in the school, which is isolated from the 

negative situations of the external environment, and to help them overcome the obstacles (Tahiroğlu, 

2006: 2). Only teachers, while fulfilling their important roles, face many problems in and out of school 

(Çınar, Hatunoğlu, & Hatunoğlu, 2009: 216; Dağlı & Han, 2017: 109). Physical problems, problems 

with colleagues, problems with parents, problems with students and administration, etc. are the main 

problems faced by teachers (Dağlı and Han, 2017: 109). Among these, one of the biggest shares is 

undoubtedly student-related problems. In addition, teachers' teaching obligations, responsibilities, and 

their intense and face-to-face relationships with different people in schools cause intense stress. This is 

one of the main factors that distinguishes teaching from other professional group members. The 

teaching profession requires people-oriented, continuous, balanced and healthy relationships. (Engin 

and İpek, 2020: 184). The performance of the stressed teacher herself/himself and the physical and 

mental state of herself/himself and her/his family may be negative (Çolak, 2019: 22). 

A stress-free, peaceful teacher will have more effective communication skills (Akpınar, 2008: 

360). On the other hand, work-overload and stressed teachers can negatively affect students' learning 

(Naylor, 2001: 14). For this reason, examining the causes of stress in teachers and its effects on 

education will increase the quality of teachers, students and education itself. (Balaban, 2000: 6). There 

are many factors that cause stress in teachers. Crowded classrooms, socio-economic problems, low 

and irrelevant parent profiles, and students' unattainable goals are among these factors. Especially the 

problems experienced while maintaining classroom discipline are among the most important sources 

of stress. It is a must for the teacher to prevent misbehaviors during the lesson and to conduct the 

lessons vividly and carefully. The fact that an undesirable behavior of the students does not become a 

problem depends on the teacher’s being alert and intervening immediately (Çolak, 2019: 27). Kaya 

and Alım (2015: 177-180) explained the sources that cause stress in teachers as follows: 

• Educational reasons: Low success rates of students, disrespect towards teachers, low 

readiness, insensitivity to the lesson are the main sources of stress. Apart from students, crowded 

classes, problems with the curriculum and evaluation are other factors of stress. 

• Reasons related to the teaching profession: Having to do additional work due to low salary, 

depreciation of the profession in the eyes of the society, and excessive workload in and out of school 

are sources of stress. 

• School-related and personal reasons: School administrators' biased behavior, their 

understanding of discipline, unethical and negative behaviors in rewarding, grouping of other teachers, 

and being hurtful as teachers are unable to control their emotions cause stress. 

The way teachers deal with stress is important in preparing individuals for society (Engin and 

İpek, 2020: 184). Here are some direct strategies suggested for teachers to deal with stress (Kyriaco, 

2016: 87-112): 
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Avoiding Over-Stimulation: The goal of coping with stress is not to reduce stress completely. 

Important activities that are worth dealing with will inevitably create stress. In addition, a moderate 

amount of stress in some jobs increases the quality of the job as it will increase enthusiasm and effort. 

Therefore, in order to cope, it is necessary to keep the stress level at a certain level and to prevent 

overstimulation. 

Direct action strategies: Direct action, increasing the ability and ability to move, adapting to 

the situation, eliminating the source of stress and asking for help from colleagues are examples of 

direct action strategies. 

Stress is a situation that occurs around the individual and negatively affects his life by forcing 

his mental, physical and spiritual limits (Engin and İpek, 2020: 185). Excess stress can lead to 

emotional and physical distress in the individual, leading to a decrease in effectiveness. Long-term 

high-level stress leads to other problems (Başaran, 1997, as cited in Demirtaş 2006: 50; Kuday, 2020: 

13,15). Stress can also be defined as an individual's response to changes. The faster the change occurs, 

the faster the individual should adapt to it. In cases where the change is above the power and ability of 

the individual, intense stress awaits the individual. Since it is not possible to completely eliminate 

stress, the individual's incorporating this situation into their lives and adapting to changes will reduce 

stress (Çolak, 2019: 20). 

If an individual is stressful and stress is caused by sadness, problems increase. When the 

teacher and emotionality are combined and effective solutions to the problems are offered, an 

acceptable level of stress will occur and satisfactory educational activities will be realized (Abacı, 

2006: 11). It has been stated that low-level stress is beneficial for teachers to find new solutions, while 

high-level stress negatively affects teachers' abilities (Ataklı, 1996, as cited in Akpınar 2008: 360). 

Anxiety and stress play an important role in learning problem solving. Individuals with high stress 

levels have difficulties in focusing on problem solving, so they cannot offer proper solutions. As such, 

teachers' stress levels continue to increase and teachers cannot effectively solve the problems 

encountered (Jerah, Hasija, & Malhotra, 1993, cited in Saracaloğlu, Serin, & Bozkurt 2001: 124). 

The individual who encounters problems has difficulty in overcoming the problems alone and 

experiences intense stress. Today, people experience a feeling of loneliness because of the decrease in 

social relations. In order to find solutions to these problems, the society and the individual should act 

jointly to offer appropriate solutions, in short, they should develop their problem-solving skills (Genç 

and Kalafat, 2007: 11). 

The main purpose of education is to prepare individuals for life by raising individuals 

knowing how to behave and solve the problems they encounter in daily life (Saracaloğlu, Serin and 

Bozkurt, 2001: 121). Problem is a word that people come across a lot throughout their lives. There are 

many problematic situations that the individual has to solve. While this may be a simple problem such 

as deciding what to eat, there may also be situations that will reveal big problems and negatively affect 

people's lives when it is not solved (Arslan, 2005: 50). The problem is defined as the obstacle that 

stands in the way of an individual's power to achieve his goal (Bingham, 1976: 7). 

The problem has three main components. These are (Kesgin, 2006: 35): 

a) A difficulty for the individual who encounters the problem, 

b) The individual needs a solution, 

c) The person has not met problem before and has not made any preparations. 

Every individual faces many problems throughout their lives. Every individual has problem-

solving skills, although at different levels against these problems. In fact, the situation that negatively 

affects the individual against a problem is the inadequacy of the individual in problem solving (Akat, 
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2020: 16). Individuals with problem solving experience quickly identify the means to reach the goal 

and tend to solve complex problems through their developed networks. However, those with less 

experience get stuck on unnecessary details (Senemoğlu, 2018: 539). It is important to anticipate 

errors that may occur in the problem solving process, because errors are key to achieving proper 

results. One of the requirements of problem solving is to keep up with the changes. As a matter of fact, 

the aim in problem solving is to remove the obstacles in reaching the goals. In addition, individuals 

with this ability can foresee the problem and manage the process more effectively. (Toprak, 2019: 

43,46). 

As a result, teachers encounter many problems while performing their profession, and they 

experience some stress situations. In particular, teachers who experience stress caused by students are 

negatively affected both in their professions and socially. Keeping student-related social stress levels 

at a reasonable level will enable teachers to be more efficient and effective. One of the best ways to 

achieve this is to have problem-solving skills. Because it is thought that teachers who have effective 

problem-solving skills can better cope with student- related social stress. In this study, it was aimed to 

examine the relationship between the problem-solving skills of high school teachers and student- 

related social stress. For this purpose, answers to the following questions were sought: 

1) What is the level of problem solving skill perceptions and student- related social stress 

of the teachers in high schools? 

2) What is the relationship between problem solving skills and student- related social 

stress of the teachers in high schools? 

3) Is there a significant difference according to variables given below? 

a) age 

b) professional seniority 

c) educational status  

METHOD 

In this section, the model of the research, the universe and the sample, the data collection tool 

and the analysis of the data are presented. 

Research Model: Relational screening model was used in this research. Relational screening 

model is a model that aims to determine the existence and/or degree of change between two or more 

variables (Karasar, 2016: 114). 

Population and Sample: The population of this research consists of 1574 teachers working in 

high schools in the city center of Batman in the 2019-2020 academic year. Due to the difficulty of 

reaching all of the teachers who make up the population, a sample that is believed to represent the 

population has been studied. The sample of the research consists of 615 teachers who are selected by 

simple random method from the teachers working in high schools in the city center of Batman. 

Various demographic variables related to the teachers in the sample were discussed and the descriptive 

statistics are presented in Table 1. 
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Table 1. Descriptive Statistics on the Levels of Demographic Variables 

Variables  f % 

Sex Female 268 43,58 

 Male 347 56,42 

Age 22-29 230 37,40 

 30-39 233 37,89 

 40 and over 152 24,72 

Seniority 1-5 years 243 39,51 

 6-10 years 173 28,13 

 11-15 years 78 12,68 

 16 years and over 121 19,67 

Educational status Bachelor’s degree 507 82,44 

 Postgraduate 108 17,56 

 

In Table 1, the distribution of the teachers in the study group according to the levels of the 

demographic variables is indicated with frequencies and percentages. When the distribution of 

demographic variables is examined, it is seen that 43.58% of the teachers are female and 56.42% are 

male. When the age ranges are examined, 37.40% of the teachers are between 22-29; 37.89% of them 

are between 30-39% and 24.72% of them are 40 and over. When the distribution of teachers is 

examined by seniority, 39.5% of them have 11-5 years; 28.13% 6-10 have years; 12.68% of them have 

11-15 years and 19.67% of them have 16 or more years of experience. When their educational status is 

examined, it is seen that 82.44% of the teachers have bachelor’s and 17.56% of them have 

postgraduate degrees. 

Data Collection Tools: “Problem Solving Inventory (PSI)” and “Student- Related Social 

Stress Scale (SRSS)” were used as data collection tools. 

Problem Solving Inventory: It was developed by Heppner and Petersen (1982) and adapted 

into Turkish by Şahin, Şahin and Heppner (1993). The problem solving skill perception scale was 

examined on the basis of total points. The application form of this scale consists of 35 items. However, 

as stated by the scale developer/adapter, the 9th, 22nd and 29th items were excluded from the scoring 

after the application, and the remaining 32 items were processed. The 1st, 2nd, 3rd, 4th, 11th, 13th, 

14th, 15th, 17th, 21st, 25th, 26th, 30th, 32nd, and 34th items were reversed before the total score is 

taken. After the items were reversed, a total score was obtained based on 32 items and analyzes were 

carried out over the total score. Since the PSI has a six-point scale, the score range varies between 32 

and 192, and the high score obtained from the scale indicates an inability to solve problems (Şahin, 

Şahin, & Heppner, 1993; Savaşır & Şahin, 1997). 

Student-Related Social Stress Scale: It was developed by Taddei, Contena, and Venturini 

(2017) and adapted into Turkish by İlhan and Kinay (2018). SRSS is a measurement tool that includes 

18 items with a seven-point Likert-type rating and does not contain reverse scored items. In the 

original form of the scale, there is a four-factor structure called verbal aggression, antipathic 

behaviors, irritating reactions and exaggerated requests. Since SRSS has a seven-point rating, the 

scores that can be obtained from SRSS vary between 18 and 126. High scores on the scale indicate 

that student- related social stress is high (İlhan & Kinay, 2018: 600). 

Analysis of Data: In order to answer the research questions, firstly, the minimum, maximum, 

arithmetic mean and standard deviation values of the individuals' total scores were obtained and 

descriptive analyzes were made. For the descriptive analysis of the general total, score ranges were 

created by taking into account the Likert rating of each scale. After the descriptive analysis, it was 

tested whether the difference between the means of the groups was statistically significant. In this 

direction, in order to answer the sub-problems for the comparison of the mean scores of the groups, 

when the independent variable level is two, the independent samples t-test; In cases where the level of 

independent variable is more than two, it is aimed to use one-way analysis of variance (ANOVA). 

After the statistically significant ANOVA results, Scheffe test, one of the multiple comparison tests, 

was used. In order to carry out the tests related to the mentioned parametric tests, the assumptions of 
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the normal distribution of the universes regarding the levels of the independent variable and the 

homogeneity of the variances of the populations must be taken into consideration (Gravetter & 

Walnau, 2013). 

FINDINGS 

The arithmetic mean and standard deviations related to student-related social stress and 

problem-solving skills perceptions of teachers working in high schools are given in Table 2. 

Table 2. Descriptive Statistics on Scores 

 N Minimum Maximum 𝑿 ̅ ss 

Student-related social  stress 615 18,00 126,00 56,82 23,51 

Problem Solving 615 39,00 165,00 85,53 23,44 

 

When Table 2 is examined, the minimum score observed in the research regarding the student-

related social stress scores of high school teachers is 18.00; the maximum score is 126.00. The 

arithmetic mean of the aforesaid scores is 56.82; the standard deviation was found to be 23.51. 

Considering the score ranges related to the ratings, it was observed that the arithmetic mean value of 

the scores of the teachers regarding the student- related social stress corresponds to the 3rd degree, that 

is, slightly below the medium level. When the problem solving skill perceptions are examined, the 

minimum score observed in the research is 39.00; and the maximum score is 165.00. The arithmetic 

mean of problem solving skill perception scores was 85.53; and the standard deviation was found to be 

23.44. Considering the score ranges related to the ratings, it was observed that the arithmetic mean 

value of the teachers' scores on their perceptions of inadequacy in problem solving corresponded to the 

"I often do this" rating. 

The findings regarding the examination of the relationship between the problem-solving skills 

of teachers working in high schools and their student- related social stress are given in Table 3. 

Table 3. Spearman Rank Differences Correlation Coefficient 

 r p 

Student- related Social Stress 

Problem solving 

0.042 0.296 

p<0.05 

 

When Table 3 is examined, it is observed that the relationship between teachers' student- 

related social stress and their perception of problem-solving skills is not statistically significant, r= 

0.042,p˃.05. 

The findings regarding the student- related social stress of teachers working in high schools 

according to the age variable are given in Table 4. 

Table 4. Findings Related to Student- related Social Stress Scores of Teachers Working in High 

Schools by Age 

Age N 𝑿 ̅ ss Minimum Maximum 

22-29 230,00 59,08 22,81 18,00 120,00 

30-39 233,00 56,45 23,76 18,00 116,00 

40 and over 152,00 53,97 23,99 18,00 126,00 

Total 615,00 56,82 23,51 18,00 126,00 

 

When Table 4 is examined, it is seen that the mean scores of student- related social stress 

differ from each other on a descriptive level depending on the age ranges given. In order to test the 
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statistical significance of the difference, one-way analysis of variance was conducted and the results 

are presented in Table 5. 

Table 5. Investigation of Student- Related Social Stress of Teachers Working in High Schools by 

Age 

The source of variance The sum of squares sd The mean of squares F p 

Inter groups 2441,12 2,00 1220,56 2,216 ,110 

Within gropus 337067,20 612,00 550,76   

Total 339508,33 614,00    

p<.05 

 

ANOVA results show that there is no statistically significant difference between the scores of 

Student-Related Social Stress in terms of the levels of the age variable, F(2, 612) = 2.216, p ˃ .05. In 

other words, teachers' student- related social stress scores do not change depending on the age ranges 

studied. 

Table 6. Findings on Problem Solving Skills Perceptions of High School Teachers by Age 

Variable 

Age N 𝑿 ̅ ss Minimum Maximum 

22-29 230,00 88,00 23,54 46,00 154,00 

30-39 233,00 82,59 23,10 40,00 165,00 

40 and over 152,00 86,28 23,48 39,00 150,00 

Total 615,00 85,53 23,44 39,00 165,00 

 

When Table 6 is examined, it is seen that the mean scores of perceptions of problem solving 

skills differ from each other on a descriptive level depending on the age ranges given. In order to test 

the statistical significance of the difference, one-way analysis of variance was conducted and the 

results are detailed in Table 7. 

Table 7. Investigation of Problem Solving Skills Perceptions of High School Teachers by Age 

Variable 

The source of 

variance 

The sum of squares sd The mean of squares F p Eta square 

Inter groups 3503,65 2,00 1751,83 3,211 ,041* .010 

Within goups 333937,66 612,00 545,65    

Total 337441,31 614,00     

*p<.05 

 

ANOVA results show that there is a significant difference between problem solving skill 

perception scores in terms of age variable, F(2,612)=3,211,p<.05. In other words, teachers' problem 

solving skill perception scores differ significantly depending on the specified age given. The Sheffe 

test was used to reveal between which age groups had the difference. According to the results obtained 

from the Sheffe test, it was observed that the problem-solving skill perception scores of the teachers in 

the 22-29 age range (�̅�=88.00) were significantly higher than the problem-solving skill perception 

scores of the teachers in the 30-39 age range (�̅�= 82.59). This result shows that the perception of 

inadequacy in problem solving of teachers aged 22-29 is significantly higher than the perception of 

inadequacy of teachers aged 30-39. 

Findings related to student- related social stress according to the seniority variable of teachers 

working in high schools are given in Table 8. 
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Table 8. Findings Related to Student- Related Social Stress Scores of Teachers Working in High 

Schools According to the Variable of Seniority 

Seniority N 𝑿 ̅ ss Minimum Maximum 

1-5 years 243 59,00 24,03 18,00 120,00 

6-10 years 173 56,72 22,31 18,00 115,00 

10-15 years 78 59,27 26,59 18,00 126,00 

16 years and over 121 51,01 21,22 18,00 112,00 

Total 615 56,82 23,51 18,00 126,00 

When Table 8 is examined, it is seen that the average score of student- related social stress 

differs from each other on a descriptive level depending on seniority. In order to test the statistical 

significance of the difference, one-way analysis of variance was conducted and the results are 

presented in Table 9. 

Table 9. Investigation of Student- Related Social Stress of Teachers Working in High Schools 

According to the Variable of Seniority 

The source of 

variance 

The sum of 

squares 

sd The mean of squares F p Eta square 

Inter groups 5715,87 3,00 1905,29 3,488 ,016* ,017 

Within groups 333792,46 611,00 546,31    

Total 339508,33 614,00     

 

ANOVA results show that there is a significant difference between student- related social 

stress scores in terms of seniority variable, F(3, 611) = 3.488, p < .05. In other words, teachers' 

student- related social stress scores differ significantly depending on seniority. Scheffe test was used 

to reveal between which group pairs the difference in question was. According to the results obtained 

from the Sheffe test, the student- related social stress levels of teachers with 1-5 years of experience 

(�̅�=59.00) are significantly higher than those with 16 or more years of experience (�̅�=51.01).  

Table 10. Findings on Problem Solving Skills Perceptions of High School Teachers According to 

the Variable of Seniority 

Seniority N 𝑿 ̅ ss Minimum Maximum 

1-5 years 243 87,25 23,24 45,00 154,00 

6-10 years 173 84,24 23,01 40,00 153,00 

10-15 years 78 83,74 24,15 45,00 165,00 

16 years and over 121 85,07 24,05 39,00 150,00 

 

When Table 10 is examined, it is seen that the mean scores of perceptions of problem solving 

skills differ from each other on a descriptive level depending on seniority. In order to test the statistical 

significance of the difference, one-way analysis of variance was conducted and the results are 

presented in Table 11. 

Table 11. Examining the Problem Solving Skills Perceptions of the Teachers Working in High 

Schools According to the Variable of Seniority 

The source of variance The sum of squares sd The mean of squares F p 

Inter groups 1280,50 3,00 426,83 ,776 ,508 

Within groups 336160,81 611,00 550,18   

Total 337441,31 614,00    

p<.05 

 

The ANOVA results show that there is no statistically significant difference between the 

problem solving skill perception scores in terms of the levels of the seniority variable, F(3, 611) = 

.776, p ˃ .05. In other words, teachers' perception levels of problem solving skills do not change 

depending on their seniority. 
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Findings related to student- related social stress of teachers working in high schools according 

to the variable of educational status are given in Table 12. 

Table 12. Findings Related to Student-Related Social Stress of Teachers Working in High 

Schools According to the Variable of Educational Status 

The source of variance N 𝑿 ̅ ss sd t p 

Bachelor’s degree 507 56,54 23,18 613 -,646 ,519 

Postgraduate degree 108 58,15 25,10    

 

When Table 12 is examined, it is seen that the student- related social stress mean score of the 

postgraduate level teachers (�̅�=58.15,SD=25.10) is higher than the student- related social stress mean 

score of the bachelor’s level teachers (�̅�=56.54,SD=23.18). ; In other words, it is seen that 

postgraduate teachers have higher stress levels. Independent samples t-test was conducted to 

determine whether this difference was statistically significant. According to the results of the analysis, 

it was concluded that the difference in the mean scores of the teachers at the undergraduate and 

graduate level was not statistically significant, t(613) = -,646, p ˃ ,05. 

Table 13. Examination of High School Teachers' Perceptions of Problem Solving Skills by 

Educational Level 

The source of 

variance 

N 𝑿 ̅ ss sd t p Eta square 

Bachelor’s degree 507 87,04 23,15 613 3,508 ,00* .02 

Postgraduate  108 78,41 23,60     

*p<.05 

 

When Table 13 is examined, it is seen that the problem solving skill perception average score 

of the bachelor’s degree teachers (�̅�= 87.04, SD = 23.15) is higher than the average score of the 

postgraduate level teachers (�̅�= 78.41, SD = 23.60). This difference between the averages indicates 

that bachelor’s degree teachers perceive themselves to be more inadequate in problem solving. 

Independent samples t-test was conducted to determine whether this difference was statistically 

significant. According to the results of the analysis, it was concluded that the difference in the mean 

scores of bachelor’s degree and postgraduate level teachers was statistically significant, t(613) = 

3,508, p<,05. Therefore, it can be stated that the level of perception of inadequacy of bachelor’s 

teachers in problem solving is significantly higher than the level of perception of inadequacy of 

postgraduate teachers. 

DISCUSSION AND CONCLUSION 

The results and discussions of the research are listed according to the research questions. 

When the findings of the first question of the research are examined, it is seen that teachers’ 

student- related social stress is below the medium level. According to this finding, it can be concluded 

that teachers' student- related social stress levels are moderate. In the study conducted by Karakaya 

(2015) on the stress of female and male teachers working in high schools, it was concluded that the 

stress levels of the teachers were below the medium level and the result of the research was supported. 

When the literature is examined, it is possible to reach different conclusions. In the study conducted by 

Benmaounsour (1998), teachers described themselves as highly stressed which is contrary to the 

research findings. When the other findings of the first question of the research are examined, it is seen 

that the scores of the teachers in the Likert (6) type rating scale, in which the perceptions of the 

problem-solving skills of the teachers are measured, correspond to the "I often do this" degree, which 

we can call the medium level. According to the findings obtained, it can be concluded that the 

perception levels of teachers' problem solving skills are at "moderate" level. The fact that the problem-

solving skills of the teachers are at a moderate level can be interpreted as that they can produce 
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solutions to the problems they encounter at a certain level. The findings of Demirtaş and Dönmez 

(2008) support the findings of the research, and the perceptions of teachers' problem solving skills are 

at a moderate level. Apart from the findings, there are also studies in which teachers see themselves as 

problem solvers at a high level (Tavlı, 2009; Çınar, Hatunoğlu, & Hatunoğlu, 2009). In undergraduate 

education, lessons and courses aiming to help the teacher candidates cope with the stress and solve 

problems can be taught.  

When the findings of the second question of the study were examined, no significant 

relationship was found between teachers' perceptions of problem solving skills and student- related 

social stress. In fact, there are many studies in which one of the most stressful issues causing stress for 

teachers is found to be student- related (Çidem, 2019; Kaya & Alım, 2015; Abacı, 2006; Akpınar, 

2008; Olivier & Venter, 2003; Benmansour, 1998; Wole, 2002; Merkan, 2011; Sugar, 1995). Because 

students are the element with which teachers communicate most intensively, spend time most, and 

cover an important part of their professional life. It is clear that teachers' ability to cope with these 

problems has an impact on their stress  levels. As a matter of fact, in the study conducted by Jerah, 

Hasija and Malhotra (1993, as cited in Saracaloğlu, Serin and Bozkurt 2001: 124), it is stated that 

individuals with high stress levels have problems in focusing on problem solving. Likewise, in the 

study conducted by Genç and Kalafat (2007: 11) it was stated that the individual has difficulty in 

coping with intense stress alone, and that the individual has to develop problem solving skills by 

acting in partnership with the society he/she lives in and producing solutions. Teachers' problem-

solving skills and their ability to cope with stress can be developed through in-service training 

activities, seminars, conferences, etc.  

When the findings of the third question of the study were examined, no significant difference 

was found in teachers’ student- related social stress according to the age variable. According to this 

finding, it can be said that the age variable does not have a significant effect on teachers' student- 

related social stress. While young teachers’ higher expectations for students and their desire to do 

more cause them to experience social stress, it is thought that factors such as the anxiety of older 

teachers not being able to respond to student demands and undisciplined behaviors of students cause 

these teachers to experience social stress. In other words, since it is estimated that teachers' 

responsibilities and perspectives differ according to their age, it is thought that the age variable is not 

significant on social stress. Şeker (1995) and Akalın (2006) has had results that support the findings 

obtained in their research and stated that there was no significant relationship between the age variable 

and stress. When the findings of the third question of the study were examined, a significant difference 

was found in the perceptions of teachers' problem solving skills according to the age variable. 

According to the findings, it can be said that the problem solving skill perceptions of the older teachers 

are higher than the younger teachers. The biggest reason for this can be expressed as 'experience'. 

Because the diversity of the problems faced by the older teachers until that age, the different solutions 

applied, and the fact that they employ the shortest and most reliable solution they have when they 

encounter new problems are thought to be effective in their higher perception of problem solving 

skills. Güler (2006: 108) also has had similar results in his research, and he related the progress of 

teachers' age with the variable of professional seniority, and stated that the experience of teachers will 

increase as they get older, thus the way teachers perceive the problems they encounter and develop 

different solutions will improve. The fact that young teachers have a longer internship period in 

undergraduate education may contribute to the perception of problem solving skills of these teachers. 

When the findings of the third question of the research are examined, it is seen that there is a 

significant difference in the student- related social stress of teachers according to the variable of 

professional seniority. According to the findings, it was concluded that teachers who are in the first 

years of their profession (1-5) have higher student- related social stress than teachers with 16 or more 

years of experience. The reason for this situation is that teachers with higher professional seniority 

have higher ability to manage and cope with student- related social stress, thanks to the experience 

they have gained. Çidem (2019) also stated in her research that teachers with a seniority of 1-5 years 

experienced more stress than teachers with a seniority of 11 and above, and reached results that 

support the findings. In order to reduce the high level of student- related social stress of teachers with 
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lower professional seniority, moral activities, rewarding activities, etc. can be organized. When the 

findings of the third sub-problem of the study are examined, it can be concluded that there is no 

significant difference in the perceptions of teachers' problem solving skills according to the variable of 

professional seniority. The fact that the perceptions of problem solving skills did not change according 

to the variable of seniority may be due to the fact that newly appointed teachers are equipped with 

problem-solving skills, and that teachers with high professional seniority are good problem solvers 

thanks to their experience. Kesgin (2006), Serin (2010), Bal (2011), Özğül (2009), Tavlı (2009), 

Çınar, Hatunoğlu, and Hatunoğlu (2009) reported that the variable of seniority did not have a 

significant effect on problem solving skills and has had results that support the finding. 

When the findings of the third question of the study were examined, no significant difference 

was found in the student- related social stress of teachers according to the variable of educational 

status. According to this finding, it can be concluded that the educational status of the teachers is not 

an effective variable on the social stress caused by the students. In fact, it can be expected that a high 

level of education will positively affect the ability to cope with stress and reduce the level of stress. 

However, it is thought that teachers with higher education are more equipped, so the practices they 

want to do in education increase, and the expectations of teachers with postgraduate education balance 

the stress levels. Akalın (2006), who reached conclusions supporting these findings, stated in his 

research that the sources of stress do not differ according to the education received, regardless of the 

education level of the teachers. When the findings of the third question of the study are examined, it is 

seen that there is a significant difference in the perceptions of teachers' problem solving skills 

according to the variable of educational status. According to this finding, problem solving skill 

perceptions of postgraduate teachers are higher than those of undergraduate teachers. It can be said 

that the higher level of education increases the diversity of the problems faced by the teachers, enables 

them to develop positive attitudes towards problem-solving skills, so that teachers with higher 

education levels perceive themselves more positively in terms of problem solving. When the relevant 

literature is examined; Bal (2011) reached results that support the findings obtained in the study and 

stated that increasing the level of education increases problem solving skills. In the same way, Bağçeci 

and Kinay (2013) reached results that support the findings, and stated that increasing the level of 

education is positive in terms of gaining new skills, improving existing skills, looking at problems 

from different perspectives and offering different solutions. By encouraging teachers to have 

postgraduate education, problem solving skills can be developed. 
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INTRODUCTION 

The concept of “ethos”, which means character and behaviour in the ancient Greek language, 

is explained with the term of “ethics” in today’s world (McLaughlin, 2005). Ethics is seen as a branch 

of philosophy that deals with the essence and foundations of the moral, as well as human behaviours 

(Oral, Avcı, Tosten, 2017). In other words, it addresses the behaviours of the individual in personal 

and social life within a moral framework. Therefore, behaviours are classified with concepts such as 

good / bad or right / wrong based on the values or standards of the society (Lin, Wang, Yarbrough, 

Alfred and Martin, 2010). These are called ethical norms (Arıkan and Demir, 2009). Ethical norms are 

included in almost all professions and institutions that make up an organization in a society in order to 

shape the practices related to that profession or institution (Scott, 2008). Universities are one of the 

institutions that have the characteristics of an organization. Universities are institutions where 

academic studies and scientific activities are carried out, people are trained to acquire skills and talents 

and which serve society through material and intangible products they produce (Harrison and Turok, 

2017; Addie, 2017; Aydın, Gedikoğlu and Alkın, 2012). For this reason, it is of great importance that 

all units that make up the university show appropriate behaviours in order to fulfil their mission 

properly (Uçak and Birinci, 2008). In addition to being scientific, providing the best education and 

strengthening the ethical understanding of the society and fighting against unethical behaviours with 

the same determination can be shown among the most important duties of universities (Arıkan and 

Demir, 2009). In this context, the concept of professional ethics can be mentioned.     

Work ethics can be defined as the behaviours or responsibilities that people must comply with 

in their profession. Thus, it is thought that while individuals are forced to perform relevant profession-

related behaviours within a certain standard, they are also prevented from making decisions on the 

basis of their own personal inclinations (Yousef, 2000; Meriac, 2015). In this context, efforts to spread 

ethical behaviour throughout the society caused professional ethics to become an area of interest for 

all sectors (Aydın, Demirkasımoğlu and Alkın, 2012; Altınkurt and Yılmaz, 2011).  

Higher education institutions are institutions where people who will shape the future of a 

country are trained and knowledge and science are produced through these people. These institutions 

not only reveal cultural values and hand them down to future generations, but also direct the future of 

the society by producing knowledge and science (Patomaki, 2019; Oral, Avcı and Tosten, 2017). For 

this reason, the personnel who are assigned the task of teaching at higher education have great 

responsibilities. This task of teaching is accompanied by great responsibilities because sometimes 

situations such as heavy working conditions, excessive course load, negative treatment by students, the 

competitive environment of the profession, the inability to get the reward for the effort shown, the 

questioning of the products produced by others and the concerns about continuous development 

trigger the physical and mental pressures on the people working in this field (Ergin, 1995; Budak and 

Sürgevil, 2007). Today, as in all professional groups, there are behaviours that must be followed by 

the people who are working as an academic (Ucak and Birinci, 2008).  

Academic ethic values refer to behavioural patterns that should be taken into consideration 

when determining the problems or needs in a society, when attempting to solve them, and when 

conveying the information obtained from this endeavour to the target audience (Oral, Avcı and Tosten, 

2017). For example, the level of adherence to scientific values and academic writing principles during 

the design, implementation and reporting of a scientific study shows the quality of that study in terms 

of ethical values (Oğuz, 1999). This ethical value can be considered not only in the context of 

scientific research but also within the framework of different ethical understandings. For example, it 

can be talked about the ethical understanding of the person towards his/her colleagues, the ethical 

understanding towards the institution where the person works, the ethical understanding towards the 

society and the ethical understanding towards the teaching process. Adopting academic ethic values 

means adhering to the values related to these dimensions that make up the whole (Oral, Avcı and 

Tosten, 2017). When the reasons for unethical behaviours are examined, it is seen that they can be 

caused by individual characteristics as well as economic reasons or social values (Hamilton, 2002).  
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One of the underlying reasons for an individual to be successful and productive in his/her 

profession is that his/her life and job satisfaction levels are high (Miller, Woehr and Hudspeth, 2002; 

Huff and Kelley, 2004; Recepoglu, Ülker Tümlü, 2015). Life satisfaction means that a person’s 

general psychological and affective state is as important as his/her general physical condition for a 

healthy life (Robbins and Judge, 2009; Dağdeviren, Musaoğlu, Ömürlü and Öztore, 2011). It is 

thought that in order for an individual to work efficiently, he/she must reach positive satisfactions in 

his/her work and life. Job satisfaction is defined as an internal drive that provides a positive orientation 

towards an individual’s job (Meyer, Irving and Allen, 1998; O'Driscoll and Randall, 1999; Kiniki and 

Kreitner, 2007). The person who has achieved enough job satisfaction has a happy and productive 

career and enjoys his/her job. This is considered to be even more important in professions that require 

constant dedication (Dağdeviren, Musaoğlu, Kurt, Omurlu and Öztora, 2011).  

On the other hand, life satisfaction is one of the ways through which individuals can continue 

their lives happily and meaningfully (McMahan and Renken, 2011; Pavot and Diener, 2008; Dağlı and 

Baysal, 2016). Life satisfaction is not only related to a specific field, but also a positive evaluation of 

all phenomena in life. In other words, the fact that the person is satisfied with his/her job alone may 

not mean that he/she is satisfied with his/her life (Veenhoven, 1996). Life satisfaction can be 

influenced by the variables such as the individual’s relationship with his/her social environment, 

his/her ability to live freely, and ability to make decisions about his/her own life (Khakoo, 2004). 

Another factor affecting life satisfaction is that the individual has job satisfaction. In this connection, 

Recepoğlu and Ülker Tümlü (2015) found a positive and medium correlation between job satisfaction 

and life satisfaction in their study of university academic staff.   

When the national literature on the concept of ethical value is reviewed, it is seen that there 

are studies focused on academic personnel’s level of compliance with ethical rules (Tican Başaran, 

Ekinci and Arıkan, 2017), the determination of non-ethical behaviors (Gerçek, Güven, Özdamar, 

Yanpar-Yelken and Korkmaz, 2011; Oral, Avcı and Tösten, 2017) and the investigation of the 

perceptions of professional ethics (Pelit and Güçer, 2006; Coşkun, 2016). These studies are generally 

seen as studies that have been obtained with the strengths of a single approach (qualitative or 

quantitative approach). 

The existing research on job and life satisfaction in the international literature seems to be 

largely focused on the relationship between professional ethics and academic achievement (Meriac, 

2012), the theoretical framework constituting the job satisfaction (Pavot, & Diener, 2008), the 

development of the measurement tool to evaluate the level of job satisfaction and life satisfaction 

(Margolis, Schwitzgebel, Ozer and Lyubomirsky, 2019; Kelecioğlu, Bilge and Akman, 2006) and the 

investigation of the relationship of job satisfaction and life satisfaction with some variables 

(Berenbaum, Chow, Schoenleber and Flores, 2013; Sadeghi, Ghaderi and Abdollahpour, 2021; 

Shimamura, Fukutake, Namba and Ogino, 2021; Faramarzpour,  Farokhzadian, Tirgari,  Mangolian 

Shahrbabaki, Borhani and Rafati, 2021). However, it has been observed that the studies on the job 

satisfaction and life satisfaction of faculty members who undertake very important tasks in the process 

of distance education are quite limited (Recepoğlu and Ülker Tümlü, 2015). In this context, no study 

has been found in both national and international literature that deals with the relationship of academic 

ethics with job satisfaction and life satisfaction.  

In this context, the current study has two main purposes; first is to determine the 

academicians’ perception of the academic ethic value and the second is to reveal the relationships 

between academic ethic value, life satisfaction and job satisfaction. 

METHOD 

In the current study, the mixed methods research was used as the study design. According to 

Tashakkori and Creswell (2007), mixed method research is a research design in which the researcher 

collects and analyzes data, includes the findings and makes inferences using qualitative and 

quantitative approaches and methods in a single study or research program. One of the most important 



International Journal of Progressive Education, Volume 18 Number 6, 2022 

© 2022 INASED 

256 

properties of the mixed method is that it combines two data types at the same time, by placing one of 

these data types inside the other or by building one on top of the other, respectively. The reason for 

using the mixed method for the current study is the need for combining qualitative and quantitative 

data. The current study consists of 2 stages; in the first stage, qualitative findings were obtained by 

interviewing the academicians and in the second stage, the data obtained from the qualitative findings 

were verified by quantitative analyses. In this respect, the study was conducted with the exploratory 

sequential mixed design since a qualitative approach was adopted. 

Study 1 

Method 

In the first stage of the study, the academicians’ opinions about academic ethic values were 

determined to collect the qualitative data. The study was conducted according to the case study design. 

Study Group 

The study group used in the qualitative part of the study is comprised of 7 academicians. Of 

the participating academicians, 1 (14.5%) is female and 6 (85.5%) are male. The detailed information 

about the study group involved in the qualitative part of the study is given in Table 1. 

Table 2 Descriptive Statistics about the Sample Involved in the Qualitative Part of the Study  

Stage of the Study   f % 

Qualitative Stage 

Title 

Prof.  2 28.6 

Assoc. Prof. 2 28.6 

Dr. Instructor 3 42.8 

Gender 
Female 1 14.5 

Male 6 85.5 

Length of 

Service 

5 years or less -  

6-10 2 28.5 

11-15 2 28.5 

16-20 2 28.5 

21 years or more  1 14.5 

 Total  7 100 

 

Data Collection Tools 

Semi-structured Interview Form  

The academicians’ opinions about the concept of academic ethic value were determined by 

using a semi-structured interview form. A total of 7 academicians participated in the interviews and 

each interview lasted for about 20 minutes. The interview questions asked to the academicians are; 

What is the meaning of academic ethic value for you?, How is an academic ethic value formed? How 

do you feel when you adhere to all the values of academic ethics? Do you want to add more? 

Data Analysis  

The data obtained from the semi-structured interviews in the qualitative part of the study were 

analyzed with content analysis. Content analysis aims to gather similar data around certain concepts or 

themes to obtain more understandable or interpretable results (Miles and Huberman, 1994; Trilling 

and Jonkman, 2018). Content analysis was carried out using the qualitative data analysis program 

NVivo 11. While conducting the content analysis, the inductive approach was adopted. First, the 

answers given by the academicians to the interview questions were transcribed. The transcribed data 

were analyzed in words and sentences and classified under dimensions that constitute academic ethic 

value. The reliability of the content analysis was determined by examining the consistency between 
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the coders. The inter-coder consistency was determined by using the formula proposed by Miles and 

Huberman (1994). 

RESULTS 

In the first stage of the current study, the academician’ opinions about academic ethic values 

were determined with semi-structured interviews. During the interviews, the academicians were asked 

the following questions; What is the meaning of academic ethic value for you?, How is an academic 

ethic value formed? How do you feel when you adhere to all the values of academic ethics? Do you 

want to add more? The data obtained from the interviews were analyzed and a framework seen in 

Figure 1 was constructed. 

 

Figure 1. According to the interviews, academic ethic values framework 

First question asked to the academicians is “What is the meaning of academic ethic value for 

you?” The responses of the academicians were gathered under the themes of values for scientific 

research, values for society and values for the teaching process   

The theme of values for scientific research includes some ethical rules to be adhered to while 

conducting a scientific research (originality, plagiarism, slicing etc.). One of the participants, K2 

emphasized the concept of originality“…I think each individual has a unique ability to produce 

knowledge.”; another participant,  K3 pointed to the concepts of plagiarism and slicing “…scientists do 

many different academic studies. In these studies, academic ethic value is about avoiding plagiarism, 

slicing etc.” and another academician, K5 “…what comes to my mind first is plagiarism. These are the 

things we see the most frequently in academic publications.”    

Other expressions about what academic ethic value means were collected under the theme of 

values for the teaching process. This theme consists of two sub-themes: educating individuals 

(students) and providing quality teaching. In other words, educating individuals in a qualified way and 

providing quality instruction during the education process are seen as academic ethic values. In this 

connection, one of the participants, K4 indicated that individuals should be educated in a qualified 

manner as follows; “… the only important thing is not to prepare articles and papers only in the 

scientific community, but training individuals.” On the other hand, K1 associated the concept of 

academic ethic value with the provision of quality teaching “…our first priority is to train individuals 

who will provide the labour force needed by our country, this is already clear in the regulations of the 

institution.”   
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The last theme derived from the responses to the question “What is the meaning of academic 

ethic value for you?” is values for society. This theme is explained as that individuals should not only 

adopt the values and morality of the society they live in, but turn them into behaviours. In this regard, 

one of the participants, K4 addressed the issue of ethical value as follows; “…they are the values that 

overlap with social values and regulate our behaviours in the academic world.” and another 

participant, K7 expressed his/her opinions as follows; “…working or not working in accordance with 

moral values”.    

The second interview question asked to the academicians is “How is an academic ethic value 

formed?” and the responses given to this question were gathered under the themes of information 

society, experience, conscience, role model and education. Within the context of the theme of 

information society, one of the participants, K1 explained his/her opinions as follows; “Information 

society has replaced the technology society. Therefore, what is as important as the teacher factor is 

that we have knowledge or access to information about some values. We cannot escape from this; 

none of the students can tell “My teacher did not teach me this” in this age.” On the other hand, one of 

the participants, K2 stated that academic ethic values can be attained through experience “ … you 

submit your assignment, does the professor give feedback on this assignment? Does the teacher check 

the citations in your assignment? If he/she gives feedbacks such as this is true, this is false, this is 

plagiarism, then you can learn something from this.” In addition, another participant, K6 thinks that 

academic ethic value can be attained through conscience “If a person does not like to lie, he or she will 

not like it while doing research, either. But if a person is prone to lie, he/she will reflect this in what 

he/she does, and he/she will not mind doing this.” Furthermore, it is stated by K2 that academic ethic 

values can be acquired through role models “Being an academician is like a master-apprentice 

relationship. You get the characteristics of your master.” Finally, it is stated by K6 that academic ethic 

value can be formed through education “...I can say that the source of academic values is the education 

we receive. This is not only in higher education, but also in the family, and even in the primary 

school.”    

The third question asked to the academicians is “How do you feel when you adhere to all the 

values of academic ethics?” The responses given by the academicians were subsumed under the 

themes of pride, peace, job satisfaction and happiness. One of the participants, K2 explained that 

he/she feels an emotion like pride “...It will flatter my pride and improve my self-confidence. There 

may be a result that will raise my ego because I say it completely belongs to me and that it is a work 

that I can stand firmly behind without any mistakes.” The statement by K5 “...I experience satisfaction, 

job satisfaction, satisfaction of reaching a success.” and the statement by K6 “...a feeling of satisfaction 

with what you do” indicate that that when they follow the academic ethic values, the sense they feel is 

job satisfaction. Another participant, K1 expressed that adherence to academic ethic values result in 

peace and comfort as follows; “...It is the peace of mind of successfully completing every job. Peace 

or hope for the future.” Finally, according to K6, adherence to academic ethic values results in 

happiness “...I take pleasure. I'm getting happy. All my feelings are at the top that day.…”   

Study 2 

Method 

In the second stage of the study, the extent to which the academicians’ academic ethic values 

predict their levels of job satisfaction and life satisfaction was questioned to verify the findings 

obtained from the analysis of the qualitative data. This part of the study is built on the quantitative 

research method using the correlational predictive design, one of the survey designs. Correlational 

predictive studies aim to determine the value of an unknown variable on the basis of the known 

variables (Fraenkel, Wallen and Hyun, 2012).  
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Study Group 

The sample used in the quantitative part of the current study is comprised of a total of 103 

academicians working in the Education Faculty of Muğla Sıtkı Koçman University. Of the 

participating academicians, 46 (44.7%) are females and 57 (55.3%) are males. Detailed information 

about the sample is given in Table 2.  

Table 3. Descriptive Statistics about the Study Group Used in the Quantitative Part of the Study  

Stage of the Study f % 

Quantitative Stage 

Title 

Prof. 8 7.8 

Assoc. Prof. 22 21.4 

Dr. Instructor  33 32.0 

Instructor 6 5.8 

Research Ass. 34 33.0 

Gender 
Female 46 44.7 

Male 57 55.3 

Length of  

Service 

5 years or less  20 19.4 

6-10 24 23.3 

11-15 23 22.3 

16-20 15 14.6 

21 years and more 21 20.4 

 Total  103 100 

 

The G*Power program was used to calculate the sample size. According to program the 

sample size was calculated at least 89 individuals for 0.15 effect size, 5% margin for error, 95% 

confidence interval and one predictor variable. The relevant values obtained from the G*Power 

program are shown in Figure 2.   

 

Figure 2. The G*Power values for sample size 

Data Collection Tools 

In the quantitative dimension of the study, three different measurement tools called The 

Academic Ethics Values Scale, Job Satisfaction Scale for Academicians, The Satisfaction with Life 

Scale were used.  

The Academic Ethics Values Scale 

The Academic Ethic Values Scale was developed by Sevim (2014) to measure academicians’ 

attitudes towards academic ethic values. The scale consists of 5 dimensions and 50 items. These five 

dimensions are; values for scientific research, values for colleagues, values for the institution, values 

for society, values for the teaching process. In the reliability analysis of the scale, the Cronbach-Alpha 
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internal consistency coefficient was used. In the current study, the Cronbach-Alpha internal 

consistency coefficient was found to be 0.86 and thus, it was concluded that AEVS is a reliable scale.  

 Job Satisfaction Scale for Academicians  

Job Satisfaction Scale for Academicians was developed by Kelecioğlu, Bilge and Akman 

(2006) to determine the job satisfaction of the academicians working at universities in Turkey. As a 

result of the factor analysis made on the data obtained from 520 instructors working in state 

universities in Turkey, a total of 25 items were collected in two dimensions called internal and 

external. The scale explains 55.13% of the total variance. The reliability analysis of the scale was 

conducted by using the difference between the means of 27% of lower groups and 27% of upper 

groups. The result of the t-test was found to be significant at the level of 0.01 and thus, it was 

concluded that the reliability of the scale items is high. Moreover, the Cronbach alpha internal 

consistency coefficient was calculated to be .94 for the internal dimension and 0.91 for the external 

dimension. Both the results of the factor analysis and the reliability analysis showed that the scale is a 

valid and reliable scale.  

The Satisfaction with Life Scale 

The Satisfaction with Life Scale was developed by Diener, Emmons, Larsen and Griffin 

(1985) and adapted to Turkish by Dağlı and Baysal (2016). The scale is a 7-point Likert type scale 

consisted of a single factor and five items. It explains 68.39% of the total variance. In the reliability 

analysis of the scale, the Cronbach Alpha internal consistency coefficient and test-retest techniques 

were used. The internal consistency coefficient of the scale items was calculated to be 0.88. The scale 

was administered to a group of 47 teachers twice at a two-week interval and the Pearson Product-

Moment Correlation Coefficient between the two administrations was calculated to be 0.97. The 

results of both EFA and CFA and reliability analyses showed that the scale has a valid and reliable 

structure.  

Data Analysis 

In the analysis of the collected quantitative data, the structural equation modelling was 

conducted with AMOS 24 statistical software program. The fitness of the model obtained as a result of 

the analysis was tested with Chi-Square/degrees of freedom (χ2/sd), Normed Fit Index (NFI), 

Comparative Fit Index (CFI), Goodness-Of-Fit Index (GFI), Adjusted Goodness-Of-Fit Index (AGFI) 

and Root Mean Square Error of Approximation (RMSEA). The upper limit of the margin of error in 

the interpretation of the analysis results was accepted as 0.05. In the CFA analysis conducted for the 

current study, it was seen that all the items in the scale were significant and the fit indices were 

acceptable (x2= 84.134 sd=52; x2/sd=1.61, p<.00; GFI = .88; AGFI = .83; CFI = .93; NFI = .84; 

RMSEA = .07). 

RESULTS 

In the analysis of the data, Pearson product-moment correlation coefficient was used to 

determine the relationships between the predicted variables “life satisfaction” and “job satisfaction” 

and the predicting variable “academic ethic values”. The relationships between these variables are 

presented in Table 3.  

Table 4 Results of the Pearson Product-Moment Correlation Coefficient between the Variables  

Variables Mean Ss 1 2 3 

Academic Ethic Values 206,28 15,88 1   

Life Satisfaction 26,55 4,89 0,24* 1  

Job Satisfaction 78,06 11,27 0,37** 0,43** 1 

*p< .05, **p< .01, n= 103 
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As can be seen in Table 3, there is a positive, low and significant correlation between the 

participants’ “academic ethic values” mean score and “life satisfaction” mean score and a positive, 

medium and significant correlation between their “academic ethic values” mean score and “job 

satisfaction” mean score. After the determination of the relationships between the predicted and 

predictor variables of the current study, the path analysis was run to determine the predictive effect of 

the variable of “academic ethic values” on “life satisfaction” and “job satisfaction”. The measurement 

model obtained as a result of the study is shown in Figure 3.   

 

Figure 3. The confirmatory measurement model between academic ethic values and life 

satisfaction and job satisfaction 

In Figure 3, a measurement model has been created in which the variables in the structural 

equation model are modelled together. No modification process has been applied to the model. As a 

result of the analysis, it is seen that the fit indices (x2:84,134, df:52, x2/sd=1,61, RMSEA = .07,  GFI = 

.88; AGFI = .83; CFI = .93; NFI = .84) for the model are acceptable (Tabachnick and Fidell, 2015; 

Schumacker and Lomax, 2004; Kline, 2005). Fit indices for the structural equation modelling and 

measurement models of the other variables are given in Table 4.  

Table 5. Fit indices of the measurement model  

Research 
Chi-square 

(X2) 
sd X2/sd NFI CFI GFI AGFI RMSEA 

General Model 84.134 52 1.61 .84 .93 0.88 0.83 0.07 

Life Satisfaction 3.92 5 0.65 0.99 0.99 .99 0.96 0.01 

Job Satisfaction 928.93 275 3.36 0.52 0.60 0.49 0.40 0.15 

Academic Ethic Values  13.22 5 2.64 .91 .94 .95 .85 0.17 

 

After examining the goodness of fit index values for the model seen in Table 4, the paths in 

the model and the parameter estimates for the model were examined. Accordingly, there is no 

statistically insignificant path in the structural model tested. The values obtained for the structural 

model are presented in Table 5.  
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Table 6. Parameter estimates for the structural model  

   Predicted  Predicting 

Non-standardized 

estimate values 

(B) 

S.E. 
C.R. 

(tvalue) 

Non-standardized 

estimate values (β) 
R2 

Job Satisfaction ← 
Academic Ethic 

Values 
1.731 0.394 4.393* 0.58 0.15 

Life 

Satisfaction 
← 

Academic Ethic 

Values 
0.113 0.035 3.198* 0.39 0.34 

*p < .01 

As can be seen in Table 5, the academic ethic value variable in the measurement model was 

found to significantly predict the job satisfaction variable (β=0.58) and the life satisfaction variable 

(β=0.39). According to the model, while the academic ethic values variable explains 15% of the 

variance in the job satisfaction variable, it explains 34% of the variance in the life satisfaction variable. 

DISCUSSION AND CONCLUSION 

In the current study, the extent to which the academicians’ academic ethic values predict their 

job satisfaction and life satisfaction was investigated. According to the qualitative findings of the 

study, while academic ethic value is associated with the adherence to the principles such as avoiding 

plagiarism and being original, it is associated with the provision of quality course contents for students 

and training them in compliance with the requirements of the age in terms of education. Finally, 

academic ethic value is socially associated with the inculcation of social values, ethics and 

responsibility in individuals required by the society. In general terms, it can be said that the concept of 

academic ethic value is associated with scientific research, education and society by the academic staff 

participating in the current study. These results are parallel to the factor structure of the Academic 

Ethic Values Scale developed by Sevim (2014) to determine academicians’ level of academic ethic 

values.  Seen from a different perspective, Oral, Avcı, and Tösten (2017) identified the most common 

unethical behaviours in academic circles as plagiarism, conflict between colleagues, not valuing 

students and not paying enough attention to the quality of lessons.  

It was stated by the academicians participating in the current study that the formation of 

academic ethic value in an individual can occur in various ways such as through information society, 

experience, conscience, education and role models. In terms of information society, it means that the 

individual can have access to the information to learn about what ethical rules are. When there are 

behaviours that do not comply with academic ethic values, they should be addressed within the scope 

of criminal sanctions and the person should personally experience this process. On the other hand, the 

development of academic ethic value in a person is based on a sense of conscience. In other words, 

since the development of social values, morality and responsibilities of the person will indirectly 

activate the sense of conscience, it is thought that these values will be taken into consideration when 

conducting a scientific research. It was stated by the academicians that the courses such as scientific 

research methods and academic writing in the education process would make a significant 

contribution to the development of academic ethic value in the individual.  According to TÜBA 

(2002), the lack of education observed in subjects such as scientific research ethics and research 

discipline can be shown among the reasons for individuals’ committing ethical violations because 

education is important for social development, it is also important for the formation of professional 

ethics in the mind of the individual in accordance with the general values and norms of the society 

(Chanzanagh and Nejat, 2010). Finally, it is thought that a good role model in the work environment 

will contribute to the development of academic ethic value by setting an example for those around 

him/her. Although the widespread use of technological developments has made it more likely to 

increase ethical violations in scientific studies (Uçak & Birinci, 2008), academic staff, who have 

important roles in the development of society with the help of research and scientific activities, should 

be a role model for the society in terms of complying with ethical norms (Erdem 2012).  “Teach as 

you preach” and “Walk your talk” slogans are widely used among those who think that educators 

should set a good example for the behaviours desired in students (Lunenberg, Korthagen and 

Swennen, 2007). These five codes can be focused on to improve or develop academic ethic values. 
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There are many factors that affect the job satisfaction of academic staff. These include 

working conditions (Albert, Davia, & Legazpe, 2018), professional advancement expectations and 

personal characteristics (productivity, creativity, etc.) (Mumford and Sechel, 2019). Characteristics 

that negatively affect job satisfaction can lower the morale of the person and cause loss of creativity 

skills (Strömberg, Aboagye, Hagberg, Bergström ve Lohela-Karlsson, 2017). According to Recepoğlu 

and Ülker-Tümlü (2015), the compatibility of the knowledge, abilities and skills of a person with 

his/her job and his/her being able to prove his/her capacity are among the factors that increase job 

satisfaction. On the other hand, life satisfaction is considered to be a topic that should be researched 

more intensively in the academic life because many factors such as job satisfaction, performance, 

efficiency, burn-out and emotional clarity have been found to be affecting life satisfaction (Toker, 

2012; Landa, Zafra and Pulido, 2006). According to the qualitative findings of the current study, the 

products produced by academic staff considering academic ethic values (a good academic study, well-

trained student, a good course content, etc.) make them feel emotions such as happiness and pleasure, 

peace of mind, job satisfaction and pride.  

According to the quantitative findings of the study, ethical values possessed by the faculty 

members have a positive effect on their job satisfaction and life satisfaction. In other words, the state 

of having academic ethical values consisted of 5 dimensions predicts the faculty members’ job 

satisfaction and life satisfaction. The qualitative finding obtained from the semi-structured interviews 

that the products produced by the academic staff in compliance with academic ethical rules make them 

feel good emotions such as professional pride, happiness, pleasure and peace supports the quantitative 

findings of the study. Thus, it can be argued on the basis of both the model put forward by the 

quantitative part of the study and the qualitative findings that professional outputs created by 

complying with academic ethical rules provide life and job satisfaction for the individual.  

No study has been found in the literature that deals with the relationship between academic 

ethics, job satisfaction and life satisfaction. However, there are studies in which the factors affecting 

job satisfaction or life satisfaction are investigated separately. Dağdeviren, Musaoğlu, Ömürlü, and 

Öztora (2011) analyzed the independent variables affecting job satisfaction with Chi-Squared 

Automatic Interaction Detector Analysis (CHAID). According to the findings obtained from CHAID, 

the most important variable affecting the job satisfaction of academic staff is age. To put it more 

clearly, job satisfaction of people who have just started their profession is higher than those who 

continue their profession as academicians holding a doctoral degree. A similar conclusion was reached 

by Öztürk and Şahbudak (2015). In addition, Çelikalp, Temel, and Bilgiç (2019) revealed that 

academic staff’s job satisfaction is affected by workload, work-family and family-work conflicts. 

Accordingly, an increase in workload and task conflicts in family-work environments reduces job 

satisfaction.   

It has been determined that academic staff’s life satisfaction is positively and moderately 

correlated with their job satisfaction (Recepoğlu and Tümlü Ülker, 2015) and job performance. In 

other words, it can be said that as the job satisfaction and job performance of the academic staff 

increase, their life satisfaction also increases. These results in the literature seem to be in line with the 

findings of the current study. In addition, Öngel and Tatlı (2020) examined how the variables of work-

family conflict and excessive workload affect academic staff’s life and job satisfaction with regression 

analysis. Accordingly, academic staff’s life satisfaction is positively affected by the support of their 

colleagues and negatively affected by work-family conflicts. On the other hand, the excessive 

workload of the academic staff did not have an effect on both their life satisfaction and job 

satisfaction. This result was attributed to the fact that academic staff is engaged in continuous 

cognitive activities and the boundaries between their work and social life are not clear. 

In this study, it was tried to qualitatively reveal what academic ethical value means for 

academic staff, how academic ethical value is formed and what emotions are aroused by the products 

created considering academic ethics in academic staff. In addition, the relationship pattern between 

academic ethical value, job satisfaction and life satisfaction was revealed with the structural equation 

model. It was determined that this model was supported by the qualitative findings of the study.  
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